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ABSTRACT
This study aims to apply some of the concepts relating nonformal education
and socio-economic development to the study of a particular region, the
South Pacific. The South Pacific, a much neglected region in comparative
education, has territories colonized by the British, the French and, much
later, the United States of America. This comparative study of nonformal
education in Fiji, New Caledonia thus also illustrates three different
perspectives of colonizing powers on how education was believed to
contribute to the transformation of colonial possessions.
Two somewhat separate bodies of theory are drawn on in this study, one
is the general literature on education and development, which includes
literature on quantitative change, content of schooling, educational
techniques of "micro-social change", and a brief survey of prescriptive and
research literature on nonformal education and development. The methodology
of the study, based on "theoretical sampling" and the development of a
typology of variables relevant to describing projects if nonformal education
is also described in Chapter 1.
Chapter 2 introduces the second major body of theory utilized: three
major analytical paradigms through which the development process has been
conceptualized. qne of these, that which views the level of development as
determined by the degree of articulation of capitalist and pre-capitalist
modes of production, is selected as the one which has the most explanatory
power in analysing the contribution of nonformal education to development.
The socio-economic development of Fiji, New Caledonia and the Trust
Territory is then surveyed using this paradigm as a framework to identify
relevant variables.
Chapter 3 is a historic survey of the evolution of nonformal education
in each of the three countries of the study, it relates the origin of
projects to the social and economic climate at the time they originated and
discusses the policy-making process with respect to nonformal education of
each of the government administrations. It also highlights the regional
context within which this policy-making takes place and identifies
particularly important regional institutions.
Chapter 4 looks at a range of programs for young people, including
those which are intended as an alternative to formal schooling, less
structured projects, complementary nonformal education, and training for
youth leadership. Comparisons between the three countries show considerably
different philosophies are behind their nonformal education projects for
youth.
Chapter 5 examines the question of women and nonformal education in the
Pacific region. Women's nonformal education has been historically
significant in the English-speaking countries of the region. Effects of
women's training on the division of labour, the performance of domestic
labour and its relationship to the cash economy are all issues which are
addressed through a comparison of a number of projects. Training for
leadership, in particular regional training and its costs and benefits are
also examined.
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Chapter 6 discusses issues particular to each country which affect the way
nonformal education is percieved and practised; in Fiji the racial question,
in New Caledonia the elitism of the formal schooling system and in
Micronesia the massive flight of students to the US mainland for formal
tertiary education. In the case of New Caledonia, French colonialism and
the anti-colonial struggle creates particular conditions condusive to the
emergence of a particular variety of nonformal education not seen in the
other two countries. Other issues which create the climate within which
nonformal education operates and which could be addressed by it are; the
role of traditional culture in social change, the role of the churches as a
promoter or obstacle to change, and the problems of co-ordination of
nonformal education at the national level. Several centres which appear to
be in the forefront of research and reflection on nonformal education and
social change are also identified.
Chapter 7 draws some conclusions from the experience of the Pacific
which could contribute to the debate on the role of nonformal education in
Third World countries generally. Nonformal education has tended to be seen
in the Pacific as a sub-sector of the education sector, rather than as an
educational strategy applicable to all sectors of the economy. For this
reason the general conclusions regarding its use in the region are somewhat
disappointing. Nonformal education, particularly in the Commonwealth
countries, is a concept which has been at once oversold, and yet at the same
time not packed with enough meaning to inspire in its name sufficient highly
innovative projects. This has led, in many cases, to frustration, confusion
and de-legitimizing of the concept. This is indeed most unfortunate, for
embedded in the notion of " non formal education" are many ideas and practices
which have high potential for direct application to development problems in
small-scale capital scarce countries such as the Pacific islands.
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PREFACE
While attention has been paid to specific types, little
attempt has been made to look at out-of-school education as a
whole - to discern its dynamics in meeting needs of changing
societies, to see its complementary links with formal education at
all levels, and thus to bring it within a comprehensive strategy
of education planning.
(Callaway 1970: 111, emphasis author's).
At about the same time that Archibald Callaway was making this statement at
a Commonwealth Conference in Africa, Howard Hayden (1971: 165) was lamenting
the fact that 'the international exploration of educational development has
by-passed the South Pacific'. In the intervening decade or so there has been
greatly increased interest in nonformal education and many research studies
in Africa, Asia and Latin Arneric~ have begun to approach some of the
questions raised by Callaway at the beginning of the 1970's. However, while
educational innovation has by no means by-passed the Pacific, there has been
a lack of systematic studies of nonformal education in this region and the
countries of the South Pacific are usually excluded fram international
studies and surveys.
The South Pacific region, by which is meant the region served by the
South Pacific Commission (see Map 1.), is a vast region, and one of great
diversity.
Its indigenous inhabitants belong to three distinct ethnographic
groups: Melanesian, Polynesian and Micronesian (see Map 2.). However within
each of these there is considerable linguistic and other cultural diversity,
and some countries are not purely one or another, e.g.
Fiji is a
transitional zone between Melanesia on the west and Polynesia on the east.
The islands of the region have also experienced a number of different
colonizing powers, including Spain, Britain, France, Germany, Japan and the
USA, leaving them with a greater diversity of political structures than for
any equivalent population (roughly 6 million) anywhere in the world. The
region has been noticeably increasing in importance over the time of this
research, attracting more attention fran the superpowers and of its nearer
neigbours New Zealand and Australia (Hill 1984).
While previous empirical studies of nonformal education have focussed
on a particular country (e.g. Gillette 1977) a particular methodology (e.g.
Moulton 1977), or even a particular project (e.g. Etling), the unresearched
state of nonformal education in the Pacific prompted the decision to make
this a comparative study of a number of countries. The variety of
colonizing powers in the region prompted the selection of countries for the
study, Fiji is a former British colony, an independent nation since 1970 and
member of the Comonwealth since 1970. New Caledonia is an Overseas Territory
of France while the Trust Territory of the Pacific Islands is a UN Trust
Territory administered by the USA and is in the process of dividing itself
into four separate political entities: the Commonwealth of the Northern
Mariana Islands, the Republic of Belau, the Federated States of Micronesia
and the Marshall Islands.
In both independent states and non-selfgoverning territories, education
is one of the largest budget items for the Pacific islands governments.
With popUlations ranging fran 3,296 (Niue) to 3,006,780 (Papua New Guinea),
education is extremely costly per head of the popUlation and governments
find it difficult to make economies of scale. Schooling has also become an
issue of great political contention throughout the region and nonformal
education is often talked about as a solution both to the problems of
"relevance" and to the economic problems of Ministries of Education. Two
Pacific governments, in the Solomon Islands and Kiribati, underwent major
re-orientations of their secondary schooling systems based on what they
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believed were sound and innovative educational principles, only to have to
change them drastically a short time after they were introduced, as a result
of electoral pressure and a desire on the part of parents and pupils for the
traditional type of education (Wadell 1978, Tata 1980, Robson 1983).
The study of education, particularly nonformal education is, of
necessity, interdisciplinary. Most social science r~search on the Pacific
region has been in the disciplines of anthropology and history. The work of
researchers in both these fields is made use of in this study, as are the
writings of economists, political scientists, linguists and educational
practitioners and evaluators. However my background is in sociology and
political science and the methodology of this study is, strictly speaking,
sociological, blending micro-studies of local projects with an analysis of
social change on a national level, involving the analysis of class and
power.
Nonformal education, as discussed in Chapter 1, is not a type of
education but a broad category encompassing a wide range of target groups,
subject matter and relationships to the formal schooling system. This study
focusses on a few types. Chapter 4 looks in some detail at those programs
for (predominantly rural) early school leavers, the so-called "drop-outs"
from the formal system. Chapter 5 considers those programs for (again
predominantly rural) women, and looks at the place of women's work in
socio-economic development as envisaged by the organizers of these
projects. A third type of nonformal education studied, on-the-job training
for those already in employment, has had to be excluded from detailed
consideration for reasons of space. However some reference is made to it in
passing.
In order to provide a background to the study of individual programs
and projects in the Pacific, Chapter 1 looks in some detail at the history
of ideas relating education and socio-economic development, in particular
those which have influenced policy-makers in the region.
The field-work for this study was . done during nine months to the region
from September 1980 to May 1981, this included a stay of three months in New
Caledonia, three months in Fiji, several weeks in Hawaii to carry out
library research at the University of Hawaii and visits to the main district
centers (as they then were) of the U.S. Trust Territory. A second visit of
one month each was made to Fiji and New Caledonia in June-July 1982. An
element of participant-observation formed part of the field-work in the form
of participation as an assistant trainer in a course for women trade
unionists in Fiji, as a resource person in a conference on appropriate
technology for the Fiji National Youth Council, and as an interpreter for a
group of leaders fran the New Caledonian Maisons Familiales Rurales on a
study tour to several youth projects in Fiji (all late in 1980), as a
delegate of the Australian Freedom from Humger Campaign to the South Pacific
Commission's Planning and Evaluation Conference in Noumea in June 1982, and
as a representative of the Asian and South Pacific Bureau of Adult Education
(A.S.P.B.A.E.) on a two week visit to Fiji, Vanuatu and New Caledonia in
February 1985. A five-week consultancy with the Papua New Guinea
Government's Office of Youth, working on an evaluation of its National Youth
Movement Program in December 1983 gave an opportunity to gain further
comparative perspective on programs for out-of-school youth.
There have been many political changes in the U.S. Trust Territory
since the field-work visit in 1981 and in New Caledonia since it was last
visited in 1985, and while attempts have been made to ascertain how these
changes have affected nonformal education in both territories this
information may not always be up to date.

1

Chapter 1

EDUCATION AND DEVELOPMENT

Human Resources, not c.apital, nor income - nor material
resources - constitute the ultimate basis for the wealth of
nations. Capital and natural resources are passive factors of
production; human beings are the active agents who accumulate
capital, exploit natural resources, build social, economic and
political organizations, and carry forward national development.
Clearly a country which is unable to develop the skills and
knowledge of its people and to utilize them effectively in the
national economy will be unable to develop anything else (Harbison
1973: 3).

1.1 EARLY WAYS OF LOOKING AT THE RELATIONSHIP BETWEEN EDUCATION AND

DEVELOPMENT WHICH HAVE HAD INFLUENCE IN THE PACIFIC

Nonformal education is the most recent of a series of approaches to the
problem of human resource development within the larger framework of national
social and economic development, however this is defined.

The debates

surrounding nonformal education are heavily influenced by earlier debates on
the relationship of education to development and in a sense can be seen as a
logical outcome, or as "unfinished business" from those earlier debates.

This

chapter sets the concept of nonformal education in its historical context by
looking at its forerunners, in particular those which have had influence in
the Pacific region and which still play a part in current perceptions of
nonformal education.

It then briefly surveys relevant literature on non formal

education in other parts of the world and finally examines the methodological
questions of collecting information on nonformal education projects in such a
way as to be able to generate useful hypotheses about its role in
development.

lao
The purpose of this study is to examine whether, how and under what
conditions nonformal education can contribute to development in the Pacific
Islands. In order to undertake this enquiry two theoretical tasks must
first be addressed.

One is to locate the concept of nonformal education

within the vast literature on education and social change.

The second is

to examine approaches to theorising about development and to select the
most appropriate one for this study.

The theories discussed in this chapter are distinguished from those
discussed in Chapter 2 by the fact that they do not address the question of
how "development" is to be defined or described.

They thus focus on

educational variables such as content of courses, level of education for
priority investment, classroom strategies and administrative arrangements.
These theories have been selected partly because of their currency in the
Pacific region and for their usefulness in providing input to the typology
developed later in the chapter.

The discussion of them is in roughly

chronological order thus providing a schematic history of ideas concerning
the relationship between education and development and illustrating the
educational context within which discussion of nonformal education takes
place.

The concept of nonformal education is introduced in section 1.3
through a consideration of early literature on it, most of which is
prescriptive rather than analytical.

Some of the problems inherent in the

use of the term become evident and arise from its negative form and broad
applicability.

Nevertheless an examination of these problems is necessary

as a pre-condition for achieving the main purpose of this study which is to
examine the conditions under which

nonformal education can be used as part

of a strategy in socioeconomic development.

Because this study could not examine nonformal education in its
totality in the three countries , a rationale for the selection of

lb.

particular projects for intensive study is developed, following the
p rinciples of "theoretical sampling" (see section 1.5). A typology was also
developed drawing on previous studies in the field, on a detailed reading
of descriptive and prescriptive literature on nonformal education in the
Pacific and preliminary discussions with some of its practitioners.

The use of this typology in the field facilitated uniformity in the
asking of questions of project organisers and participants ensuring that
the maximum number of likely variables were taken into account in comparing
types of projects and countries.

The final selection of projects for

detailed study was also influenced by accessibility to the projects and to
information about them.

All the projects in this study were visited with

the exception of the Belau Modekgnei Learning Center which proved
impossible to reach within the time allowed on Palau and Aramas Kapw
(Micronesia Bound) which was closed during the visit to Ponape. Yet the
amount of documentary material available on both these two projects made it
possible to include them in the survey.

2

1.1.1 Quantitative Approaches to Education and Development

The most significant theory linking education and development in its
quantitative aspects has been human capital theory which argues that education
should not be seen as a consumption good but rather as a productive investment
that would yield profits, both individual and social.
having particular relevance to the developing world.

The theory was seen as
With the success of the

Marshall Plan in reconstructing postwar Europe largely attributed to the
massive infusion of physical capital from the USA, there was, by 1960, already
growing disappointment that similar capital flows to African and Asian
countries had not produced comparable results (Sobel, 1978: 280). Theodore
Schultz, the founder of this theory, asserted that this was because these
countries were lacking in 'the knowledge and skills required to take on and
efficiently use the superior techniques of production', and that they should
be provided with aid to increase the quality of their human capital (Schultz
1960: 15-16). Policy-oriented Human Capital Theory has taken two main forms:
rate-of-return analysis and manpower planning.

A comparison between rates of return from different levels of education
in most developing countries reveals that primary education yields a higher
rate of return than secondary or higher education (Blaug 1973: 18).
Internationally this led to the launching of three major regional educational
plans during the 1960's at international conferences in Santiago, Karachi and
Addis Ababa, all aimed at achieving universal primary education in their
respective regions by the 1970's.

While no such plan was

proposed for the Pacific Islands region, all territories experienced rapid
increases in investment in primary education during the early 1960's. Clive
Whitehead has noted that 'in Fiji the quickening pace of educational growth of
the 1950's broke into a distinct gallop in the 1960's' (Whitehead 1981: 99).
The first chapter of the 1969 Fiji Education Commission's report (see section
2.2.9) was entitled "Education as National Investment" (Sherlock et ale
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1970). France compiled its first plan de scolarisation for New Caledonia in
1964, based on a rapid expansion of the French system of education in the
territory (Thompson & Adloff 1971 :503). In the

u.s.

Trust Territory of the

Pacific Islands President John Kennedy inaugurated the Accelerated Elementary
School Program (AESP) in 1962 at a cost of $3,000,000. Father Francis Hezel, a
historian and educator in Micronesia, is of the view that 'development theory
of the day, with its emphasis on "investment in man" furnished a convincing
rationale' for what he refers to as a "schooling explosion" in Micronesia
(Hezel 1982: 151).

The birth of human capital theory and renewed interest in education as
investment coincided with the beginning of the First Development Decade
(originally called, with high optimism, the Development Decade). During this
decade the United Nations adopted as its primary goal the achievement of 'a
minimum annual rate of growth of aggregate national income of 5% in all or at
least the majority of the underdeveloped countries by 1970'

(U.N.

1962).

With the failure of the Development Decade to live up to expectations,
many of the strategies which had been promoted in the 1960's came under
critical

sc~utiny

in the early 1970's. Human capital theory was one of these.

For example Edgar Edwards and Michael Todaro (1973: 113), pointing to the high
level of urban unemployment in many Third World countries, argued that
investment in educational systems was increasingly an investment in idle human
resources.

They saw the demand for education as being artificially derived

from the fact that wages are so high in the urban cash sector that it becomes
worthwhile to enter the "urban job lottery" even though the chances of getting
a job might not be good and, from a social productivity outlook, one's
contribution might be higher in the rural areas.

1.1.2 Qualitative Aspects: Beeby's "Quality of Education in

Developing Countries"

3a

(2)
Teachers

(1)

Stage

I. Dame School

Ill-educated,
untrained

Ill-educated,
trained

II. Formalism

III. Transition

Better-educated.
trained

IV. Meaning

Well-educated,
well-trained

Figure 1.

c.

(3)

Characteristics
Unorganized, relatively meaningless
symbols; very narrow subject content3 R's; very low standards; memorizing
all-important.
Highly organized; symbols with limited
meaning; rigid syllabus; emphasis on
3 R's; rigid methods-"one best way";
one textbook; external examinations;
inspection stressed; discipline tight
and external; memorizing heavily stressed;
emotional life largely ignored.
Roughly same goals as stage II, but
more efficiently achieved; more emphasis
. on meaning, but it is still rather
"thin" and formal; syllabus and textbooks less restrictive, but teachers
hesitate to use greater freedom; final
leaving examination often restricts
experimentation; little in classroom
to cater for emotional and creative
life of child.
Meaning and understanding stressed;
somewhat wider curriculum, variety
of content and methods; individual
differences catered for; activity
methods, problem solving and creativity;
internal tests; relaxed and positive
discipline: emotional and aesthetic life,
as well as intellectual; closer
relations with community; better
buildings and equipment essential.

Beeby's Stages in t he Gro wt h of a Primary

School System

f r om . Be eby 1966 : 68 .
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Uneasiness at the great attention being paid to the quantitative aspects of
educational development at the expense of content led C.E. Beeby, a New
Zealander with considerable experience of education in Western Samoa, to
formulate his theory of "The Quality of Education in Developing Countries"
(Beeby 1966). It has been influential in the region, possibly because, as
Howard Hayden points out (1971: 165), Beeby's is the only internationally
known educational work which had its origins in the South Pacific region.
Beeby paid close attention to teacher training and preparation.

His theory is

basically that
there are certain stages of growth through which all school
systems must pass; although a system may be helped to speed up its
progress it cannot leapfrog a stage or a major portion of a stage
because its position on the scale of development is determined by
two factors, the level of general education of the teachers and the
amount of training they have received (Beeby 1966: 69).

He posits four stages, the "dame school" being the first stage and the only
one which is not absolutely necessary.

The others are the stage of

"formalism", the stage of "transition" and finally the stage of "meaning".
Their definitions and relationships to one another are illustrated in Diagram
1. One important implication of Beeby's theory is that what might be a good
policy at one stage can be a disastrous one at an earlier, or later, stage.
For example, in Western Samoa in the 1940's he was responsible for introducing
a highly centralized and formalistic system, something he had been trying to
abolish in New Zealand, a country he perceived to be moving away from the
stage of formalism to a higher stage (Beeby 1966: 56).

Critics have accused Beeby of relating his theory too closely to the
"stages of economic growth" theory of W.W. Rostow (see Chapter 2, section
2.2.1.1), accepting too readily a unilinear evolutionary model of change and
incorporating too western an ideal in the final stage (Guthrie 1980). In reply
Beeby admitted that he had been influenced by the then-fashionable "neat
linear models of change", but that if he were re-writing the book he would
change the definition of the fourth stage, that of "meaning" to

5

Meaning and understanding stressed; variety of content and
method to cater for individual differences; problem-solving plays an
increasing part; pupils' own active thinking and judgement
encouraged, and the control of language appropriate to this
developed (Beeby 1980: 457).

Beeby also now suggests that a government of a developing country might reject
stage IV as either the immediate or ultimate goal of its school system and
might do so for political, social, cultural, financial or educational
reasons.

In doing so a government might try to aim at a stage V, which could

be alternative systems 'that break decisively with the colonial or Western
models, and have a distinctively national flavour'.

He names lifelong

education and nonformal education as possibilities here, but warns that in
each of these the teachers or organizers of learning must have the same
qualities as good teachers at stage IV, together with other qualities suited
to their special functions (Beeby 1980: 462). The implications of this
observation for nonformal education in the Pacific are further discussed in
section 7. 1 .2.

1.1.3 Debates About Content of Schooling

Even older than debates on quantitative returns from investment in education
in developing countries are those concerning the subject matter of education
in colonial and post-colonial territories.

The interest in development which

arose ln the 1960's and '70's attracted new attention to an old debate on
"adaptation" of education.

While it is rare today to hear that word used, the

old lines of debate are very similar with the word "vocational" often being
used as if it were an opposite to "literary", "academic" or "classical"
education.

This debate, which had its origins in the Hampton and Tuskegee

Institutes for freed negro slaves established in the late nineteenth century
in the southern states of the USA (King 1971), has influenced policy as far
away as Africa and the South Pacific, continuing in only a slightly different
form today.

These institutes emphasised industrial and agricultural education

for Blacks, not purely for the skills imparted but also for the role such
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training was believed to play in "character building", i.e.

teaching the

values of hard work, thrift, cleanliness and respect for authority.

While

individual effort was stressed, the assumption behind Hampton and Tuskegee was
that the whole Negro race could be "uplifted" through the manual arts and
establishing itself in the trades (Peterson 1971). Critics of "adaptation"
argued that it legitimated the subordination of Blacks in and that it did not
teach them their rights (Du Bois 1932). Nevertheless the concept won
recognition in the British Colonial Office's Educational Policy for Africa in
1925 which noted
Education should be adapted to the mentality, aptitudes,
occupations and traditions of various peoples ••••
Its aims should
be to ••• pramote the advancement of agriculture (and) the development
of native industries (Foster 1965: 160).

As Ken James has shown (1977), the Hampton-Tuskegee model of "adaptationist"
education was highly influential in Fiji, not only in the form that it came
via the British colonial office but, prior to that, through direct contacts
which influential educationalists had with Washington and Tuskegee. Mr J.W.
Burton, superintendent of Davuilevu Industrial Institute, (according to James,
"the Tuskegee of Fiji"), was enthusiastic about the example of Tuskegee for
Fiji.
Booker Washington has declared with a reiteration that is
almost tiresome that the gospel of racial emancipation for his own
negro people is 'Working with the Hands'. It is even more true of
the Fijian. Of what use are his titbits of knowledge if he plants
and lazes after the fashion of his forefathers? And unfortunately
the Fijian of today plants less and lazes more than did his
forebears (Burton 1910, cited by James 1977: 33).

Nevertheless, the policy of "adaptation" was not "without its critics, and led
to a number of disputes in Fiji as both Fijians and Indians became aware of
the advantages to be had from an English-style "literary" education.

As Clive

Whitehead (1981: 13) has pointed out, these ideas reached Fiji at a time when
among the governed, as opposed to those governing, 'there was little
enthusiasm for primary or secondary education with a non-literary bias'.
Various practical difficulties, including lack of funding, also contributed

7

towards "adaptationist" education never really making its mark in Fiji,
despite the great amount of discussion it provoked.

The establishment of new

forms of education under the "Multicraft" program in Fiji has led to a return
of this debate.

It is further discussed in section 4.2.5.

1.1.3.1 Adaptation and Assimilation

In contrast to British colonial rule, France's educational enterprise in its
territories in Africa and the Pacific was characterized by a philosophy of
"assimilation". As Remi Clignet has observed.
French conceptions of education have been influenced by the
revolutionary emphasis placed upon equality. This has been
associated with a marked centralization of the educational system
and a strict uniformity of curricula, programmes and educational
settings. French Ministers of Education have claimed to know what
French students were learning at any given moment. The traditional
pre-eminence of the classical schools and lyc~es over agricultural
or vocational institutions remained easily effective wihin the
centralized, uniform education system of the French metropole
(Clignet 1970: 427-428).

In the French tradition centralization implies universalistic criteria for
admission to educational institutions.

In the words of Clignet it became 'the

ideological framework within which the colonizer stresses the universality of
his own culture, and reduces the aspirations toward upward mobility
experienced by the colonized into individual rather than collective terms'
(Clignet 1971: 307). Thus every student should be permitted to succeed within
the French system or any colonial subject allowed to "better" him or herself
by studying the same curriculum as everybody else and competing with them all
on equal terms, regardless of racial background.

France has never questioned

this educational philosophy in its colonies in Africa. However in French
Polynesia and New Caledonia it has begun to move towards a form of education
described as adaptee, (see sections 3.3.11, 4.2.8 and 6.2.5) which is
introducing these debates into the French-speaking Pacific for the first time
(Kohler and Pillon 1982),

Assimilationist thinking is also evident in American educational policy
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in its Pacific territories, although here the ideology of assimilation differs
from that of the French. It has also changed, as official thinking in the USA
has evolved from "Anglo-conformity" via "the melting pot" to "cultural
pluralism" as ideologies of assimilation (Gordon 1964). However this has
influenced cultural and linguistic aspects of teaching more than it has
content and subject matter, and schooling in the Trust Territory uses as its
model the American school with great emphasis on the "Liberal Arts" and less
emphasis on technical or "vocational" study.

1.1.4 Educational Techniques of Micro Social Change

The 'writers on education and development hitherto described focused
attention on recipients of formal schooling.

their

Very often the contribution of

this education to development is only realized when the educated people leave
their village and gain employment in a western-style bureaucracy or productive
enterprise.

The village is generally deprived of the skills of those people.

Some approaches to education and development have focused on the village or
local community rather than on the educated individual.

Thomas LaBelle (1976:

16) uses the tenn "micro social change" to refer to 'community-based programs
involving popular participation and collective action by the lower
socio-economic strata with direction and leadership coming from both within
and outside of the target population'.

"Community development" and "Animation

Rurale" are two examples of micro social change which are often regarded as
precursors of nonformal education and both have had some impact in the
Pacific.

1.1.4.1 Community Development in the British Colonies

The term "community development" has been used to mean different processes at
different times and in different contexts (Sanders 1958). Nevertheless in the
British colonies in the 1940's and 1950's it had a highly specific meaning.
The Cambridge Summer Conference on African Administration, an influential body
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in colonial poilcy, concluded that "community development" was a more suitable
term than "mass education" for the technique of encouraging and using
community effort and initiative in programs of planned social and economic
change (Rowley 1962: 7). In Britain and its territories community development
was clearly regarded as an area of educational policy, unlike the US
Territories, where it was regarded more as being within the province of
anthropologists (see for example Barnett 1956 and Goodenough 1959). Thus
community development emerged as a tool of colonial administration and
generally came to be identified with projects which were local rather than
national, comprehensive rather than sectoral, aimed at collective rather than
individual advancement and confining themselves to social rather than economic
development.

While India and the British colonies in Africa were the areas of

most concentration on community development, the administrators of the Pacific
Islands were quick to turn their attention to it.

The first meeting of the

Research Council of the South Pacific Commission (S.P.C.) in May 1949 invited
the administrations of Fiji and Netherlands New Guinea to select a community
or single island where pilot projects of community development could be
carried out, in order to demonstrate techniques of assistance to other
1

territories (S.P.C. 1950: 12)

• In 1950 the first and most ambitious of the

S.P.C's pilot projects began on the small island of Moturiki in Fiji (see map
3). A team of specially selected Fijians was brought together including a
teacher and co-operative officer (the leader), a female instructor in
homecraft and handicrafts, an infant and maternity welfare nurse, a health
assistant, a forestry assistant, and a carpenter . and builder.

An advisory

group for the project consisted of the Directors of the Education, Health and
Agriculture Departments and a member of the Fijian Affairs Board. The leader
of the project was Howard Hayden, then Director of Education in Fiji. He

1. Members of the South Pacific Commission at that time were the U.K., France,
the USA, Australia, New Zealand and the Netherlands. The Netherlands ceased to
be a member in 1962 when West New Guinea became the Indonesian province of
Irian Jaya.

10

documented the Moturiki Project in some detail (Hayden 1954). During the
sixteen months that the team was in residence on Moturiki, a co-operative
scheme for marketing copra was established, rice growing began, young forests
were planted and a firewood scheme started providing a new source of revenue.
A clinic and maternity centre were set up, a carpentry workshop and craft
house built, and a school milk scheme as part of a wider nutrition program
initiated.

A weekly bulletin, the Moturiki Sun, was published, and a boys'

camp set up which provided a co-operative workforce for land clearing,
terracing and pig and poultry keeping.

During an address to the Fiji Society in 1951 Hayden commented that 'the
project will conclude at the end of the year, and the team will then be
withdrawn, the real lessons of the venture can only be measured after that'
(Hayden 1951: 175). When the team withdrew in December 1951 its
responsibilities and tasks were handed over to members of the local
Development Committee. There was no follow-up by any other team members who
all moved immediately into other jobs elsewhere.

Hayden evidently revised his

opinion regarding the significance of follow-up work for he wrote
'what happened on Moturiki on the withdrawal of the team is secondary to what
happened whilst the team was there'

(Hayden 1945: 127). This comment was

received angrily by Oskar Spate, who visited Moturiki some years later as a
consultant for the Government of Fiji (Spate 1959):

'such is not the view of

the 600 souls on Moturiki, savouring fully of hopes raised to a high pitch and
then withdrawn, aware that they had been used as pawns in a bureaucratic game,
resenting it, and frightened lest they were again to be cast as "guinea-pigs'"
(Spate 1960: 52). Most of the officials who visited the island in the years
immediately following the end of the community development project and whom
Hayden quotes, agreed that most aspects of it had 'slipped back to pre-project
time'.

The one area where permanent gains appear to have been made was in

women's work (Hayden 1954: 123, 133). This could well have been influential in
helping to determine future directions of the S.P.C.'s work in community
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education which is discussed later (sections 3.1.1.1 and 5.5.1).

T.R. Batten, a lecturer in community development at London University
referred to Moturiki as a case study of 'the real weaknesses of the directive
approach' (Batten 1957: 116). Some years later both Ron crocombe of the
University of the South Pacific and Denis Oliver of the Fiji Y.M.C.A. were
critical of the whole approach whereby large amounts of human and material
resources were channelled into a community development project serving a
relatively small and isolated population.

Oliver (1976: 17) claimed that the

people of Moturiki took twenty-five years to overcome their feelings of apathy
and helplessness reSUlting from the Moturiki project, while Crocombe (1976:
12) asserted that because of the Moturiki project, and others like it, 'it
would be impossible to rejuvenate community development in the Pacific in this
generation if it were honestly named community development'.

Michael Tierney,

doing field-work in the Waicoba region of Fiji in the mid-1970's, found the
term "community development" was often translated locally as "community
sacrifice" (Tierney 1980: 59).

The S.P.C. sponsored other projects of community development, at Nimboran
in Dutch New Guinea, in the Purari Delta of Papua & New Guinea and in Koror,
District Center of Palau in the US Trust Territory, but none utilized so many
resources or were as well documented as the one at Moturiki. The project in
Koror was centred around the construction of a Community Center. As described
by H. G. Barnett, then Staff Anthropologist for the US Administration in the
Trust Territory, the element of competition seems to have been greater than in
the British-inspired projects.
The Koror Community Center is a monument to Palauan capacity to
produce co-operatively under the stimulus of competition. The
Center consists essentially of a club house constructed of native
materials and in native style but very much larger than its
prototype, the men's club house. It was built almost entirely by
the Palauans and is for their exclusive use. From the Americans
they received only the most necessary material assistance, but much
stimulation, advice and encouragement. In fact, the Center was an
American idea which had to be sold to the Palauans in such a way
that they could accept it as their own. Its purpose was manifold,
but, briefly, it was to inspire a feeling of Palauan unity and pride
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that ignored the limits of district, village and family loyalties.
Few Palauans grasped this lofty design, but many of them wanted a
building of their own in the town of Koror, the hub of economic and
political action; and the rest could not afford to let themselves be
excluded. When several contenders for American patronage leaped at
the chance to support the project, their adversaries did likewise.
Planning committees were formed and their meetings well attended out
of fear of losing influence or a chance to propose something
(Barnett 1960: 36-37).

The Community Center project in Koror seemed to have a number of
characteristics similar to the Moturiki project: the initial idea carne from
outside, yet great enthusiasm for the project was shown by the people when it
was going.

Like the Moturiki project, the Koror Community Center had no long

term effect, nor did it produce any new leadership which could promote
community development further.

The S.P.C. Research Committee had originally envisaged 'the establishment
of pilot projects designed to develop a selected community in each territory
through the combined operations of the community itself, and a team of
specially trained native leaders who would subsequently form a "Mobile
Development Unit"t(Hayden 1954: 1). That unit was never formed.

The S.P.C.

published a booklet in January 1955 on "Educational Aspects of Community
Development" (Thompson 1955). It seemed to indicate a move away from the
comprehensive, multi-disciplinary approach to community development towards a
much more modest, single-empahsis approach, e.g.

adult literacy campaigns,

health education, agricultural extension work or youth work; an emphasis which
characterises most of the Commission's work today.

A second booklet published

later that year rejected the term "community development" in favour of the
more modest "communities project" (H. Belshaw 1955: viii).

S.P.C. historian,

T.R. Smith, (1972: 177), makes reference to a 'brief summary judgement, made
for the 1957 Review Conference of the S.P.C.' which stated that 'possibly
because of inadequate preparation the experimental projects (of community
development) had no practical success'.

And a UN Regional Advisor on

Community Development who worked in the Pacific region during 1965-66
indicated that in his personal opinion, the processes of community development
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were 'neither fully understood or implemented in accordance with its
principles in any but one or two of the territories visited'

(Clunies-Ross

1967: 249).

1.1.4.2 Animation Rurale in French Territories

The French concept of "animation", like the English term "community
development", has a general, in addition to a highly specific, meaning.

In

normal French parlance "animation" can mean something as vague as "organizing"
and an animateur (female animatrice) can fill a variety of roies ranging from
T.V. interviewing to youth club leading.

In the field of socio-economic

development, the role of animateur is often contrasted to that of technicien.
The term animation rurale has highly specific origins and meanings which are
often compared and contrasted to those of "community development" in the
English-speaking world (e.g. Coombs & Ahmed 1974: 71, Moulton 1977: 46-48). It
is not possible to translate Animation by anyone word in English. The
Unesco-International Bureau of Education trilingual glossary of adult
education terms (Titmus et ale

1979: 36) defines animation as

the stimulation of people to an awareness of their own needs as
a group, so that they define the nature of the needs, determine the
means to satisfy these needs and act to do so. Thus it is neither
organization nor teaching, but initiation, catalysis and
counselling.

Unlike community development in the British territories, animation rurale had
its origins in non-governmental organizations, in particular the Institut de
Recherche et de Formation pour l'Education et Ie D~veloppement (IRFED), and
its technical assistance arm, the Institute de Recherche et d'Application des
Methodes de Developpement (IRAM) founded by Catholic priest, economist and
former ·French resistance member Louis-Joseph Lebret. It was the staff of I RAM ,
together with nationalists from Morocco and Senegal who evolved the theory and
practice of animation rurale, based on a combination of Catholic social
doctrine and "African Socialism", a form of socialism which stresses
government initiative and socialist planning, but rejects' the Marxist notion
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of class struggle, emphasizing instead national unity (Moulton 1977: 48-58).
While animation rurale was never a significant strategy of the French
government in New Caledonia, the ideas behind it have been significant in the
Territory, mainly through personal contact with some of IRAM's theorists via
the College Co-operatif in Paris (Delion 1979 and 1982) which is discussed in
sections 3.3.6 and 6.4.9.

As Philip Coombs and Manzoor Ahmed (1974: 71) have pointed out, animation
rurale is more specifically an educational strategy than is community
development, concentrating as it does on the identification and training of
animateurs without removing them from their own mileu (see for example
Belloncle 1961). While community development has as its focus the local
community, that of animation is the generalized concept of "the public"
(Meister 1970: 134). Thomas LaBelle advances the view that the idea of
community initiative and self-help was a real contribution made by the early
practitioners of community development, but that the community development
movement was prevented from achieving tangible goals by its insistence on
self-help as a goal and not simply a method (LaBelle 1976: 159-160). Similarly
there is a tendency in animation rurale to view participation as the aim and
not simply a means; for example Pierre Ryckmans has commented 'if animation
has been a success, the village (or the group) will agree to work together to
find an answer to their problems'

(Ryckmans 1971: 17).

In retrospect, and in the light of more recent approaches such as that of
Paulo Freire (see section 1.2.2), it seems that both community development and
animation rurale neglect the power dimension in social transformation.

Also

both required too much in the way of outside resources to be of great interest
to independent Pacific governments.

So while the South Pacific region was one

of the first regions in the world to become involved in community development
projects, it soon lost its early lead, and after independence governments did
not place such high priority on it as part of national development
strategies.
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1.2 CHANGES IN THE LATE 1960'S AND EARLY 1970'S IN WAYS OF
CONCEPTUALIZING EDUCATION AND DEVELOPMENT

Towards the end of the 1960's several writers on education and development
began to question some of the assumptions underlying much policy making
throughout the decade of educational expansion.

It was Philip Coombs, with

the publication of his World Educational Crisis: A Systems Analysis, who first
drew attention in a systematic fashion to the implications of the increasing
demands for education combined with the rapidly approaching limits to further
expansion of schooling (Coombs 1968). Yet it was Ivan Illich and Everett
Reimer who really drew public attention to these issues in a dramatic fashion
though their concept of "deschooling" (see next section).

Brazilian educator

Paulo Freire and his colleagues also contributed a great deal to change in
ways of thinking about education and development and contributed towards a
general ferment in educational thinking in the late 1960's and early 1970's
(see section 1.2.2). This ferment culminated in the publication by Unesco of a
major work ,of synthesis, Learning to Be, the report of the Faure Commission on
the Development of Education. The Faure Commission's report really set the
agenda at the international level for widespread discussion of nonformal
education with its strong advocacy of a "learning society" and of lifelong
education as a means of achieving this (Faure et ale

1972: 182). Another

international body to reassess its views on education and development in the
early 1970's was the World Bank. Its Education Sector Working Paper of 1974
appeared to signal the end of the Bank's reliance on human capital theory,
indeed a trenchant critique of such theory appeared in its pages (World Bank
1974: 10-13). Instead a "poverty-oriented" development strategy was advocated
to include "basic education" geared to "minimum learning needs" rather than as
steps on an educational hierarchy (World Bank 1974: 30).
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1.2. 1 Illich and Reimer's

\I

Deschooling"

Carefully distinguishing between schooling and education Illich and Reimer
argued not only that schooling is a waste of public money, but that it is
positively harmful to education and to the development of self-reliance in
Third World countries.

In a characteristically enigmatic and assertive style

Illich likened schooling to a drug
the higher the dose of schooling an individual has received,
the more depressing his experience of withdrawal. The seventh grade
dropout feels his inferiority much more acutely than the dropout
from the third grade (Illich 1971a: 167).

Illich and Reimer's analysis of formal schooling is that it combines four, not
always compatible, social functions in the one institution.

First in

importance is custodial care, the "babysitting" function which often serves to
prolong childhood and the dependent status of people who are legally adult.
Secondly schooling carries out the "screening" or sorting of young people into
hierarchically determined roles in society.

Thirdly it indoctrinates through

its "hidden curriculum", teaching accepted values and encouraging conformity.
Only fourthly does schooling teach skills and knowledge (Reimer 1971a: 23-33).
Furthermore Reimer asserts that 'the relatively low priority accorded to
cognitive education accounts in considerable part for the high costs and low
student achievement characteristic of most schools'

(Reimer 1971b: 86).

The response which Illich and Reimer advocate arising out of this
analysis is "deschooling", which is not, as some have suggested, the abolition
of schools, but rather their "disestablishment". By this they mean the
de-institutionalization of education, an end to professional monopolies in
education and a shift in institutional style from the manipulative to the
"convivial" mode (Barke-Hall 1975: 6). Perhaps Illich' s greatest contribution
to discussion of nonformal education was to make it no longer legitimate to
equate education with schooling, thus pointing to the possibility that
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adequate and even better education could go on outside the schooling system
than within it.

1.2.2 Freire's "Pedagogy of the Oppressed"

One of the most influential educational thinkers in the late 1960's and early
1970's was Brazilian educator Paulo Freire. The central thesis of Freire's
work is that there is no such thing as a neutral education; all education is
either for "domestication" or for "liberation", in other words it can be an
instrument to facilitate the integration of the younger generation into the
logic of the present system or it can be a means whereby men and women deal
critically with reality and discover how to transform it.

Two styles open to

the educator are the "banking" and the "problem posing" concepts of teaching.
The "banking" concept, so named because it parallels the act of making
deposits and withdrawing them later, is one where students are treated as
objects and knowledge is viewed as a gift from those who have it to those who
do not.

Not only does this method create an attitude of inferiority among the

students and give the teacher great power over them but, in Freire's view, it
prevents them fran developing a "critical consciousness", the aim of the other
style of education (Freire 1970a: 58-66). The "banking concept" 'negates
education and knowledge as a process of enquiry'

(Freire 1970a: 58) while

'liberating education consists in acts of cognition, not transferrals of
information'

(1970a: 67). Freire and his colleagues found the peasants to be

immersed in what he called a "culture of silence".

Their immersion in their

environment was complete and unquestioning, having internalized the landlords'
and officials' definitions of themselves as lazy, ignorant and uncultured.
was Freire's diagnosis that schooling helped to reinforce these beliefs by
purporting to give them culture, as if they had none already.

In his writing Freire identifies three main types of consciousness,
magical consciousness, naive consciousness and critical consciousness.

Any

It
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educational enterprise which has as its goal social change, must in Freire's
view enable people to move fran magical or naive consciousness towards
critical consciousness.

Magical consciousness

simply apprehends facts and attributes to them a superior power
by which it is controlled and to which it must therefore submit.
Magic consciousness is characterized by fatalism, which leads men to
fold their arms, resigned to the impossibility of resisting the
power of facts (Freire 1973: 44).

Naive consciousness, Freire often finds in church people and reforming
organizations:

'the illusion, which thinks it possible by means of sermons and

the encouragement of other-worldly values, to change men's consciousness and
thereby transform the world, exists only in those we term "naive'"

(Freire

1974b: 1). Naive consciousness, according to Freire, is characterized by
an oversimplification of problems; by a nostalgia for the past;
by underestimation of the cammon man; by a strong tendency to
gregariousness, by a lack of interest in investigation, accompanied
by an accentuated taste for fanciful explanations, by fragility of
argument; by a strong emotional style; by the practice of polemics
rather than dialogue (Freire 1973: 18).

Critical consciousness on the other hand is characterized by
depth in the interpretation of problems; by the substitution of
causal principles for magical explanations; by the testing of one's
"findings" and by openness to revision; by the attempt to avoid
distortion when perceiving problems when analysing them; by refusing
to transfer responsibility, by rejecting passive positions, by
soundness of argumentation, by the practice of dialogue rather than
polemics; by receptivity to the new for reasons beyond mere novelty
and by the good sense not to reject the old just because it is old by accepting what is valid in both old and new (Freire 1973: 18).

Another important concept in Freire's thought is that of concientiza

5ao,

a

term originated by Brazilian Bishop Helder Camara and which according to
Freire is based on the Christian humanist view of mankind as 'an uncompleted
being conscious of his incompletion'.

It is important because ' i t is the

great historical task of the oppressed to liberate themselves and their
oppressors as well' (Freire 1970a: 27). Some commentators have translated the
term concientizac~o by 'consciousness-raising', leading often to the erroneous
;

assumption that it is something which can be done to others (e.g. Berger
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1974/77: 137). Freire is clear in his insistence that it is a process which 'a
person must make his own by intervention in, and integration with his own
context'

(Freire 1973: 19). His view of adult education then, is that it must

make participants aware of choice and option, and stimulate "critical
consciousness".

A discussion of the difference between nature and culture is

always the first thing which Freire's culture circles undertake.

Freire visited the South Pacific in 1974 to attend the Waigani Seminar in
Papua New Guinea (Freire 1974b) and a conference in Fiji entitled "Education
for Liberation and Community" organized by the Christian Education and
Communication Program, an arm of the Pacific Conference of Churches (Freire
1974c). His impact on the Churches in Fiji is discussed in section 3.2.13.

There is no doubt that Freire's contribution to changes ln educational
thought and action in the late 1960's and early 1970's was a considerable
one.

The relevance of his ideas is still being tested by himself and his

colleagues and by others in widely differing social systems throughout the
world.

The application of Freirean principles has moved beyond the practice

of adult literacy irito other fields, particularly health education (Drummond
1975), and popular theatre (Kidd 1980). The "participatory research" movement
of the International Council of Adult Education (Hall 1975; Duke 1978) owes a
great deal to Freire's methodology of social research (Freire 1974a) as does
the work of INODEP, a Paris-based organization of which Freire is President
(INODEP 1981) and which has begun to have some influence in the Pacific (see
section 6.4.9).

1.3 NONFORMAL EDUCATION: A SURVEY OF PRESCRIPTIVE LITERATURE

The terms "nonformal education" and "informal education" began to creep into
the literature on problems of education "and development from the late 1960's,
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even though programs they were used to describe had often been started much
earlier.

It was Philip Coombs and Manzoor Ahmed, in a series of studies for

the US based International Council for International Development, who first
systematized definitions for these terms and initiated a policy-oriented
literature which advocated nonformal education as a development strategy in
low income countries.

This section looks at some of this prescriptive

literature concentrating on those writers and concepts which are used in later
chapters in this study.

1.3.1 Coombs and Ahmed and the Definitions of Nonformal Education

Coombs and Ahmed defined nonformal education as
any organised learning activity outside the established formal
system, whether operating separately or as an important feature of
some broader activity - that is intended to serve identifiable
learning clienteles and learning objectives (Coombs & Ahmed 1973:
11) •

Concurrent with this definition they formulated a definition of formal
education;
a hierarchically structured, full time, chronologically graded
system running from primary school through to university, including
a vari~ty of full-time technical and professional training courses
and generally controlled by a central ministry of education (Ahmed
1975: 10)

and of informal education;
the lifelong process of acquiring incidental attitudes, values,
skills and knowledge from daily experience and resources of one's
environment(Ahmed 1975: 10).

Coombs and Ahmed identified four possible relationships between nonformal and
and formal education in rural societies;

a) Nonformal education can help prepare pre-school children for formal
schooling through nursery schools, children's radio programs etc.
b) It can parallel and complement formal schooling by providing extracurricular learning experiences for students e.g. Scouts, Guides.
c) It can provide a substitute for formal schooling or components of it
for those who have not has access to some levels of schooling.
d) It can extend formal education after schooling is complete, through

(
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continuing education opportunities e.g. occupational training on the job.

It is (c), 'the "unfinished business" of the primary and secondary schools'
which Coombs and Ahmed seem to regard as paramount in most developing
countries (Coombs & Ahmed 1973: 26).

Coombs and Ahmed were not simply analysing nonformal education.

In the

course of a considerable number of case studies of existing provision they
make a case for the expansion of nonformal educational activities as part of a
development strategy in rural areas (Coombs & Ahmed 1973, 1975 and 1976). An
example of the prescriptive nature of their writing is their advocacy of the
"minimum learning package", a cluster of attitudes, skills, and knowledge
which they see as necessary for each young person in rural society to be
equipped for a satisfying life.

The elements of the "package" are;

a) Positive attitudes towards co-operation with one's family and community,
towards work and national development, toward continued learning and the
development of ethical views;
b) Functional literacy and numeracy sufficient to read newspapers,
agricultural and health bulletins, to write a letter and handle necessary
calculations e.g. measuring land, calculating interest charged and rent
rates on land;
c) A scientific outlook and an eleme-ntary understanding of t h e processes of
nature as they relate to health and sanitation, raising crops and
animals, nutrition, food preparation and storage, and the environment and
its pr?tection;
d) Functional knowledge and skills for raising a family and operating a
household including health and family planning, child care, cultural
activities, care of the sick, use of money, making clothes, repair of
houses, and growing food for daily consumption;
e) Functional knowledge and skills for earning a living including skills for
a particular occupation and agricultural skills;
f) Functional knowledge and skills for civic participation including a
knowledge of national and local history and ideology, an understanding of
one's society, awareness of government structures and functions, taxes
and public expenditures, available social services, rights and
obligations of individual citizens and the principles, aims and
functioning of co-operatives and local voluntary associations
(Coombs & Ahmed 1973: 13).

No one - mode of instruction, formal, nonformal or informal, can accomplish all
these learning objectives.

However Coombs and Ahmed see nonformal education

as being an appropriate and flexible way of achieving many of them,
particularly in areas where schooling is deficient.
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1.3.2 Problems with the term "nonformal education"

There are problems associated with the fact that the Coombs-Ahmed definition
of nonformal education is negative, and thus characterized as a residual
category.

One problem is that the concept of nonformal education lacks an

essence; it is defined in terms of what it is not, rather than what it is.
Thus different types of activity falling into the category of nonformal
education could conceivably have nothing in common other than that they were
outside the formal system.

Tim Simkins has pointed to some problems this has

created for research/
By deciding which educational programmes are to be called
"nonformal " in this essentially negative way we remove from the term
any heuristic value. We are not then in a position to discuss
meaningfully the nature of formal and non-formal education and
consequently conduct systematic analysis of and research into
possible modifications of, or alternatives to, formal educational
provision which might be designed to overcome specific weaknesses of
the formal system or to meet specific needs. On the contrary, we
are largely limited to identifying examples of non-formal provision
and drawing from these, in a relatively unsystematic and ad hoc way,
practical lessons which might be applied in other situations. This
approach, which underlies most recent research into nonformal
education, while useful, strictly limits the degree to which we can
advance our analysis of the place of education in the development
process (Simkins 1977: 10).

A second problem is that "nonformal education", as a negative descriptor, says
less than "formal education".

The term "formal education" has a connotation

of structure, purpose, form and order, yet upon hearing the word "nonformal
education", the layperson has no way of knowing which opposite of "formal" is
intended.

As Ted Ward and John Dettoni have pointed out, the uninitiated

often understand nonformal education to mean "without form" whereas in reality
the intended meaning is "non-school" (Ward & Dettoni 1974: 9).

A third problem is that it is not always realized whether "nonformal"
refers to the administrative affiliation or to the pedagogical style of the
particular project and there can be a tendency to confuse the two, when in
reality they are quite distinct.

Marvin Grandstaff has pointed to this
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problem and claims that while it is legitimate to define as nonformal a
program which is either outside the formal schooling system or one which uses
methods which are learner-centered and flexible, it is a mistake to assume
that the two will necessarily be correlated (Grandstaff 1973: 9-10).

The French language has avoided some of the confusions inherent in the
use of the term "nonformal". While a term education non-formelle exists, it is
rarely used and the more usual way of translating "nonformal education" is
education extra-scolaire and, less frequently, education non-institutionelle
(Titmus et ale

1979: 54, 135). During the course of research for this study

in New Caledonia the term education extra-scolaire was always used in
interviews, questions etc.

The term formation hors-scolarite is also used in

New Caledonia, another term which, unlike the term "nonformal education" in
English, puts the emphasis on the education being outside the schooling system
rather than lacking in form.

1.3.3 Michigan State University's Program of Studies In Nonformal
Education

The Michigan State University Program of Studies in Nonformal Education has
been an advocate of nonformal education since the early 1970's when it was
commissioned by the U.S. Agency for International Development to carry out
studies and to implement projects of nonformal education in Latin America. One
of the Michigan researchers, Marvin Grandstaff, saw increased emphasis on
nonformal education as related to

changing conceptions of "development"

which recognized the limitations of economic growth approaches.

The

experiences of the 1960's, he argues, taught that the problems of the less
developed countries in health, nutrition, housing, unemployment and poverty
were much more intractible than had been foreseen and that the benefits of
economic growth failed to "trickle down" to those most affected by those
problems.

Any program of nonformal education which sought to embody this
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"expanded conception of development" required

(a) low per capita or per instructional unit costs
(b) limited time duration, with frequent completion points at which
students may terminate
(c) a clear base in immediate human needs - whether economic, political,
social, health, nutritional etc.
(d) a recognition of, and responsive accommodation to, the aspirations of
participants
(e) a solid linkage to real employment opportunities, especially those such
as labor-intensive agriculture and industry
(f) a working provision for decentralized planning and alteration at the
level of use
(g) a high potential for distribution of whatever commodities are
associated with the program - education, economic gain, improved
health, better nutrition etc. (Grandstaff 1973: 47).

Another group at Michigan State University proposed a four-way classification
which defines the type of education according to the intentionality of
educators and learners.
Incidental education - learning which takes place without
either a conscious attempt to present on the part of the source or a
conscious attempt to learn on the part of the learner, e.g.
speech
patterns
Informal education - learning resulting from situations where
either the learner or the source of information has a conscious
intent to promote learning but not both
Nonformal education - any intentional and systematic
educational enterprise (usually outside of traditional schooling) In
which content, media, time units, admission criteria, staff,
facilities and other system components are selected and/or adapted
for particular students, populations or situations in order to
maximize attainment of the learning mission and minimize maintenance
contraints of the system
Formal education - carried on in schools which are
characterized by age-graded classes, a fixed curriculum, and
certified teachers using standard pedagogical methods (Kleis (ed)
1974).

The Michigan State University researchers make another useful contribution to
the study and practice of nonformal education with their distinction between
the "mission" of an educational project and its organizational structure, or
form.

Nonformal education is to be distinguished from formal education not by

the absence of form but by its non-centrality, in other words by 'the
persistent subordination of "form" to "mission'"

(Kleis et ale

1974: 6). The
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Michigan State University typology is shown in Figure 4. As seen in section
7.1.4, this can be a useful dimension along which to compare projects, and,
perhaps more importantly to analyse why some projects fail to meet this
requirement.

1.3.4 University of Massachusetts Center for International Education

Another US University department which played a role in the early
popularization of nonformal education is the Center for International
Education at the University of Massachusetts at Amherst. Although some of the
later work of this Center really belongs in the research category, some of
their publications from the early 1970's are definitely part of the
prescriptive literature.

David Evans and William Smith, who say their

interest lies 'not in categorizing the past, in terms of educational
approaches, but in using the movement away from formal schooling to generate
new and more effective approaches to educational and developmental problems'
advocate looking at nonformal

educ~tion

'not as an entity to define, but

rather as a large collection of alternatives' (Evans & Smith 1972: 9). They
suggest constructing something like an ideal type, with formal education at
one pole.

At the other pole is not nonformal education, but incidental

learning, the opposite of formal education in every respect.

They then

suggest that each project should be looked at along a number of dimensions,
e.g.

goals, methodologies, clientele, staffing, to give a distinctive profile

for each project.

Some of these dimensions would be not a continuum but a

number of discrete alternatives.

This, they argue, would enable planners to

develop a basis for choosing from a range of alternatives rather than simply
being concerned whether a project is formal or nonformal.

An opposed view of

nonformal "education is that of Seth Spaulding (see section 1.4.3), who views
all types of nonformal education as lying along one continuum (Spaulding
1974).
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1.3.5 Lifelong Education and Education Permanente

Another significant group of writers in the early 1970's who had influence on
ideas about nonformal education was the advocates of education permanente,
(often translated into English as "lifelong learning" or "continuing
education".)

The Faure Commission (see section 1.2) was one such advocate,

another was Paul Legrand, whose Introduction to Lifelong Education (1975), was
also published by Unesco. Lengrand is French, and the concept has been
particularly important in French-speaking countries.

It is based on the

observation that social and technological change is taking place very fast;
knowledge initially learned in school is made obsolete very quickly and people
need continuous learning opportunities, both general and professional, to keep
abreast of such changes.

Following the uprisings of students and workers in Paris in May 1968, the
French national education system underwent a series of reforms in the
direction of increasing the accessibility of educational institutions to a
wider range of people.

These included the well-known "law of 1971" requiring

employers to give employees paid leave for educational purposes (Titmus 1972:
22) and the .establishment of the Agence pour le developpement de l'Education
Permanente (Agency for the development of Lifelong Education), which acts as a
technical assistance body to a series of regional Adult Education Centres
(Besnard & Lietard 1977). One important concept in French adult education is
that of promotion sociale, 'the process of raising the level and improving the
conditions of life and work of an individual or a group: more especially the
education of workers aimed at improving their social conditions'
ale

(Titmus et

1979: 62). An important connotation of promotion sociak is that of a

"second chance" form of education (Besnard & Lietard 1977: 8). Another
important Francophone concept in continuing education is that of the stage,
which can be a short course, a short period of field work or practical work
with an educational purpose, for which there is no equivalent word in English.
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The word stagiaire is thus used to refer to a participant in a stage or any
form of non-school learning.

Another influential writer on education permanente is Henri Desroche, an
anthropologist, who has considered the role of education permanente in the
development of Third World countries.

He advocates an apprenticeship in

social science research methods as a form of education permanente which is
particularly applicable in developing countries (Desroche 1971), and has been
responsible for encouraging a number of students in Francophone countries,
including New Caledonia, to carry out research projects on their own
communities (Desroche

1978, Delion 1979a: 17).

1.3.6 Early South Pacific Advocates of Nonformal Education

The concept of nonformal education was eagerly seized upon in certain circles
in the South Pacific. As early as 1972 Peter Higginson, Out-of-School Youth
Specialist at the South Pacific Commission, said during a regional seminar on
priorities in education
my efforts are devoted to generating interest in nonformal
education, by which term I mean not only all education that takes
place o~tside the formal system, but also all new approaches to the
problem of providing an education, taken in its most general sense
(Higginson 1972a: 1, emphasis in original).

Higginson had a background in nonformal education at the University of
Massachussetts, and involved some of his former colleagues, William Smith and
Ronald Bell in S.P.C. work in Papua New Guinea and American Samoa (Higginson
1973; Bell 1973). Two years later his successor, Lester James, (previously a
lecturer in Adult Education at the University of Manchester in England)
presented a paper at an S.P.C. conference proposing a framework for planning
out-of-school education for rural youth which drew heavily on the ideas of
Coombs and Ahmed's 1973 book (L. James 1974). The conference adopted a
recommendation that 'Pacific governments explore all possible educational
delivery systems towards meeting the six minimum essential learning needs of
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young people identified in "New Paths to Learning'"

( S. P. C. 1975: 19). The

following year the Fiji National Youth Council reported in its newsletter that
it had imported a number of copies of Coombs & Ahmed's book, which it would
make available to members (Youth Action 11 1975).

Nonformal education in the French territories benefitted directly from
developments in France in the early 1970's. Jean Paul Landriot, who arrived in
New Caledonia in 1976 and established the Centre des Etudes et
Perfectionnement, had previously worked in one of the centres for education
permanente in France. In addition to running training courses for adult
educators he immediately started lobbying for the various laws concerning
rights to adult education in France to be enforced in the territory (Landriot
1982) •
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1 .4 A SURVEY OF SOME RESEARCH LITERATURE ON NONFORMAL EDUCATION

It is not always possible to separate the prescriptive from the research
literature on nonformal education.

This section looks at some of the more

significant works of research on nonformal education.

It is not intended to

be comprehensive but to identify studies which make an original contribution
or approach same methodological problem which is relevant to this study of
nonformal education in the South Pacific.

1.4.1 James Sheffield & Victor Diejomaoh on Africa

The earliest published research on nonformal education actually to use the
term "nonformal education" appears to have been lJames Sheffield and Victor
Diejomaoh's Nonformal Education and African Development, published in 1972 by
the African - American Institute in New York. This study, funded by the US
Agency for International Development, aimed to 'identify productive nonformal
education programs in selected African countries', in particular those that
were 'succesful, innovative and transferable'.

Projects were described in

varying degrees of detail and categorized loosely according to the nature of
the training offered: industrial and vocational, agricultural and community
development, programs aimed at rural out-of-school youth, and programs for
rural adults.

The categories were not intended by the authors to be an

analytic framework; rather they were simply a means to organize the
presentation of a diverse body of material, which means, as Evans and Smith
(1972) have pointed out, that the categories are a mixture of program content,
age of target populations, and location of project, - urban or rural.
Nevertheless the book is important as the first systematic attempt to collect
information, and it drew attention to the wide variety of activities included
in the concept of nonformal education.
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1.4.2 Marvin Grandstaff's "Historical Perspectives on Nonformal
Education"

Under the auspices of the Michigan State University Program of Studies in
Non-formal Education several studies entitled Historical Perspectives on
Non-Formal Education were carried out in 1971-72. The collection aimed to
explore the relationship between nonformal education and social change, in
particular in developing countries.

Its editor, Marvin Grandstaff, concluded

that
a continuing problem for scholars and educators is that of the
relationship between educational measures and practices and the more
general process of social - especially economic and political change. One dimension of that problem is the question of whether,
in general, educational arrangements are a cause or an effect of
social change - are they consequent or subsequent. While it is
difficult to place historical events in any neat causal framework
since, once a process of change is begun there is a continuing and
complex interplay between all of its elements, it is the conclusion
of the investigations conducted under the rubric of historical
studies that, for the most part, educational arrangements follow
from, and do not generate, changes in the material conditions of
life.
(Grandstaff 1974: 176-177, emphasis in the original).

This question has been the subject of debate among writers on nonformal
education, as among writers on formal education.

Many of the advocates of

nonformal education make the unwritten assumption that educational
arrangements must playa moving role in social change.

Paulo Freire has

addressed himself to this question, arguing that
It is not systematic education which somehow moulds society,
but on the contrary, society which, according to its particular
structure shapes education in relation to the needs and interests of
those who control the power in that society •••• We cannot deny the
tremendous role which the educational system has in preserving and
reproducing the social model which guarantees its survival, or
ignore the fact that those who go through this system do not all
obtain the same results. But this does not authorize us to
attribute to the educational system a power which it lacks, namely,
of creating a society; as if it were a larger entity than the latter
(Freire 1976: 196).

Nevertheless, writers on education are usually reluctant to see schooling and
other forms of educational provision as a purely dependent variable in the
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mechanism of social change.

One writer who has gone further than most to try

to explore the precise relationship which education might have with social and
economic change is Louis Malassis, who argues that
there is a dialectical relationship between society and
education: education is both the product of society and, in certain
circumstances, a factor of social change. Seen from the angle of
socio-economic development education is an historical category,
linked with the different stages of this development. The
objectives, content, methods, and scope of a system of education can
be determined by examination of its relationship with society
(Malassis 1976: 38).

A few writers have addressed the question of the conditions under which
education might play an influential role in social change rather than simply
reflect it.

Thomas LaBelle, who has carried out research in Latin America,

has hypothesised that
when education is removed from schools and applied at the micro
level in concert with other socioeconomic amd technological
interventions, it tends to gain slightly in its ability to lead
rather than follow other social change •••• The school as
bureaucracy, is dependent on a system of mass production with the
decision affecting its operation emanating from managers ,..;hose
interest is efficiency and control •••• These characteristics leave
the school with little flexibility in approaching social change
among marginal populations (La Belle 1976: 19-20).

Rolland Paulston is even more specific about likely conditions under which
education can promote social change.

As a result of his research on Folk High

Schools in Scandinavia and the USA, Paulston argues that 'it is not just
education but the mobilization of people around structural bonds and realistic
dreams that changes societies and, at best, education can do no more than
facilitate this process'

(Paulston 1980: 56). He uses the term "social

movement education" to apply to organizations which use nonformal education as
a means of challenging structural obstacles to the advancement of a particular
class or ethnic group, and argues that
the evidence also demonstrates that when non-formal educational
programmes are created and controlled by large groups seeking
incremental social change, this type of autonomous change-oriented
education can help to facilitate, under certain albeit limiting
conditions, a wide variety of individual and structural change
(Paulston 1980: 64).
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The question of how nonformal education relates to social change is a
recurring theme of this study.

Section 3.5 examines conditions under which

certain types of nonformal education have their origins, Paulston's concept of
"social movement education" is used in sections 4.2.7, 4.2.12.3 and 6.2.6 to
explain the differences between youth projects in New Caledonia.

1.4.3 Seth Spaulding's Planning and Research Model

Seth Spaulding (1974) has developed a typology which ranks types of nonformal
education (or lifelong education) along a continuum based on the extent to
which the participants have a determining role in the content of the
programs.

He developed a six-point scale, ranging from formal schooling,

which he described as rigid and prescriptive, to educational and informational
services, such as libraries and the mass media, from which people select
according to their interests.

The formulation of the typology results in

Spaulding seeing formal, nonformal and informal as lying on a continuum (see
Figure 2). Of most interest to this study are the four middle types, (types II
to V), which are all referred to as nonformal.

They range from highly

structured and prescriptive educational activities but which involve a great
degree of flexibility in organization and program, e.g.

"alternative schools"

in Britain and the US, to participant-governed spare-time activities such as
many youth organizations, service clubs, trade unions, etc.

Of the Pacific

nonformal education projects examined in this study, there are some which
would fit in each of these categories.

This categorization of nonformal

education projects along the dimension of structured - unstructured, is useful
because it enables a more detailed characterization of the structure of a
project beyond whether it is formal or nonformal.

Its utility, as is

illustrated in Chapter 4, is for comparing several greatly differing
agricultural education projects for young people, all of which have similar
aims and use somewhat similar methods of instruction, but have differing
degrees of structure or level of institutionalization.

3 2a

Open, Non-Competitive, Non-Selective (or self-selective) Activities and Services,
depending solely on interest of participants for choice of what will be done, listened
to, read, or studied; little formal structure in course format ; little or no certification
of achievement; immediate satisfaction from participation and /or immediate perception of usefulness of content.

--l

-<

2

TYPE VI: Services which provide a broad range of informational and educational
media from which people select according to their interests; although there may
be structured services linked to other educational programmes, most cater to serving a broad spectum of individual interests.
EXAMPLES: Television; radio; magazines; newspapers; libraries; bookstores;
news-stands; information centres; etc.

o~

TYPE V: Participant-governed groups in which people elect to join in activities with
[J...
others of similar interests; programmes often include seminars, courses, and
~
speakers, but such formal activities are secondary to the basic goals of the group.
EXAMPLES: Youth organizations; political clubs and organizations; social
t
groups and clubs; service clubs and organizations (Rotary, etc.); labour organizations; co-operative organizations; religious groups and institutions.

I

--l

-<

2

~

o

TYPE IV: Loosely structured ed ucational services which seek to find and influence
people with a fairly prescriptive message and content; people can elect to listen
or participate if they wish: often seek to encourage other groups and services to
assist in spreading the message.
EXAM PLES: Agricultural extension services; consumer education; health
education services; land-reform education programmes; community-development
education ('social education' in India); on-the-job training schemes; 'animation'
(French); population education; environmental education; consumer education.

U;- TYPE III: Moderately structured educational activities and institutions usually con~
sisting of formal courses and seminars directed toward prescriptive learning goals.
;z:
EXAMPLES: Community centres; self-learning centres; work-study schemes;

I
I

-}
...J

-<
2

correspondence education; 'university-without-walls' (USA); open university
(UK and elsewhere); teachers' centres (especially UK); armed forces training
schemes; career education (USA); farmer training; adult basic education (USA);
functional literacy (UNESCO); folk high schools (Scandinavia); manpower
training (USA); 'job corps' (USA).
TYPE II: Highly structured and prescriptive educational activities with long-term
goals, but involving a degree of flexibility in organization and programme.
EXAMPLES: Alternative schools (UK and USA); multi-unit schools; individually prescribed instruction schools; comprehensive schools; etc.

~ TYPE I: Highly structured and rigid educational institutions and programmes with
[J...

a highly prescriptive content.
EXAM PLES: Traditionally structured elementary, secondary, technical, and
higher education institutions.
Closed, Selective, Competitive Services, depending primarily on standards set by the
authority as to who should (or be allowed to) study or do what at what ages ; usually
structured in the form of courses, with recognized certification of attainment; little
immediately perceived usefulness of content; deferred satisfaction; acceptance of
long-term goals.

Figure 2.

S. Spaulding's Typolo g y Rankin g Ed uca t io n al
Activity According to Level of Structu re
from Spaulding 1974:

10 3
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1.4.4 Thomas LaBelle's Two Dimensional Model

One of the problems with the use of the term "nonformal education" is that of
confusion as to whether the term "nonformal" refers to institutional structure
or to pedagogical style (see section 1.3.2 above).

Thomas LaBelle partly

overcomes this problem with the use of a two dimensional model,

(Figure 3).

Rather than seeing formal, nonformal and informal education as separate
systems, LaBelle portrays each as a predominant mode in a particular
situation.

His three-dimensional diagram is useful in visualizing the

relationship between the three types along two axes; one he calls "educational
modes", which refers to structural aspects of education, while the other he
terms "educational characteristics", which refers to methods or content.
Thus, according to LaBelle's conception, formal schooling can have a nonformal
aspect, which would be extra-curricular activities, and also an informal
aspect, the peer group relationship.

Similarly nonformal education can have

its formal aspects, such as certificates or badges given for achievement, and
its informal aspects in the peer group relationships similar to those in
formal education.

Even informal education, particularly as seen in

traditional societies, can have a formal and a nonformal aspect.

In other

words, LaBelle advocates using these three terms as analytical categories
rather than to refer to discrete systems (LaBelle 1976: 22). This distinction
is further discussed in Chapter 4 where several projects of nonformal
education in Micronesia are examined which are officially part of the formal
system but which provide an important component of development-related
extracurricular activity (sections 4.2.9 & 4.2.10). The model is also used to
compare projects of complementary nonformal education for young people in
se ct ion 4. 4 • 8

1.4.5 Forms of Learning
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Another type of literature of importance to the discussion on nonformal
education is that which looks at different forms of learning and the
conditions under which these take place.

For example American adult educator

Malcolm Knowles has put forward a typology of two forms of learning,
"Pedagogy" and "Andragogy", which he relates closely to the learning
environment and to the style of the instructor.

Pedagogy is

authority-oriented, formal and competitive, inducing dependency and is
subject-centered.

Andragogy is aimed at increasing self-directiveness, its

objectives and design are mutually negotiated between teacher and taught and
it assumes learners are a rich resource for learning (Knowles 1974) •

. Another classification of forms of learning found useful for this study
is that of James Botkin, Mahdi Elmandjra and Mircea Malitza (1979) who, in
their report to the Club of Rome, argue that the present global situation
calls for a shift in human learning from a mode of "unconscious adaptation" to
one of "conscious anticipation" or from what they call "maintenance learning"
to "innovative learning".

1.4.6 Political Economy of Adult Education

Unlike most of the previous writers reviewed in this section the contributors
to the Conference on the Political Economy of Adult Education organized by the
International Council of Adult Education in 1980, see their task as analysing
the specific contribution of nonformal education to the development of the
productive forces both in the rural areas (the subsistence sector) and in
urban areas (predominantly the cash economy)

(Mbilinyi 1980; Filson & Green

1980; Healey 1983). This approach requires an analysis of why and how certain
forms of nonformal education, in this case adult education, arise at
particular times and places, in addition to evaluating the content of such
projects, the target group and the impact of the program on the participants.
It requires situating programs in their historical context and examining, for
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example, what effects they have on the production process, its level of
technology, division of labour between men and women and the reproduction of
the labour force, (both material and social reproduction).

It also involves

looking at the relationship of such programs to the formal education system.
Chapter 2, which examines three paradigms for looking at processes of economic
development, begins an analysis of the three Pacific societies in terms of
some of these variables with a view to situating the projects in their social
and historical context (see section 2.2.3.3.). However prior to this, some
attention is given in the remainder of this chapter to the questions of
methodology and sampling.

1.5 METHODOLOGY OF THE PRESENT STUDY

1.5.1 Sampling

Most writers on nonformal education have adopted a typology of one kind or
another, whether explicit or implicit. - Many studies focus on the relationship
of the nonformal education project to the formal education system,
distinguishing complementary programs, supplementary programs, and programs
which replace schooling (e.g. Evans 1981: 19). Others look at the target group
as the primary method of classifying nonformal education projects.

This has

been done in this study with the selection of two particular target groups,
young people, and women, as the primary focus of the research.

A third target

group, people in employment, was also explored but had to be excluded from the
thesis due to lack of space.

Among researchers on nonformal education, in particular researchers of
adult education, there is general agreement regarding the superiority of
qualitative methods of research (e.g. Kidd 1970; Lowe 1971; Pilsworth &
Ruddock 1975; Hall 1978; and Rockhill 1982). Researchers on vocational
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education for rural young people in Third World countries (Crossley & Vulliamy
1984 and Lillis & Hogan 1983) have argued strongly for the need for detailed
case-study research at the local project level.

Unlike research on formal

education, nonforrnal education cannot be reduced to comparing "systems". While
systems of formal education form an important part of the environment within
which nonforrnal education has developed, methods are needed which take account
of its being 'outside the system', hence in this case the "project" has been
selected as the unit of analysis.

The present study combines aspects of case-study research with historical
analysis, situating those case studies in their historical, economic and
cultural perspective as far as possible, within the constraints of space.

The

unit of analysis for the case studies is the project of nonformal education.
By this is meant a localized activity of nonforrnal education under a single
administration, either governmental or non-governmental.

In cases where a

national or regional organization exists, each local branch was treated as a
project for purposes of data gathering.

The study also combines the technique of "theoretical sampling" as
described by 'Glaser & Strauss (1967: 45-49), with the development of a
typology, or set of characteristics of each project

which was to be explored

by means of documentary research, interviews and participant observation.
According to Glaser & Strauss
theoretical sampling is the process of data collection for
generating theory whereby the analyst jointly collects, codes and
analyses his data and decides what data to collect next and where to
find them, in order to develop his theory as it emerges. This
process of data collection is controlled by the emerging theory,
whether substantive or formal •••• The basic question in theoretical
sampling is: what groups or subgroups does one turn to next in data
collection? And for what theoretical purpose? In short, how does
the sociologist select multiple comparison groups? •• The basic
criterion governing the selection of groups for discovering theory
is their theoretical relevance for furthering the development of
emerging categories. The researcher chooses any groups that will
help generate, to the fullest extent, as many properties of the
categories as possible (Glaser & Strauss 1967: 45-49).
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TYPOLOGY UTILIZED BY MICHIGAN STATE UNIVERSITY RESEARCHERS 1974
'In terms of idealized systems we conceived Nonformal Education as
having three subsystems which are interdependent and interacting.
They are:

1. INSTITUTIONAL SUBSYSTEM
A. Mission:

The legally and/or consensually established framework of
intention which constitutes the raison d'etre of the
system and with which particular purposes, goals, and
objectives are evolved and pursued.

B. Sponsor:

The political, religious, industrial an/or other
institution which initiates, supports, and governs the
enterprise and under whose auspices operating units,
(often schools) are established and managed.

2. PARTICIPANT SUBSYSTEM
A. Mentors:

The personnel, whether specially trained and certified
or not, who teach, counsel, administer, prepare
materials and otherwise staff the enterprise.

B. Students: The participants whose cognition, competence and/or
volition are to be educed.

3. CURRICULAR SUBSYTEMS
A. Content:

The body of knowledge (information, competence, and/or
preference patterns) which students are to learn.

B. Media:

The materials, equipment, plant and processes by means
of which direct or vicarious experiences are provided
and communicated to, by, or among the participants.'
from Kleis(ed.) 1974: 280.
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The projects of nonformal education described in Chapters 3, 4 and 5 have been
selected according to criteria similar to that advocated by Glaser & Strauss.
In each of the three countries projects were looked for which, first of all
were aimed at the particular target group, then attempts were made to look for
government and non-government projects aimed at that same group, then projects
with different philosophical orientations, with different objectives in terms
of the hoped-for outcomes for their graduates.

In many cases discoveries made

in one country initiated a search for similar projects in another.

For

example the finding that voluntary, government-funded youth organizations are
regarded by the Fiji government as a major sector of nonformal education led
to the search for and examination of the equivalent organizations in New
Caledonia and the Trust Territory. While the equivalent organizations in these
two countries do not play anything like the role they do in nonformal
education in Fiji it was nevertheless instructive to look at them and to ask
"why not?"

which furthered comparative understanding of the place of

nonformal education in the three societies.

In another case the search for

organizations with a particular philosophical perspective (similar to that of
Paulo Freire) led to the study of and discussions with groups which did not
neccesarily consider themselves to be practitioners of "nonformal education",
such as the Micronesia Seminar and AREA of New Caledonia but who nevertheless
contibuted a good deal to the completeness of the picture of nonformal
education built up through the process of theoretical sampling.

1.5.2 Towards A Typology

If Glaser and Strauss' method was to be followed in its pure form there would
be no need for typologies to be developed prior to fieldwork as the categories
would emerge on observation.

However in comparative fieldwork, all

observations in one place must often be completed before moving on to another
fieldwork location.

It is also important to be able to incorporate insights

from previous researchers in the field (not necessarily the same geographical
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TYPOLOGY
NON-FORMAL
1.

EDUCATION

ORGANIZATIONAL

USED

FOR

THIS

STUDY

OF

PROJECT

b) MISSION
- Goals, long term and short term
official and latent
general and specific
- Philosophical orientation including strategy of
change
- Production objectives
HUMAN

EDUCATION
AIDS

IN
TO

THE

PACIFIC

MEASUREMENT

SUBSYSTEM

a) STRUCTURE
- Origins of project, when started, by whom
Organization at national and local level
- Basis in need
- Level of structure
- Relationship to the government
- Financing, capital equipment, recurrent costs
- Foreign connections
- Linkage to production
- How much forward planning

2.

NONFORMAL

Seth Spaulding's typology (Spaulding 1974)
Manzoor Ahmed's typology (Ahmed 1975: 41)

Griff Foley's "Diffusion or Mobilization" (1976)

SUBSYSTEM

a) FACILITATORS
- Experience and qualifications (when? and where?)
- How recruited
Paid or volunteers, if volunteers, what is motivation?
- How they see their task or role
Denis Oliver's "Roles of the Rural Worker" (1976)
- Social class and ethnic background
b) PARTICIPANTS
- How recruited, age and sex composition of group
- Motivations and rewards for participation
- Aspirations
- State of consciousness e.g. magical, naive, critical
- Level and manner of participation, including by sex
3.

CURRICULAR

SUBSYSTEM

a) CONTENT
- Subject matter
- Relationship to schooling
- Relationship to traditional learning and culture
- Duration, frequency, length of course or activity
- Pedagogical style
b) MEDIA
- Materials used
- Where produced and who produced by
- Technological level

Bloom's Taxonomy (Cognitive, Psychomotor and Affective
domains Benjamin Bloom et ale 1971)
Freire's "dialogical" or "banking" style
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field).

Prior to going to the field, a list of necessary dimensions was

constructed after a careful survey of other studies which had used similar
devices (Paulston 1971: 66-67; Evans & Smith 1972: 13-14; Grandstaff 1974: 12;
Gillette 1977: 305-306; Rahman 1978: 15-16; Colin 1979: 77-75). A synthesis of
these with the framework used by the Michigan State University researchers
(see Figure 4) produced the typology shown in Figure 5, which was used as a
basis for all observation and questioning in interviews.

1.5.3 Data Collection

The basic forms of data collection used were: the search for and reading of
documentary sources, observation of courses, classes and meetings (in some
cases participant-observation), and interviews (generally structured, making
use of the typology, but without written questio~aires).
A.

Documentary sources

were of many types, ranging from promotional literature for courses, handbooks
and study guides, curriculum material, and evaluation reports, to minutes of
meetings, academic studies, anthropological and historical material,
newspapers and periodicals and national development plans.

The literature was

often difficult to obtain as many providers of nonformal education in the
Pacific do not have a tradition of archiving their publications.

Interviews

were all carried out in English or French and in many cases developed into
lengthy and wide-ranging discussions.

Wherever possible the technique of

"triangulation" was used (Pilsworth & Ruddock 1975: 41). As Glaser and Strauss
(1967: 65) have observed
in theoretical sampling, no one kind of data on a category nor
technique for data collection is necessarily appropriate. Different
kinds of data give the analyst different views or vantage points
from which to understand a category and to develop its properties.

The technique of "triangulation" was indispensable to this study given the
thin nature of much documentary material and variable views of many nonformal
education projects.

The material which was gathered by these methods is

described mainly in Chapter 4, which focuses on youth projects, and Chapter 5,
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where women's projects are discussed.

Most of the projects mentioned in these

two chapters are first introduced in Chapter 3, which situates them
chronologically in a discussion of the evolution of non formal education in
each of the three countries.

However before proceeding to that discussion

Chapter 2 introduces background on the the socio-economic development of the
three countries from within a perspective of a particular paradigm of
development.
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Chapter 2

ANALYTICAL APPROACHES TO DEVELOPMENT AND THEIR USE IN
DESCRIBING SOCIAL CHANGE IN THE THREE SOCIETIES

This chapter seeks to compare the environments within which non formal
education operates in Fiji, New Caledonia and the U.S. Trust Territory in
Micronesia. This is done first by a discussion of three paradigms for looking
at the process of development in order to identify relevant variables.

A

comparison of the history of the three societies using the framework of the
third of the paradigms follows, with particular attention paid to the growth,
ideology and culture of the formal education system.

2.1 PARADIGMS IN DEVELOPMENT THEORY

The study of "development" as applied to non-industrial societies is of
relatively recent origin, having its beginnings in the 1950's when economists
began to take a scholarly interest in some of the strategies being urged to
bring economic advancement to the newly independent countries of Asia and
Latin America. Thomas Kuhn has portrayed scientific endeavour as moving
forward through the rise and fall of "paradigms", pre-theoretical sets of
assumptions which serve to define a field of study and to direct research.
While there is a sense in which all the social sciences are "pre-paradigmatic"
and the study of development cannot really be regarded as "normal science" in
Kuhn's sense of the term, a number of writers have applied the concept of
"paradigm" to development studies (Foster Carter 1976i Browett 1980, Ollawa
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1983). Despite the fact that there has not really been a complete "paradigm
shift" within the field it seems useful to refer to three distinct paradigms
within the current interdisciplinary discourse on development.

These could be

called the "modernization", the "dependency" and the "class analysis"
1

paradigms.

As an academic field, development studies appears to be more prone than
most to ideological influences and to fashions within the social sciences, the
study of education and development particularly so.

In this chapter the

"domain assumptions" (to use Kuhn's term) of each paradigm are briefly
examined, together with the role each envisages for education in development.
The reasons for choosing the third paradigm for this study are examined
followed by a brief historical introduction to Fiji, New Caledonia and the
U.S . Trust Territory within the framework of this paradigm.

The theories

discussed here are distinguished fram those described in Chapter 1 by the fact
that their starting point is the attempt to identify significant variables and
policies for achieving "development" (h,?wever defined), whereas Chapter 1
surveyed thinking on the particular contribution of education to development.
There is, of ' course, a meeting point between these two types of theories which
is largely beyond the scope of this study, however it is touched on in section
7.3.

2.2 A BRIEF SURVEY OF THREE TYPES OF DEVELOPMENT THEORY AND
THE ASSUMPTIONS ABOUT EDUCATION ASSOCIATED WITH THEM

1. Other terms have been used to describe these paradigms, for example
"modernization" is often referred to as the "diffusion" or "equilibrium"
paradigm while the other two are often lumped together under the category of
"nea-marxism", however this seems to obscure important differences between
them.
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2.2.1 Modernization Theory

2.2.1.1 Its Economic and Psychological Variants

One of the most significant influences on theories of development in the
1960's was W.W. Rostow's thesis of "Stages of Ecoonomic Growth" (Rostow 1960).
This argued that all economies, regardless of their state of development, go
through the same stages of growth, leading from "traditional society", through
"pre-conditions for take-off", to "take-off", then "drive to maturity",
finally arriving at "high mass consumption".

The crucial variables are

capital and technology which, if lacking, can be applied from outside in the
form of aid and investment.

While Rostow equated development with economic

growth, it was to be accompanied by "modernization" (Rostow 1960: 140), a
concept which was much refined by the more psychologically oriented theorists:
David MCLelland (1961), Everett Hagen (1962) and communications theorists
Everett Rogers (1962) and Wilbur Schramm (1964). The major contributor to
educational research within this paradigm has been Alex Inkeles (1969).

The work of McLelland, Hagen and Rogers, while not spec i fically focussing
on schooling " gives a clear idea of the role which the modernization paradigm
gives to education in economic development.

Hagen hypothesised about the

relationship between personality and social change.

His thesis was that

social change would not take place without a change in personalities.
Traditional societies, according to Hagen, are static because they produce an
authoritarian, non-innovative, personality which relies on tradition and
authority as a means of reducing anxiety (Hagen 1962: 86). N ex Inkeles
devised a scale with which to measure "individual modernity".

After

interviewing 6,000 men from six developing countries he came to the conclusion
that 'education is the most powerful factor in making men modern, but
occupational experience in large-scale organizations, and especially in
factory work, makes a significant contribution in , "schooling" men in modern
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attitudes'

(1969: 208). While Inkeles' research did not purport to make any

connection between individual modernity and socio-economic development it did
have the assumption that modernity, like development, is a desired state.
Research such as that of McClelland, Hagen and Inkeles does not prove that
education is the cause of modernity or that "modern" personality factors lead
to social and economic development.

All these studies have the problems of

any theory which tries to attribute to a single or predominant factor, such as
personality, the key to economic progress.

They also have difficulty in

describing and explaining the impact of a particular program, such as a
project of nonformal education, on economic or social development.

2.2.1.2 Diffusion of Innovations Approaches

Another group of relevant theorists influenced by the modernization paradigm
are those communications theorists who pioneered the model of the "diffusion
of innovations" as a prime mechanism of economic develop ment.

Everet t Rogers,

the founder of this school and aut h or of some hundred studies within the
diffusion paradigm, proposed the following model (Rogers 1962: 12-17). An
idea, perceived as new by the receiver - an innovation spreads through a system.

The innovation

lS

is traced as it

usually a technological

innovation and the assumption is that one of the factors holding back economic
development is the slowness of peasants to adopt modern innovations.
Diffusion research consists of distinguishing individuals who are most likely
to adopt a particular innovation from those who do not.

The latter are

usually identified as under the influence of traditional norms and the former
as being more modern.

In a later work Rogers argued that innovativeness is

the best - single indicator of modernization as it indicates behavioural change,
the

~ltimate

goal of modernization programs, rather than cognitive or

attitudinal change (Rogers with Svenning 1969: 292). The notion of a "change
agent" had its origins in early diffusion theory where it was defined as 'a
person who attempts to influence adoption decisions in a direction that he
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feels is desirable' (Rogers 1962: 17). Rogers' original concept of the change
agent was highly influential in the early years of the

u.s.

Peace Corps, when

modernization theory and its assumptions about development were at their most
influential (Rogers & Shoemaker 1971: 230-33). Some years later Rogers became
critical of the way in which the "psychological bias" of diffusion research
"shortchanged structure" (Rogers 1976a: 212). In a more general critique of
modernization theory he described the work of Rostow, Hagen and McClelland as
all following an "individual blame" logic and of being overly narrow and
ethnocentric in a cultural sense (Rogers 1976b: 217).

2.2.1.3 Critique of the Modernization Paradigm of Social Change

The modernization paradigm has been the subject of much criticism and debate.
It has been accused of neglecting history.

For example, according to Raymond

Williams
_modernization opens up a perspective of change but at the
same time sets limits to it. Attitudes, habits, techniques,
practices must change; the system of economic and social power,
however remains unchanged •.• As a model of social change,
modernization crudely foreshadows the historical development of
society. The whole past belongs to "traditional" society and
modernization is a means of breaking with the past without creating
a future •. ~ No confrontation of power, values or interests, no
choice between competing priorities is envisaged or encouraged. It
is a technocratic model of society, conflict-free and politically
neutral •••• Modernization presumes that no group in the society will
be called upon to bear the costs of the scientific revolution
(Williams
1968: 45).

The assumption that the development of the modern sector brings with it
ipso facto the development of the traditional sector through "diffusion" has
been challenged very strongly by Rodolfo Stavenhagen who has argued _that
the progress of the modern, urban and industrial areas of Latin
America has taken place at the expense of backward, archaic and
'traditional zones.
In other words, the channeling of capital, raw
materials, abundant foods and manual labor coming fram the backward
zones permits the rapid development of these poles or focal points
of growth and condemns the supplying zones to an increasing
stagnation and underdevelopment (Stavenhagen 1968: 20).

Observations such as this were significant in paving the way for the next
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paradigm of development, the "dependency" paradigm.

2.2.2 Dependency Theory

2.2.2.1 Its Origins in Latin America

The "dependency" paradigm had its origins in Latin America, in the work of
economists on the Economic Commission on Latin America (ECLA) and with more
radical theorists of which the most well known was Andre Gunder Frank. One of
the founders of the dependency school, Theotonio dos Santos, has described
"dependence" as
a conditioning situation in which the economies of one group of
countries are conditioned by the development and expansion of
others. A relationship of interdependence between two or more
economies or between such economies and the world trading system
becomes a dependent relationship when some countries can expand
through self-impulsion while others, being in a dependent position,
can only expand as a reflection of the expansion of the dominant
countries, which may have positive or negative effects on their
immediate development.
In either case, the basic situation of
dependence causes those countries to be both backward and exploit ed
(Dos Santos 1970/73).

Andre Gunder Frank elaborated a model which sees economically backward areas
of the world integrated with a series of metropolitan centres in an unequal
relationship which does not merely leave the backward areas undeveloped but
progressively makes them more underdeveloped (or de-developed).
applied the phrase 'development of underdevelopment'.

To this he

As a result initially

of colonial conquest and later of financial and trading dominance, a
metropolis-satellite relationship is set up.

The dominant image of Frank's

model is of the metropolis sucking cap t +Ql out of the periphery (exactly the
opposite of the image of the modernization-diffusion paradigm), while using
its power to keep the periphery in a satellite status of economic, political
and cultural dependency.

World capitalism has now penetrated even the most

apparently isolated areas of the globe, bringing simultaneously development to
some areas and underdevelopment to others (Frank 1969). The economic theory
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used by Frank is that of Paul Baran (1957), who argued that underdevelopment
is largely the result of the indigenously produced economic surplus being
appropriated by imperialist enterprises for their own external use.

A society

would therefore have a greater potential for development if the surplus could
be used rationally to meet the needs of its producers.

Frank has been criticised by certain other dependency theorists for
placing too much emphasis on external factors and not enough on social
structures within a country.

Dos Santos (1970) pointed out that total

external domination is impractical; domination is only possible when it finds
support in national sectors of the population.

And Philip Ehrensaft (1971:

56) claimed that 'what is of prime importance is not the foreign extraction of
surplus but the social structures which sustain this outward flow and also
lead to a misallocation of that portion remaining within the national
economy'.

Frank has taken some of these criticisms into consideration and his

later writings pay more attention to class structure within Latin America
(e.g. Frank 1972).

2.2.2.2 The Dependency Paradigm in the Pacific

Not surprisingly, since the Pacific territories have the appearance of great
dependence, the dependency paradigm has been used by a number of writers on
Pacific societies.

In 1972 Harold Brookfield observed that

it is not impossible that the literature on post-colonial
issues which Melanesians will find most stimulating will include
such works as those of Nkrumah, Dumont and Frank, all of which
strongly criticise development through externally-controlled
capitalism, and maintain that underdevelopment is a creation of
capitalism (Brookfield 1972: 172).

A number of ·studies appeared in the 1970's which explicitly or implicitly used
the assumptions of the dependency paradigm.
book on Fiji (Rokotuivuna et ale

The first of these was a small

1973) which examined the impact of

Australian tourism, investment, aid, import-export companies and the Colonial
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Sugar Refinery on economic developments in Fiji. Wadan Narsey's (1979) study
was a more detailed and theoretical approach to C.S.R. and the economy of
Fiji, while Ernst Utrecht's (1984) volume brings together a number of studies
under the title Fiji: Client State of Australia. Mc Taggart's (1974) study was
an early attempt to apply the paradigm to New Caledonia. Dependency has been
the framework for a number of studies of American Micronesia (Peoples 1978;
Petersen 1979; and Marksbury 1980). Others have looked at changing food
systems in the region from the point of view of the dependency paradigm (McGee
1975; Thaman 1979; and Connell 1981). Migration has been studied within the
dependency paradigm (Connell 1980), as has tourism (Britton 1981), fisheries
(Kent 1980), the operation of multinational corporations (Winkler 1982), the
flow of news as published in newspapers of the region (Nnaemeka & Richstad
1980) and the distribution of films in South Pacific cinemas (Takeuchi 1978).

An influential work (Amarshi, Good & Mortimer 1979) on Papua New Guinea
interprets the history, politics and economy of that country from a dependency
perspective.

Indeed John Connell (1983: 53) has commented that 'at a time

when the utility of the concept of dependence was being criticised elsewhere
it began to win widespread acceptance in the South Pacific'.

2.2.2.3 Education in the Dependency Paradigm

In the words of Martin Carnoy
Neoclassical development theory views schooling as being a
"liberating" process, in which the child is transformed from a
"traditional" individual into a "modern" one. This transition is
supposed to enable the child to be creative as well as functional.
Schooling is also supposed to enable the graduate to contribute to
the economy, polity and society. But in dependency theory the
transformation that takes place in school cannot be liberating,
since a person is simply changed from one role in a dependent system
to a different role in the same system. While the latter may be
more economically satisfying, it still leaves the individual in a
conditional situation, one dominated by the metropole culture,
technology and goods through the dominant group in the periphery.
The graduate cannot contribute to the society to his or her full
potential, since the dependent society is limited in its ability to
provide work for everyone. Much of the labor force is not even able
to enter the "dynamic" sector, which is dominated by metropole
technology, which uses a lot of capital but little labor. The
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"inefficiencies" of the school system as related to the social and
economic structure are not inefficiencies at all but direct
derivatives of the dependent situation (Carnoy 1974: 57).

The dependency paradigm is thus associated with ideas on education which see
it as part of cultural dependence or cultural imperialism.

Most well known of

the writers on this are Albert Memmi and Franz Fanon who examined the
psychological effects of colonialism on Third World peoples and the
continuation of these after political independence.

In contrast to the

modernization paradigm Memmi and Fanon saw the influence of metropolitan
institutions such as schools, on people in the colonies as limiting their
range of possibilities, not extending them as modernization theory would have
it.

For example Fanon wrote of the failure of the middle classes in African

countries to promote national unity;
this traditional weakness, which is almost congenital to the
national consciousness of under-developed countries, is not solely
the result of the mutilation of colonized people by the colonial
regime.
It is also the result of intellectual laziness of the
national middle class, of its spiritual penury, and of the
profoundly cosmopolitan mould that its mind is set in (Fanon
1961/67: 119).

Albert Memmi, in his detailed description of relations between colonizer and
colonized, as .he knew them in Tunisia in the 1950's, wrote;
what is clear is that colonization weakens the colonized and
that all those weaknesses contribute to one another.
Nonindustrialization and the absence of technical development in the
country lead to a slow economic collapse of the colonized. This
collapse threatens the standard of living of the colonized, keeping
the technician from existing and the artisan from perfecting himself
and his creations. The final causes of the collapse are rejection
of the colonizer who enriches himself further by selling raw
materials rather than competing with industry in the home country.
In addition to this, the system works within a vicious circle and
acquires a calamitous autonomy. Had more apprenticeship centres and
even universities been open, they would not have saved the
colonized, who, upon leaving them would not have found a way to
apply their training (Memmi 1967: 115-116).

Fanon and Memmi lived in French colonies and their "psychological dependence"
or "cultural imperialism" theories, while predating the Latin American
dependency school, envisage a similar solution to the problems of the
colonized, i.e.

a complete break with the system of colonialism or
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neo-colonialism.

In the Pacific these theories have particular salience among

the Melanesians of New Caledonia where Memmi's descriptions of the colonizers
appear to closely describe the French settlers, even down to their export of
raw materials and the "calamitous autonomy" they have acquired.

2.2.2.4 Limitations of the Dependency Paradigm

Ken Good has pointed out with respect to dependency theory that
there was a strong deterministic tendency which visualised the
necessary perpetuation of dependency in the Third World, and in its
earlier formulations there was a neglect of production and of
class. Dependency was basically a theory of international relations
focussing on a rising European capitalism, from approximately the
1500's and after and on the broad outlines of the consequences for
the Third World. It was suggestive of the main political and
economic features of the external environment in which most Third
World countries are placed, and as such it still has a contribution
to make. Dependency theory certainly did recognise the saliency of
commodity exports throughout most of the Third World, while it dealt
less well with the changing social relations of agricultural
production in general and in specific countries. The emphasis on
mode of production analysis, perhaps the special contribution of
Marxist anthropology, facilitates a much more systematic and
detailed investigation of domestic change (Good 1982: 24).

While dependency theory is very easily generalizable, and, like the
modernization paradigm, claims a certain universality, this has problems.
Even within Latin America it has led to reductionism.

As Philip O'Brien has

pointed out 'in the hands of some Latin American writers the theory of
dependency is used as a deus ex machina explanation for everything which seems
to be wrong with Latin American society' (O'Brien 1975: 12). While the
dependency paradigm "rediscovered" history after the ahistoricism of the
modernization theorists, there has been a lack of attention paid to particular
historical contexts, in particular when transferring the paradigm from Latin
America.

50

2.2.3 Analysis of Modes of Production

2.2.3.1 Origins in French Marxist Anthropology

A turning-point in the critique of the dependency paradigm was an article by
Ernesto Laclau which criticized Frank's use of the word "capitalist" to
describe all of Latin America. He accused Frank of confusing the two concepts
"capi talist mode of production" and "participation in the world capitalist
economic system", in other words, of using the word "capitalism" to refer to a
system of distribution and exchange rather than as a mode of production as
Marx had used it (Laclau 1971: 37). Since this contribution by Laclau a new
emphasis and orientation has become obvious in development studies, which
could without exaggeration be regarded as an emerging new paradigm.

Laclau

has analysed the mode of production to include

1.
2.
3.
4.

a
a
a
a

determinate
determinate
determinate
determinate

type of ownership of the means of production
form of appropriation of the economic surplus
degree of development of the division of labour
level of development of the productive forces

French anthropologist Emmanuel Terray has pointed out that
the analysis of a mode of production is not to be confused with
a general description of an economy. A mode of production is a
three part system, an economic base, a juridico-political
superstructure and an ideological superstructure.
In the final
analysis the economic base is the determining factor within this
system and must therefore be the point of departure for the
construction of the theory of the mode of production. This economic
base is, in its turn, a combination of a system of productive forces
and a system of relations of production (Terray 1972: 97).

Forces of production (Terray's "productive forces") include the means of
production (such as land, raw materials, tools, machinery) and human labour,
the organization of the labour process, the divisions of labour (including the
organization labour-power, knowledge and skill).

Social relations of

production are the mutual relations which people enter into to produce and
exchange goods, and are largely defined in terms of ownership and control of
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the forces of production and the creation and appropriation of the surplus
product.

In analysis of modes of production the term "social formation" is

often preferred to the word "society" to refer to a national entity.

This is

to draw attention to the fact that national societies are, in the words of
anthropologist Bridget O'Laughlin 'relational systems, composed of
superstructure and a determinant economic base which may itself be a complex
articulation of more than a single mode of production'

(1975: 350).

'A

formation embraces both the past and the future: dying modes of production,
the dominant, defining mode; and seeds of coming modes'

(Gandy 1979: 151).

The study of "development" then becomes the study of a social formation
in transition, a historical study of the pre-conditions for the existence of
this particular articulation of capitalist and pre-capitalist modes of
production, the reproduction of these modes, the classes and the form of
development of productive forces associated with them.

Only then, argue the

proponents of this paradigm, is there a rigorous basis for analysing
particular Third World social formations and their future possible directions
of change (Taylor 1979: 103). In countries such as the Pacific islands, where
capitalism arrives from outside, the articulation of modes of production
within a particular social formation can be conceptualized as a process
involving three stages; an initial link between two such modes at ·the level of
exchange; secondly, the subsequent subordination of the pre-capitalist mode
once capitalism has been established in the territory; and finally, the total
disappearance of the pre-capitalist mode - a stage not yet attained in any
Third World capitalist country (Bradby 1975: 144).

French economist Charles Bettelheim has distinguished between two types
of capitalist development, one in social formations where the capitalist mode
of production is predominant and the other in which it is not.

In the first

case the main tendency is for the capitalist mode of production to expand
until it has subsumed or dissolved pre-existing modes.

Australia is an
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example of this tendency where the capitalist mode of production has almost
completely destroyed the pre-capitalist mode, Aboriginal society.

New

Caledonia, another settler society, is another example of this tendency but
where the destruction of the pre-capitalist mode is less complete and was
probably stopped in its tracks by the creation of the reserves (see section
2.4.5). The other tendency is for pre-capitalist modes to be restructured and
subordinated and thus conserved.

In social formations where other modes of

production dominate but which are subordinated to the capitalist mode of
production through the world market, the main tendency is not for the
dissolution of these non-capitalist modes but for their
"conservation-dissolution". In these cases, according to Bettleheim, the
pre-capitalist forms may appear to be dominant, but the development of their
productive forces has been blocked, industry and trade will be relegated to a
disadvantageous specialization and poverty is common (Bettleheim 1972: 298).
Fiji is an example of this second tendency, where traditional social
structures have been conserved to an unusual degree due to colonial government
land policy, yet at the same time such structures have been subordinated to
the needs of capitalist relations and relegated in economic importance and
productivity"

In the initial contact phase, when raw materials or labour are sought by .
the representatives of metropolitan capital, the relations of production of
the traditional sector are paramount, and capitalism does not, while relations
remain at the level of exchange, disrupt the indigenous modes of production.
Only by reinforcing the pre-capitalist economy and forming alliances with the
traditional ruling classes can capital ensure the acquisition of raw materials
and labour (Kay 1975: 223). After a period of time, however, the inherent
tension and contradictions between the opposed modes of production lead
the ascendancy of the more powerful capitalist mode.

to

This occurs generally

through the subordination of indigenous society either by an overwhelming
presence of foreign settlers seeking (often violently), land, raw materials,
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or access to local labour, or by the force of commercial agents, often with
military backing (Foster-Carter 1978: 223). In the second stage rural
handcrafts are often destroyed as capitalism now supplies the few simple
consumption goods required by rural producers in addition to luxury goods for
local elites.

But subsistence food production is generally not disturbed as

it is needed to provide support for the labour force and its reproduction.
The perpetuation of the pre-capitalist mode of production enables wages in the
capitalist mode to remain low, as they are not required to cover the cost of
capitalist reproduction of the labour force which can continue to live in the
village, obtaining much of its food from pre-capitalist subsistence
agriculture.

The village thus remains the social security system of the

worker and preservation of familial relations, which one sees throughout the
Pacific, has an economic as well as a customary imperative (Meillassoux 1972:
103) •

Uneven development is an inevitability according to Sam Bowles who has
argued that
the expansion of the capitalist mode of production is
accompanied by the recruitment of new wage workers from the
traditional mode of production. The integration of new workers into
the capitalist mode, as well as the technological dynamism and class
relations of capitalist production, provide the impetus for
educational expansion and the evolution of the structure of the
school system. The associated process of accumulation and the
resulting uneven development of the social formation as a whole the counterpoint of dynamism in the capitalist mode and stagnation
in the traditional - are the primary forces that generate economic
inequality and impose limits to egalitarian reform (Bowles 1980:
210) •

2.2.3.2 Gender in the Analysis of Modes of Production

Gender is significant in. this paradigm of development for two reasons, first
because in traditional societies the main form of division of labour is by age
and gender, and these divisions are perpetuated when pre-capitalist modes of
production are conserved.

Secondly, as Carmen Diana Deere (1976: 9) has

pointed out in the case of Latin America, capitalist deve·lopment has often had
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the effect of segregating men's work and women's work into different modes of
production, with men being channelled into the more dynamic capitalist sector
while women's work in subsistence agriculture becomes intensified due to the
absence of males from that sector.

Thirdly, as Veronika Bennholdt-Thompson

(1981: 18) has argued, the work of women in the subsistence sector enables
lower wages to be paid to their husbands and still provide enough for the
reproduction of the labour force, than would be the case if the pre-capitalist
modes of production such as domestic labour and subsistence production were
not part of the economy.

Similar observations have been made in the Pacific

by Ruth Lechte (1978: 158) and Gerard Ward & Epeli Hau'ofa (1980: 53).

2.2.3.3 Education as Social Reproduction

Within the "modes of production" paradigm the problem of "development" is
conceptualized as that of raising the level of the productive forces, which
involves their expanded reproduction; the expanded reproduction of the labour
force is an important part of this.

Education forms an important part of

social reproduction in both capitalist and pre-capitalist modes of
production

and, as Samir Amin points out 'this function operates on two

levels, that of ideological production and that of the development of the
productive forces'

(Amin 1975: 48).

In traditional Pacific societies education and other aspects of life were
closely integrated (Ballendorf 1974; Colletta 1975). By contrast, as Collin
Collins & Ros Gillespie (1982: 10) observe, 'a definite break is made in
capitalist society between school and work ••• school is not regarded as work,
and as such does not belong in the "real" world'.

Traditionally Pacific

island societies produced goods mainly for use only.

Although some trade took

place, there was no surplus to be invested in expanded reproduction.

Skills,

beliefs and other knowledge necessary for the perpetuation of ,the society from
one generation to the next were handed on from father to son and from mother
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to daughter with very little need for the specialized role of teacher with the
exception of some particular skills e.g.

boatbuilding and navigating.

The

capitalist mode of production, on the other hand,
characterized by a hierarchical division of labor, requires
that a relatively small group of future technical and managerial
personnel develop the capacity to calculate, decide and rule, while
a much larger group "learns" to follow instructions accurately.
This stratification of the future labor force is partly accomplished
by making different amounts and types of schooling available to
different children. Thus the school system incorporates a
capitalist class structure (Bowles 1980: 216-217).

Growing up in a traditional

co~~unity

is no preparation for the demands

of life in the factory, plantation or office where social relations are quite
different from those in the family or pre-capitalist agrarian community.

The

new worker must learn time-consciousness, new forms of discipline, new sources
of motivation and respect for authority outside the kinship group.

In

contrast to initiative and self-reliance in the economic sphere he or she must
adjust to detailed supervision and highly fragmented tasks.

Joost

Kuitenbrower, in a study of education and development in Papua New Guinea, has
argued that 'as the demands of each mode of production are qualitatively
different, they require distinct, competitive, or even conflicting forms of
socialization, teaching and learning'

(Kuitenbrower 1978: 54-55).

In peripheral capitalist countries, i.e.

those in which pre-capitalist

relations are still widepread yet where capitalist penetration has taken place
to a considerable extent, the expansion of the capitalist mode of production
undermines the traditional mode, thus tending to weaken the political and
ideological forces, custom, tradition, etc.
old order.

which served to perpetuate the

In such social formations the school serves the functions of both

a recruiter and a gatekeeper for the capitalist sector.

While few of the

academic skills learned in school are directly transferable to the workplace,
basic scientific concepts and attitudes, communications skills and
mathematical abilities are essential to competence in some occupations and a
necessary basis if workers are to acquire productive skills on the job.
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The study of a nonformal education project within this paradigm requires
an analysis of how its content and processes reflect, correspond with, and to
some extent mediate contradictions arising out of each country's current level
of articulation between modes of production.

It requires some attention to be

paid to historical specificities at both national and local level.

Projects

of nonformal education need to be looked at in their historical and
socio-economic context and from the point of view of their ideological content
in addition to the skills and knowledge imparted in such courses.

The impact

of such projects on particular classes, ethnic groups and gender relations is
also an important part of such an analysis.

Analysis in terms of modes of

production should be able to address the question of the relationship between
nonformal education and development much more powerfully than one based on the
assumptions of either "modernization" or the paradigm of "dependency".
Marjorie Mbilinyi (1980), Filson & Green (1980) and Patrick Healy (1983) have
pioneered an approach to the study of nonformal education which emphasises the
situation of projects of nonformal education within their modes of production
(see also section 1.4.6.). Frank Youngman has hypothesized that the level of
literacy in any given society is conditioned by the extent to which the
pre-capitalist modes of production have been transformed by either capitalism
or socialism (Youngman 1985: 147).

2.2.3.4 The Role of the State

Any attempt to examine the role of education in socio-economic development
must address the question of the power of the state, be it a colonial or a
post-colonial state, to use education to promote such development.

The

classic liberal view of the state, as adopted by advocates of the
"modernization" paradigm, sees the state as existing through the consent of
the people and representing the common good.

Thus it is able to arbitrate

between the desires of competing interests within a society and design a

56a.

The decision to use the third of these paradigms - that which looks at the
articulation of modes of production within a particular society or social
formation - has been made for a number of reasons.

Firstly it allows one

to make a more detailed analysis of the internal structure of the society
than does either the modernization or dependency paradigm. In particular it
lends itself to further examination of the variables of race, class and
gender.

Secondly it makes easier the relating of external factors such as

investment, and technical assistance to internal factors of relevance to
development such as culture or natural resources, in a manner which is
consistent with historical accounts e.g.

the impact of new techniques

brought by Pacific traders on the mode of production in coastal communities
can well be described in terms of this analysis, as can race relations and
other relevant phenomena about which much anecdotal evidence exists.
Thirdly the persistence of a strong pre-capitalist sector in the Pacific
Islands makes it imperative to use a form of analysis which can focus on
movement in both directions between rural subsistence production and the
cash economy and to look at the particular situation of families which are
split between the two.
other two paradigms.

This would not be possible utilizing either of the
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system of education which serves the needs of all (Fagerlind & Saha 1983:
242). The classical Marxist view of the state is that through it, class
interests, of the ruling class, are portrayed as general interests (Sarup
1978:112). The paradigm, which looks at social formations as the articulation
of more than one mode of production, sees the state as an arena where class
alliances are formed; for example between traditional rulers and the more
dynamic foreign or local capitalist classes, in whose interests it will work.
Samuel Bowles argues that
state policies and the structure of the state itself, are
severely limited by the prevailing economic structure and its class
relations •••• The educational system, as an important influence on
political life, ideology, and the development of labor power, is one
of the main instruments of the state •••• The impact of the
educational structure on the social relations of production - the
configurations of property and power in the labor process represents the critical connections between schooling and the
economy, and at the same time points to the limits of egalitarian
reforms in capitalist social formations (Bowles 1980: 207).

Two of the countries of this study are still ruled by colonial states,
(although neither admit to that description).

In the case of Fiji,

independent since 1970, the state bears some of the characteristics of the
overdeveloped apparatuses of the "post-colonial state" first identified by
Harnza Alavi (1972) in Pakistan and Bangladesh. Some implications of this for
the planning and development of nonformal education and the allocation of
resources to these activities are discussed in Chapter 6 (section 6.1.6).

*

*

*

*

*

Insert 56a
The remainder of this chapter identifies, in a necessarily
impressionistic fashion, the major forms of capitalist penetration in each of
the three countries in order to draw out the leading distinctive features of
each society which both set the limits and provide the opportunities for
future socio-economic development.

Development plans are briefly surveyed in

order to gain some insight into the understanding which each of the
administrations has of the concept of "development", and how this might be
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changing.

Formal schooling systems are also compared from the point of view

of their role in articulation of pre-capitalist and capitalist modes of
production, their relationship to indigenous culture, their selectivity and
the attitudes of the wider community to their "drop-outs", thus enabling a
comparison of the different environments within which nonformal education is
operating in the three societies.
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2.3 THE DEVELOPMENT OF SOCIETY AND EDUCATION IN FIJI

2.3.1 Traditional Fijian Society

Economist E.K. Fisk has used the term "subsistence affluence" to refer to
societies such as pre-capitalist Fiji, since he regarded the association of
the word "subsistence" with poverty and deprivation as inapplicable in the
Pacific. He argued that in Fiji, and indeed in most of the Pacific islands,
the subsistence cultivating family could produce from its own resources as
much of the main consumption items as it required using only a part of the
land and labour available.

As a result subsistence cultivators in the Pacific

could have a considerably higher standard of living than peasants in many
parts of Asia with relatively little work, and no money income (Fisk 1970: 2).
Fisk has further argued that the presence of "subsistence affluence" still has
an impact on the economy of Fiji, for even today
with some exceptions, traditional subsistence farming provides
an abundance of good traditional foods, adequate shelter, and the
means for gracious traditional ente.rtainment, at the cost of two to
three days work a week. From this secure base the Fijian villager
ventures into the cash economy, whether through cash cropping or
wage labour, with the knowledge that if he does not succeed or for
any reason finds it convenient to stop his wage directed activities,
he can do so without great hardship. Even a senior Fijian
government official who has made his career outside his village for
fifteen to twenty years knows he can walk out of his job tomorrow,
and return to his village, where neither he nor his family would
ever want for the necessities of life.
In this way, the primitive
affluence of the traditional subsistence sector extends its
influence far beyond the limits of the villages and into the heart
of the advanced monetary sector, wherever Fijians may be found (Fisk
1970: 31).

This aspect of the persistence of pre-capitalist relations of production and
their impact on attitudes to wage labour is of considerable importance in
discussions of "employment", "unemployment" and training for rural unemployed
youth, as is further illustrated in Chapters 4 and 7.
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Traditional Fijian agriculture was based on shifting cultivation of root
crops using implements such as the digging stick together with semi-permanent
use of irrigated plots.

The main crops cultivated were taro (dalo), yam,

breadfruit, and a number of green vegetables.

Wild fruits such as coconuts

and bananas were also gathered and fish was a major source of food in coastal
and river areas.

While most villages were largely dependent on production

from their own land, there was some exchange and a little specialization.
Commodities such as pottery, canoes, salt, mats and baskets were traded, but
it was doubtful if any village -depended on an exchange economy.

Production

for ceremonial exchange was the major reason for the accumulation of goods
beyond immediate needs (Ward 1964: 483-4).

There was a clear division of labour in traditional Fijian society
bet ween males and females, with men generally taking responsibility for
warfare, ritual, magic and religion, clearing land, heavy cooking, deep-sea
fishing, woodcarving and house-building, and inter-island trade.

Women were

generally responsible for healing and medicine, weeding food crops, light
c ook ing, subsistence lagoon fishing, mat weaving, pottery, tapa and coconut
oil making and local trading (Schoeffel & Kikau 1979:22).

2.3.2 Knowledge and Learning In Traditional Fiji

Knowledge and learning in traditional Fiji, in the absence of written
language, were structured very differently to now.

It is worthwhile to

examine these in the light of recent desires in Fiji, and elsewhere for more
attention to be paid in nonformal education to the relearning of traditional
skills.

The pre-contact cultures in the Pacific did not use metals or

writing, and food preservation was limited.

While learning of food growing

and preparation was passed on by parents to their children, the transmission
of particular skills was tightly controlled by custom and passed on by a
verbal tradition which ensured that the right tribe, family or other group was
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taught the skills necessary for the survival of the whole society (Bole 1972:
1). As in most societies with no written language the oral tradition of the
Fijians was transmitted or shared by means of a number of oral artefacts,
among them epic chants, stories and tales, riddles, fables, proverbs, legal
sayings, dirges and responsive rituals (Tippett 1980: 21). Fijian writers, in
particular, have stressed how socialization in the Fijian village gave the
individual a feeling of identity, of clear relationships with others in the
village (through different forms of address which were used), and of one's
exact obligations to senior members of the village (Bole 1972, Bently 1976).
These elaborate cultural forms are still referred to as the "Fijian Way of
Life".

2.3.3 Early Contact with Europeans

Early contact with Europeans, sandalwood and other traders, did not greatly
disturb existing relations of production, indeed, several writers have argued,
they reinforced the existing power structure of the Chiefs (France 1969:
19-28). Yet traders' contact networks with local Chiefs provided the bases
from which a permanent settler population acquired access to more extensive
land resources.

Stephen Britton has described it thus.

Merchant capital, unlike subsequent phases of capitalist
penetration of Fiji, functioned without intervening directly in the
production relations of the pre-capitalist subsistence economy. The
advent of both company and settle r plantation interests however,
anticipated the far greater inco~poration of the Fijian
pre-capitalist economy. This took the form of cheap land and labour
in ever-increasing quantities, as well as the progressive technical
transformation of traditional agricultural practices (Britton 1980
: 257 ) •

2.3.4 Cession to Britain

Fiji became a British Crown Colony in 1874 when a group of Fijian Chiefs ceded
the country to Queen Victoria. The first Governor, Sir Arthur Gordon, saw his
role as protecting the Fijians fram too rapid a change in their own culture.
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In 1881 he wrote 'as to land, the great object in my opinion is to make the
alienation of native land as difficult as possible.
of any possible progress on the part of natives'

It is the only condition

(Legge 1958: 184). Gordon

also sought to conserve Fijian society by the establishment of a Council of
Chiefs and by following a form of "indirect rule" through those Chiefs. In
order to preserve what was considered to be the basic local unit of Fijian
society, the village, he placed strict restrictions on emigration from
villages, in particular to work on plantations.

The repercussions of this

policy are still important today, influencing land policy, and ultimately the
whole development of capitalist relations of production in Fiji.

2.3.5 The Sugar Industry and Indian Immigration

The policy of indirect rule required that the Colony produce enough revenue to
pay for its own administration, which could only be done if capital could be
invested in productive export industries.

New laws had put an end to the

labour trade in the South Pacific and the settler population was demanding
that new sources of labour be found.

Between 1879 and 1916 more than 62,000

Indians were brought to Fiji as indentured labourers (Jayawardena 1971: 90) By
1921, five years after the abolition of the indenture system, Indians made up
39% of the population.

The majority took up sugar cane farming on land leased

to them by the Colonial Sugar Refinery (C.S.R.). The company was, by then,
replacing its plantation system by a smallholding system.

Thus a class of

small farmers, or Indian peasantry, was created which, because of the strict
laws governing land tenure by non-Fijians, was still dependent on the company,
and limited in the extent to which it could expand its operations (Anderson
1974) •

The importation of the Indian labourers was undoubtedly the most
important decision taken by the colonial administration in terms of its
far-reaching effects on the Fijian and Indian populations.

As John Connell
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and Richard Curtain have pointed out;
The colonial state's prohibition of Fijian labour on
plantations meant that the pre-capitalist economy was not used to
subsidize a temporarily absent migrant labour force.
The state
imported indentured labour and hence assumed responsibility for the
full costs of reproduction of the labour force.
Acceptance of these
costs for the Indian population allowed both a settled and permanent
proletariat and petty bourgeousie to establish themselves in Suva
from the early 1920's (Connell & Curtain 1982: 470).

According to John Clammer, the nature of the relationship between capitalist
and non-capitalist modes of production in the case of Fiji is neither one of
exploitation by commodity extraction, nor does the capitalist mode attempt to
destroy the traditional mode, nor regard it as a market, or attempt to keep it
in existence to prevent educational, social or other benefits.

This is in

contrast to the relationship between the capitalist and pre-capitalist sectors
in many former British colonies, and arises from the highly specific manner in
which Fijian land was protected by colonial policy.

By allowing plantation

labour but then preventing the withdrawal of native labour from Fijian
villages, and ensuring this by taxing Fijian villagers in produce and not in
money, Clammer argues that a situation of 'parallel but separate development'
was established by Gordon and his successors (Clammer 1973: 218-219).

However, even in Fiji, where the subsistence sector has been most
protected by the land laws, there were ways in which the traditional sector
was brought into contact structurally with the capitalist sector.

One of

these was through the institution of the galala or independent farmer.

The

galala was a Fijian male who was exempted from some of his duties towards his
communal group.

Part of the obligations of belonging to a Fijian village was

a certain amount of communal labour to be performed, in addition to general
sharing of produce with family members.

Minimum conditions of income,

standards of agricultural practice, and land area worked, were established,
which the prospective galala must fulfil, and the right to deny exemption lay
with the local commune.

As section 3.2.3. describes, the earliest nonformal

agricultural education project in Fiji, the Navuso Student Farmer Scheme, was
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targetted at young men who wished to become galala.

While the conventional wisdom has generally been that Gordon's policies
served to 'protect' the Fijians and their way of life, William Sutherland has
argued, more accurately, that in effect a process of
"conservation-dissolution" of the traditional Fijian modes of production has
been taking place (Sutherland 1984 : 68) as described by Bettleheirn (see
section 2.2.3.1.).

2.3.6 The Fijian Administration

Another legacy of Gordon's policies is the Fijian Administration, having at
its apex the Great Council of Chiefs presided over by the Minister for Fijian
Affairs. Important elements of the Fijian Administration are the Native Lands
Commission and the Native Land Trust Board. The law requires that Fijian lands
be held 'according to native custom, as evidenced by usage and tradition'.
The Commission must interpret this on the basis of knowledge acquired from all
over Fiji, from the Council of Chiefs and other sour c es ( Nayacakalou 1971:
207). The Fijian Administration extends all the way down to village level
where it forms, in effect, a parallel administration to that of municipal
government (Dalton 1983: 90-93). A number of nonformal education projects such
as the Association of Rural Youth Councils (sections 3.2.10 and 4.3.3) and the
women's organization Soqosoqo Vakarnararna (sections 3.2.1 and 5.4.2) have close
links with the Fijian Administration either at local or national level,
effectively restricting their work to the Fijian section of the population.
The continuation of the Fijian Administration has been a matter of controversy
since the early 1960's when it was criticized by colonial government
consultants Spate (1959) and Burns (1960). Critics have alleged it is being a
wasteful duplication, a "state within a state", irrelevant to modern needs,
and stultifying to the needs of Fijians, sheltering them in a "cocoon" thus
retarding their adaptive and survival skills in a

competi~ive

world (Dalton
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1983: 91). According to Fijian political scientist Ropate Qalo, the purpose of
the Fijian Administration is to ensure the paramountcy of Fijian interests,
which Fijians, particularly chiefs, are fearful of losing (Qalo 1984: 50).
However he argues that now,

'given the current policy of racial integration,

the administrative structure, designed for what is now an ethnic minority, is
anomalous and not conducive to Fiji's development'

(Qalo 1984: 70).

2.3.7 Role of the Missions in the Establishment of Schools

The Christian missions have been of considerable influence in the educational,
cultural and national development of Fiji, in particular Methodists and Roman
Catholics. The first European missionaries to settle in Fiji, Methodists
William Cross and David Cargill, arrived in 1835. It was they who devised the
orthography for the Bauan dialect producing the written version of what is now
regarded as the Fijian language.

By 1880 they were printing scriptures in

this language and conducting literacy classes.

All the teaching and training

in these institutions was in the vernacular and consisted of a good deal of
copying down and memorizing of passages of the Bible. By 1909 there were 1,041
village schools with 17,005 pupils attending them, all under the control of
the Methodist Mission (Mann 1935: 26).

By the mid 1920's the Methodist Mission had established itself in a very
extensive manner throughout the country, having largely been responsible for
the transformation of the Fijian people from a pre-literate people into a
people literate in their own language.

Protestant Missionaries were also

largely responsible for the introduction of Victorian English middle-class
values to the villages, including ideas about the division of labour between
males and females.

The Victorian ideal of the working husband and the

dependent wife was promoted and women encouraged to learn European-style
cookery, embroidery and child-rearing (Thomas 1982: 115-116).

While the work of the Methodist Mission was spread

w~dely,

if thinly,
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throughout the colony, that of the Roman Catholic Mission, dating from the
arrival in 1844 of Marist Fathers Rouleaux and Breheret, followed a different
strategy.

While equally concerned with education, the policy of the Catholics

was to concentrate their resources on a few schools of high standard under the
charge of European missionaries rather than to train indigenous leaders to
establish schools at the village level.

By 1868 they had five mission

stations in operation in Fiji, each with its own boys' school.

In 1882 the

Congregation of Missionary Sisters arrived, set up a school for girls and
established an order of Fijian nuns.

By 1887 three further teaching orders

had arrived and established primary and secondary schools for Fijians, Indians
and Europeans (Mann 1935: 27).

According to Fijian anthropologist Asasela Ravuvu, the relationship
between the missionaries and the chiefs became one of mutual dependence.
While initially intent upon destroying much of Fijian culture, the
missionaries later found it advantageous to consolidate and support the
traditional authorities.

Those chiefs who accepted Christianity were

strengthened in their power and became recognised by church and government as
turaga rarama (enlightened chiefs).

"Heathenism" was often equated with

stupidity and other "uncivilized" acts.

According to Ravuvu, this was one of

the major driving forces behind the demand for the services of the churches
and their auxilliary institutions such as schools and training centres (Ravuvu
1981: 63,87, 96). The other major way in which the churches penetrated
traditional modes of production was through their expectation that dues be
paid, initially in food or other commodities, but later in cash, which often
presented a burden for those not in receipt of wages (Ravuvu 1981: 96).

2.3.8 The Educational Ordinance of 1916

Before 1914 the colonial government did not fund any school apart from Levuka
Public School and Suva Grammar School, both for European children only.
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Although an Education Commission of 1909 recommended the establishment of a
public school system and grants-in-aid for mission schools, no action was
taken (Mann 1935: 30). Around 1910 education for Indian children became an
issue when it was disclosed that a mere 1% of the colony's revenue was being
spent on education, none of which contributed towards educating the Indian
population.

A Select Committee was established to look into the steps needed

to establish a suitable system of education for the colony as a whole
(Whitehead 1982: 21). The Committee's recommendations formed the basis of the
Education Ordinance of 1916, which provided for the establishment of a
Department of Education, a Superintendent of Schools, and a Board of Education
to oversee standards.

A grant-in-aid scheme was introduced for subsidizing

missions and other agencies running schools.

According to Clive Whitehead

the 1916 Act gave the Government potentially wide powers to
control and direct the growth of schooling, but in practice it chose
not to use them.
Instead the initiative behind the growth and
improvement of schooling was to remain with the missions and other
voluntary agencies.
It was clearly not the Government's intention
at that stage to incur large and continuing financial commitments by
introducing a system of public schools, but rather to encourage and
supervise voluntary effort (Whitehead 1981: 21).

This has been a common theme throughout the history of educational provision
ln Fiji, despite the number of reports which have recommended that the "school
committee" system be abolished in favour of a unified system of public
education.

The committee system arose because the British colonial government

could not meet the demand for school places and thus permitted religious and
non-religious committees to run schools.

A committee is a group of people

living in a region who have convinced the Ministry of Education of the need
for a school in that region and that they can run it.

The committee is

responsible for providing buildings, including teachers' housing, and the
Ministry provides and pays the teachers.

Most committee schools are

affiliated to religious institutions, Christian, Hindu or Moslem, but they may
also be led by a politician or aspiring politician.

According to Francis

Mangubhai (1984: 185) schools run by religious bodies tend to be more

68

efficient than those run by local committees, where factionalism has hindered
the educational process.

The committee system has virtually ensured the

perpetuation of separate schools for the Fijian and Indian populations, due
partly to the geographic separation of the two communities and the fact that
the language of instruction in the first four years is generally Fijian or
Hindi.

2.3.9 The Education Commission of 1969

In 1969, when independence was approaching, the colonial government appointed
a Commission to enquire into the needs of the country after independence.

Its

report included proposals for curriculum reform and improved teacher
training.

It was also critical of the committee system, and grants-in-aid,

claiming that they were based on a principle of 'to those that have, more
shall be given', and led to great disparities in educational provision from
one area to ano·ther.

While recognizing that the committee system had enabled

Fiji to provide primary education for a remarkably high percentage of children
the Commission pointed out that it 'made it very difficult for the Education
Department to exercise effective control in planning the development of
education' (Sherlock et ale

1969).

Basing its assumptions on the manpower planning version of human capital
theory (see section 1.1.1), the Commission saw the priority of education in
Fiji as the development of junior secondary schooling, particularly in the
rural areas, and advocated the slowing down of the expansion of primary
schools.

It also advocated that English be the medium of instruction from the

beginning of schooling, a recommendation that was not implemented.

2.3.10 The "Fijian Education Problem"

One of the terms of reference of the 1969 Fiji Education Commission was to
enquire into the specific problems facing Fijians, leading to their lower

I'
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rates of participation and success in the higher levels of formal schooling.
The problem of education had been recognized by Spate (1959: 97) as 'the most
important and the most difficult'.

He pointed out that in 1957 there had been

326 Fijian schools and only 153 Indian schools, however 100 of the Indian
schools taught children up to 8th class while only 53 of the Fijian schools
took pupils up to this level.

The 1969 Education Commission identified the

isolated nature of many Fijian schools, poor teaching and the lack of money
for school fees as the main reasons for this gap.

Its recommendations for the

establishment of Junior-Secondary schools in the rural areas and for vastly
improved teacher training were aimed at changing some of these conditions; the
Commission also recommended that 50% of the Fiji Government's university
scholarship funds be reserved for Fijians (Sherlock et ale

1969: 73).

The greater speed with which the Indian population of Fiji has become
literate and educated when it started off from a position of disadvantage when
compared to the Fijians can be seen as an illustration of Youngman's
hypothesis (see section 2.2.3.3). Seen from Youngman's perspective the higher
level of literacy and education of the Indians is associated with their higher
level of participation in capitalist relations of production than their Fijian
counterparts.

The so-called "Fijian Education Problem" and ways of analysing

it are looked at further in section 6.1.2.

2.3.11 Independence and Development Plan 6, 1970

In October 1970, after 96 years of British colonial rule, Fiji achieved
political independence as a member of the Commonwealth under the Prime
Ministership of Ratu Sir Kamisese Mara. The constitution which carne into force
enshrined the racial composition of the country in its electoral system
encouraging the emergence of political parties predominantly based on racial
identification, the Fijian-led Alliance Party and the predominantly Indian
National Federation Party (Norton 1977).

At independence the first development plan for independent Fiji was
launched: Development Plan Six (D.P.6). The educational objectives of D.P.6
were largely based on recommendations of the 1969 Education Commission with
some significant differences.

D.P.6 enunciated for the first time the

objective of giving each child at least 10 years of schooling, the
establishment of the Junior-Secondary schools (at a rate faster than envisaged
by the Commission) was seen as one of the ways of achieving this.

Another

significant decision which increased social demand for education was the
abolition of school fees, previously paid by all children, starting with class
1 in 1973. An associated recommendation, the abolition of the committee
system, was not agreed to.

Teacher training courses were lengthened, a scheme

of in-service teacher training instituted and a Board appointed to look at
examination reform (Whitehead 1981: 157-166). The most potentially
controversial recommendation of D.P.6 was that 50% of all university level
scholarships be reserved for Fijians and 50% for members of other races.
Although supported by both parties at the time, this later caused great
controversy when it was revealed that Fijians could gain scholarships to enter
the University of the South Pacific Foundation Science course with an
aggregate of only 216 marks in the New Zealand University Entrance examination
whereas Indians. required 261 (Ali 1978: 150). This became an election issue in
1977, an election marked by great racial tension and fear, and led to further
debate about the so-called "Fijian Education Problem" and whether giving
Fijians greater access to scholarships at university level was the best way to
tackle it.

2.3.12 Development Plan 7, 1975

After five years of independence, Development Plan 7 (1976-1980) was
launched. - While retaining similar long-term objectives in the educational
field as D.P.6 (D.P.7: 174), there was an awareness of problems accompanying
expansion of the schooling system.

For example it asserted that

"

a new problem came to light as the sixth plan period progressed
and secondary schooling expanded. 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 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 one for the
majority of the population (D.P.7: 176).

It was estimated that of a predicted 42,060 school leavers during the plan
period, 88.4% would be 'those with no particular training for any work, almost
exclusively "drop outs" from the formal schooling system at various levels'.
This was seen as resulting from 'Fiji's irrelevant educational system whereby
virtually all of the country's resources currently allocated to education are
devoted to providing academic education of little relevance when students
leave school and enter the job market'

(D.P.7: 25). Arising out of this

analysis, the Plan mentioned restraining the expansion of new schools and
stated the intention of the government to institute a series of nonformal
education programs for those who would otherwise drop out of schooling.

Of

these, the most significant were "Multicraft Centres" which were aimed at
enabling young people to enter self-employment, particularly in agriculture
(D.P. 7: 26). Development Plan 7 was the first time the Fiji Government used
the term "nonformal education" and the first time an official document had
referred to Fiji's schooling as "irrelevant". Figure 6 shows how the Central
Planning Office saw the place of nonformal education in 1975.

2.3.13 Development Plan 8, 1980

The Eighth Development Plan, issued in 1980, is couched in terms of a "basic
needs strategy", which is, according to the plan's authors, a recognition of
'the inadequacy of traditional growth-oriented development approaches'

(D.P.8

: 83). Four "basic needs areas" are identified: (a) food and nutrition, (b)
housing, water supply, sanitation and energy, (c) transport and (d)
education.

Nonformal education and informal education are mentioned under (a)
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and (d) although there is no mention of the massive programs of nonforrnal
education for early school leavers advocated by Development Plan 7. The
Multicraft program is pronounced 'only a partial success' seemingly because it
'is largely geared to the formal sector, rather than to agriculture or horne
duties' (D.P.8: 89). The only major new initiative in nonformal education for
youth in D.P.8 is a National Youth Training Camp, and the largest single
budget allocation for youth programs is allocated to it (D.P.8: 229-301). The
National Youth Camp is examined in some detail in section 4.3.4.

Another major concern of D.P.8 is regional disparities.
was published concentrating purely on this aspect.

A second volume

A strategy is proposed

which involves the establishment of "rural growth centres", where the
government plans to fund infrastructure and rural services to encourage local
production and to discourage migration to urban areas.

This is justified on

the grounds that 'experience to date clearly shows that market forces
themselves do not lead to even development'

(D.P. 8: 334).

2.3.14 Development Plan 9, 1985

The Ninth Development Plan, issued in November 1985 makes no mention of
nonformal education.

"Basic Needs" which formed the overall framework of D.P.

8 has been relegated to a sub-section in the Social and Community Development
section.

The Government's objective of providing ten years of education for

every child who wants it is interpreted as applying to formal schooling only
(D.P. 9 : 136) and is to be extended during the plan period (1986-1990) to one
of providing twelve years of education for every child who so desires (D.P. 9:
137) •

2.3.15 Drop-out and Repetition rates in the Formal Schooling System

One of the major educational problems in Fiji is undoubtedly the high rate of
failure and repetition of classes within th e f orrnal schooling system.

This

"
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TABLE 1.
ANALYSIS OF ENROLMENTS, PROGRESSION & RETENTION RATES
IN THE FIJI SCHOOL SYSTEM 1970-1975 AND PROJECTIONS TO 1990

1970
Enrolment:
Repeaters:
Progressers:
Leavers:
1971
Enrolment:
Repeaters:
Progressers:
Leavers:
1972
Enrolment:
Repeaters:
Progressers:
Leavers:
1973
Enrolment:
Repeaters:
Progressers:
Leavers:
1974
Enrolment:
Repeaters:
Progr essers :
Leavers:
1975
Enrolment:
Repeaters:
Progressers:
Leavers:
1980
Enrolment:
Repeaters:
Progressers:
Leavers:
1985
Enrolment:
Repeaters:
Progressers:
Leavers:
1990
Enrolment:
Repeaters:
Progressers:
Leavers:

FORM III

FORM IV

FORM V

FORM VI

5747
201(3.5%)
5046(87.8%)
500(8.7%)

5779
1156(20.0%)
3262(56.4%)
1361 (23.6%)

3936
1536(39.0%)
756(19.2%)
1646 (41 .8% )

905
226(25.0%)

6759
203(3.0%)
6099(90.2%)
457 (6.8% )

6259
1064(17.0%)
3518(56.2%)
1 6 7 7 ( 2 6 • 8% )

4542
1499(33.0%)
870(19.2%)
2 1 73 ( 4 7 • 8% )

8134
203(2.4%)
7500(92.2%)
432(5.3%)

7163
1289(18.0%)
3617(50.5%)
2257(31.5%)

5017
1600(31.9%)
785(15.6%)
2632 (52.5%)

1125
336 (30.9%)

9034
181 (2.0%)
8461(93.6%)
395(4.4%)

8789
1494(17.0%)
4 115 ( 46 • 8% )
3180(36.2%)

5217
1753(33.6%)
914(17.5%)
2550(48.9%)

1089
336 (30.9%)

9476
142(1.5%)
8803(93.0%)
531(5.6%)

9955
1493(15.0%)
4726(47.5%)
3736(37.5%)

5868
2007(34.2%)
1001(17.2%)
2850(48.6%)

1250
381(30.5%)

9982
100(1.0%)
9433(94.5%)
449(4.5%)

10296
1441(14.0%)
5 0 14 ( 48 • 7% )
3841 ( 3 7 • 3 %)

6733
2424(36.0%)
1266(18.8%)
3043(45.2%)

1392
429 (30.8%)

12300
86(0.7%)
11838(96.2%)
376(3.1%)

13300
1862 ( 14.0% )
6361(47.8%)
5077(38.2%)

9380
3339(35.6%)
2124(22.9%)
3917(41.6%)

3080
1146(37.2%)

13800
69(0.5%)
13500 (97 • 8% )
231 ( 1 • 7% )

15000
1800(12.0%)
7209(48.1%)
5991(39.9%)

10700
3691(34.5%)
2515(23.5%)
4494(42.0%)

14400
72(0.5%)
14083(97.8%)
245 ( 1. 7%)

15800
1896(12.0%)
7600(48.1%)
6304(39.9%)

11500
3968(34.5%)
2702(23.5%)
4830(42.0%)

679(75.0%)

982
255(26.0%)
727(74.0%)

821(73.0%)

753(69.1%)

869(69.5%)

963(69.2%)

1934(62.6%)

3890
15 05 ( 3 8. 7% )
2385(61.3%)

4400
1704 ( 38. 7% )
2697(61.3%)

fram U.S.P. Report on the Regional Conference on Future Directions for the
University of the South Pacific, December 12-15 1983.
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leads to waste of resources and to disillusionment on the part of the young
people with almost any form of education.

The figures in Table 1 show that

the drop-out rate is not expected by the Fiji Government to improve greatly,
and that repetition of school classes is regarded as fairly normal.

Of the three countries in this study, Fiji has the lowest level of
material resources available for investment in the infrastructure of
education.

This has had the effect of mobilizing high levels of personal

savings and voluntary labour within the formal as well as the nonformal
stuctures of education.

However the high failure rate in examinations and the

consequent high "push-out" rate is cause for concern.

The large number of

unskilled school-leavers means that the appropriateness of the schooling
system is continually being questioned.

These factors should provide an

excellent opportunity for programs of nonformal education to flourish: a large
population with needs failing to be met by the formal system; community
dissatisfaction with the institutions of formal education; a population which
is accustomed to mobilizing its own resources for socially desired purposes
such as schools and churches, and a government with a stated commitment to
"basic human needs" strategies of development.

How these conditions compare

with those in the other two countries of this study is examined in section
2.6, and the qtiestion of how they have actually influenced the use of
nonformal education in development strategies in Fiji is addressed in section
6.1.
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2.4 DEVELOPMENT OF SOCIETY AND EDUCATION IN NEW CALEDONIA

2.4.1 Traditional New Caledonian Society

Traditional New Caledonian society was classless but divided into a hierarchy
of families, clans and tribes.

Of these the clan was the basic unit and the

tribe the most weakly structured.

Tribes lived in relative isolation,

particularly in the mountainous interior of La Grande Terre. Bronwen Douglas
(1980: 27) has pointed out that in the New Caledonian context "tribe" is an
analytic, rather than an indigenous, concept, no synonym for it existing in
any indigenous language.

Moreover its usage is now confused, as the term

tribu (tribe in the French language) has come to be officially applied to one
of a hierarchy of administrative units used by the French, and often is used
loosely to refer to a geographical area in which Melanesians live.

Each clan

was headed by a chief who combined the duties of an elder statesman, older
brother and priest, and who shared authority with an advisory council (Douglas
1980: 27). Ceremonial offerings of yams denoted the ranking of clans, families
within clans and their male heads (Ward 1982: 3). On the Loyalty Islands, the
presence of Polynesian traditions, the denser population, and the different
basis of the economy, allowed the chiefs to wield more autocratic authority
(Thompson & Adloff 1971: 236). Large-scale agriculture and warfare were the
main pre-occupations of the male members of clans, while women reared
children, cultivated small crops and gathered wood and wild produce (Thompson

& Adloff 1971: 235). Although cultivation was done at the level of the family,
heavy work, such as land clearing and the building of irrigation terraces, was
often carried out by a system of mutual assistance (Barrau 1958: 8-9).

2.4.2 Early Contact with Europeans
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British explorer Captain James Cook and his party were the first Europeans to
land, in 1774, on La Grande Terre (the main island of the archipelago).

His

favourable report caused great interest among French as well as British
explorers, sparking off considerable rivalry between the two European powers
for its annexation, rivalry which was further fuelled by the discovery of
sandalwood in 1841 and rivalries between the London Missionary Society and
French Catholics (Burchett 1941: 24).

2.4.3 Annexation by the French

The French annexed New Caledonia on 24th September 1853, 'seizing it out from
under the very noses of a British mission'

(Oliver 1951b: 137). From 1854 it

was governed by Captain Louis Tardy de Montravel, under the authority of the
French naval goverernor at Papeete, in Tahiti. In 1860 lINew Caledonia and
Dependencies ll became a separate colony and de Montravel established his
capital at Noumea, the site being selected partly on the basis of its
suitability as a penal colony (McTaggart 1972: 296). The arrival in May 1864
of the first convicts from France was as significant for New Caledonia as was
the arrival of the first Indians in Fiji, perhaps more so, for it signalled
the beginning of the alienation of land from the indigenous people and the
formation of a ,settler class with enormous political and economic power.

2.4.4 Protestant Missionaries in the Loyalty Islands

By the early 1850's a number of important chiefs in the Loyalty Islands had
requested missionaries from the London Missionary Society to work with them,
and by 1864 the L.M.S. had settled British missionaries on Mare, Lifou and
Ouvea. Rivals of these chiefs invited in the French Marist Mission for
assistance and priests were also in residence on the Loyalty Islands by 1866.
Thus French catholic and English protestant missionaries, bitterly divided by
long-standing religious and national prejudices, became inextricably linked in

"
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the islanders' own turbulent politics as rival chiefs adopted rival faiths
and, with the missionaries' own encouragement, indulged in "religious wars"
(Howe 1977: 14). Although not successful with formal schooling, the L.M.S.'s
greatest achievement, according to historian Kerry Howe, was 'in providing the
basic tools which enabled the islanders to become literate in their own
language'.
mid-1860's.

Most of the protestant Loyalty Islanders could read by the
Howe has commented that

one of the most remarkable features of the rapid change from a
pre-literate to a literate society on the Loyalty Islands was that
it resulted largely from the Islanders' mutual instruction. The
L.M.S. missionaries provided them with an alphabet and printed
material and taught pupils in the day schools before 1864 and in the
boarding schools and the seminaries how to read and write and from
there the movement snowballed. The missionaries themselves were
amazed that every night 'in almost every hut ... a group of most
earnest learners ••• could be seen' (Howe 1977: 127).

The French Government, however, was not pleased to learn, in 1884, that the
entire protestant population under the age of 27 was literate, and accused the
L.M.S. of promoting English, and English customs.

By contrast the Marists,

and the French administration, made little headway teaching the islanders
French until well into the twentieth century (Howe 1977: 126-28). Jean-Marie
Kohler has described the different "tactics" followed by the Catholic and
Protestant churches in New Caledonia. The catholics, he claims,

'quickly

installed a great number of (mission) stations conceived and equipped in order
to promote at the same time civilization and c hr istianity •.••

The aim seemed

to be to replace the traditional society by a new type of society, of a
theocratical type, inspired by the technological and social system as well as
by the Christian tradition of Western Europe'. The protestants he describes as
beginning 'in a more modest way, aiming at the "evangelization of the
Oceanians by the Oceanians" using Polynesian teachers •.• their objective does
not seem to have been taking in charge the Melanesian society integrally, but
to let it evolve by itself, starting from existing realities'

(Kohler 1981:

10). These differences in approach can still be seen today in the differing
ways in which these two religious traditions participate .in formal schooling
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and, more particularly, in nonformal education (see sections 3.3.8 and 6.2.4).

2.4.5 The 1878 Uprising and its Aftermath

New Caledonia's origins as a penal colony were of the utmost importance in
determining the nature of relations between the indigenous Melanesian
inhabitants and the white settlers, as it was the penal colony which was the
primary justification for the establishment of the indigenous "reserves" for
the Melanesians. Established initially in 1868 with liberal and humanitarian
intentions of protecting the natives, the reserves soon became an instrument
of repression.

The so-called "confinement" decree of 1876 justified

containing the indigenous people to smaller areas on the grounds that their
numbers were declining at a rapid rate and land was needed to settle convicts
(Saussol 1971: 232-233). Implicit in this policy was the belief that it was
simply a matter of time before the indigenous population would die out and
that New Caledonia would become a colony of white settlement as Australia and
New Zealand were perceived to be (McTaggart 1976: 195). Alain Saussol h as
pointed out that the reserves were seen initially as a temporary transitional
structure but that
instituted to protect the Melanesians against the conquering
colonization of the nineteenth century, the reserve has become a
repository for traditional institutions.
Its legal status rests
uncertainly between the right to exploit and the forbidding of
alienation. Its development is restricted by the bonds of
traditional mutual aid and reciprocal gift exchange ••• although it
has some advantages for the transitional society, the reserve is
also a collar which restricts the individual in a network of
obligations and relationships which inhibits his integration with
the wider society (Saussol 1971: 240).

One direct result of the 1876 confinement decree was a year-long revolt led by
Chief Atai, which lasted from June 1878 to June 1879, a year during which same
1,000 Melanesians and 200 Europeans lost their lives.

There were large-scale

deportations and confinement slowed down thereafter (Saussol 1971: 233 ). But
during the last years of the century a sudden rush of free colonists lured by
the promise of 25 hectares of freehold land per family led to further

"

confinement.
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These settlers soon outnumbered the convict element and it was

they who introduced cash crops, in particular coffee, to New Caledonia
(Thompson & Adloff 1971).

In 1897 the French administration proclaimed its

rights to appropriate reserve land and to confine tribes wherever it chose.
This led to entire groups being transplanted to lands which were already
occupied by other clans.

Some tribes became a minority on their own lands and

there were food shortages.

PrOblems were further exacerbated in 1925 with the

attempts to introduce coffee plantations onto the reserves.

These regroupings

destroyed the tribe as a related homogeneous unit and led to further decreases
in population which, in turn, were used as a justification for further
confinement (Saussol 1971: 235).

In its relations with the Melanesians the administration was concerned
primarily with maintaining order, collecting the head tax and requisitioning
labourers for public works.

On the assumption that they were a dying p eople

the Melanesians were left to their own devices on the reserves.

In February

1913, Governor Charles Brunet admitted in a speech that he had no native
policy, and because of this neglect, the authority of the chiefs was
shrinking, the influence of sorcerers was growing, and the traditional tribal
society was generally disintegrating (Thompson & Adloff 1971: 247). A second
uprising, led by Chief Noel of Kone, broke out in the northwest in 1917. Like
the 1898 revolt it too was partly provoked by settlers' cattle trampling
natives crops, but in addition there was an overzealous military recruiting
campaign for the war in Europe. The revolt ended with the death of Chief Noel
after 11 Europeans and 200 Melanesians had been killed (Thompson & Adloff
1971: 250). By 1920 the indigenous population had dwindled to 27,000 from an
estimated 42,000 at the first census in 1887.

These .events laid the foundations for the particular type of social
formation in New caledonia today of which the most notable feature is the near
complete separation of the two largest population groups, the Melanesians and
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the Caldoches (i.e. Europeans of several generations' residence) into two
almost completely separate modes of production, neither of them approximating
the traditional pre-capitalist mode of production as in Fiji, as most of the
land is now owned by Europeans who have been responsible for the establishment
of capitalist farming and extractive industries.

2.4.6 The Establishment of Societe Le Nickel and its impact on
the Development of New Caledonia

Another event with far reaching implications for development in New Caledonia
was the discovery in the 1860's of deposits of minerals, in particular nickel,
in highly significant commercial quantities.

In 1876 Australian miner John

.

/

Higginson became a French citizen and founded Soclete Le Nickel S.L.N., the
mining company which has dominated the economy of New caledonia ever since.
Following the ending of transportation of convicts in 1897 the shortage of
labour became a problem for the mining industry (Brookfield 1972: 32). Local
Melanesians were not employed in any great numbers for 'they could always slip
away easily, and even when deprived of their own land they were able to
acquire land elsewhere through kin and affines, and were unwilling to work for
the low wages offered'

(Brookfield 1972: 33). The mining company S.L.N. turned

to Asian labour, at first Chinese, later Japanese, Tonkinese and Javanese.
Skilled labour and management were largely recruited fram Australia. 1930 was
the turning point in the demographic decline of the Melanesians (Saussol 1971:
244). In 1936 the census figures showed that 32% of the population was
European, 54% Melanesian and 13% of Asian origin (McTaggart 1976: 183).

Thus indigenous pre-capitalist modes of production in New Caledonia,
which had survived in a fairly inhospitable terrain for centuries, were almost
completely destroyed in little over one century by a combination of factors
including the withdrawal of rights to land, outright killing by military
means, forced removal to other regions, the weakening of the traditional

"
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structures of authority through alliances with the colonial power, and the
importation of labour.

The ability of Chiefs Atai and Noel to mobilize large

numbers of Melanesians against the French illustrates that alliances between
the colonial power and the traditional chiefs were always much more
problematic than those of the British colonizers with the Fijian chiefs under
the policy of "indirect rule".

2.4.7 The Impact of the Second World War

World War II had a profound impact on New Caledonia which was used as a base
for some 80,000 US troops.

The presence of such a large force stimulated

social and economic change on a wide front.

Europeans were attracted to

Noumea by the employment prospects, Melanesians were employed for the first
time as free labour and at reasonable wages (McTaggart: 1976: 184). The
presence of numbers of Negroes among the American contingents also had a
profound effect on the Melanesians who saw them carrying out technically
sophisticated tasks, unlike blacks in the islands.

French superiority in all

technical matters was questioned for the first time by many Melanesians. By
the end of the war New Caledonia was poised for the most profound social
change of its history.

The economic life of the Melanesian tribu had been

totally disrupted as its inhabitants entered wage employment in large
numbers.

Many Melanesians became French citizens and gained voting rights in

1946, enabling them to vote in local Territorial Assembly elections and in
elections for New Caledonia's representatives in the French Assemblee
Nationale (Brookfield 1972: 116). Yet at the same time the immigration of
Asians and Europeans was threatening to make the Melanesians a minority in
their own land.

The mineral riches were attracting vast amounts of capital

for the building of infrastructure, transforming the environment and the
economy from its agricultural base.

Unlike Fiji, where the land-holding system introduced by Governor Gordon
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ensured a continuation of traditional modes of production, albeit in a changed
form, the reserves in New Caledonia were continually being depleted due to an
exodus of labour to work on the mines and in other wage employment.

Thus the

articulation of the capitalist and pre-capitalist modes of production in the
two countries evolved quite differently.

In Fiji, the subsistence economy,

where a good many needs including food, housing and clothing are produced,
subsidizes the wage sector, allowing wages to remain low.

In New Caledonia,

on the other hand, remittances from wage workers subsidize those living in the
reserves, who are obliged to rely on manufactured (and imported) food,
clothing and building materials.

In the words of French sociologist Laic

Wacquant
the domestic and the capitalist modes of production are so
articulated that each needs the other for its own reproduction. The
capitalist mode of production impinges upon the non-capitalist mode
in such a way that it indirectly contributes to its persistence through the salaries of migrants, pensions, medical assistance and
various legal and institutional measures. Conversely, the enduring
presence of the domestic mode of production results directly from
the requirements of the dominant capitalist sector; in a highly
cyclical mining industry such as that of nickel (89% of the
territory's exports), what is needed is a pool of low-wage labourers
which can be expanded or contracted in keeping with the up and
down-turns of the world market. Kanak reservations provide just
such a pool and permit the externalization, to the domestic economy,
of the brunt of the costs of labour-fDrce renewal (Wacquant 1984:
283) .

2.4.8 Early Development of Formal Education

Although the missions (both catholic and protestant) have been involved in
education since the middle of the nineteenth centry, it was not until the turn
of the century that the first public school was established, the College La
Perouse in Nournea, for children of European settlers.

A law of 1902 made

municipalities responsible for financing education and, in all municipalities
except Noumea, this led to very inferior schooling, with teaching often done
by other municipal officials.

The mission schools were largely staffed by

nuns, priests, and pastors, while the so-called "tribal schools" employed
Melanesian moniteurs who had followed a short course of instruction (Thompson

"
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& Adloff 1971: 497-499). The evolution of formal education in New Caledonia
has been such that the Melanesians have remained the predominant users of the
mission schools, while those of European or Asian origin are the main users of
the public schools, those with the same curriculum as that in France. World
War II depleted the teaching staff of the public schools by more than half,
and the establishment of the mining industry in the post-war years attracted
most of the (white) New Caledonian university graduates into executive
positions which were better paid than teaching.

The majority of teachers for

the public schools have therefore been recruited from metropolitan France on
short-term contracts.

For educated Melanesians however, teaching has been

seen as a channel of upward mobility, and they are well represented on the
staffs of private and public primary schools.

In the immediate post-war years the Fonds d'Investissement pour Ie
Developpement Economique et Sociale (F.I.D.E.S.), was established to subsidise
capital investment in France's overseas territories and many new public and
private school buildings were financed from this source.

Yet the private

schools increasingly found themselves unable to finance the salaries of their
teachers and resorted to asking for grants from the Territorial Assembly.

2.4.9 The Loi-Debre

As in France, educational debate has been dominated at various times in New
Caledonian history by intense struggles between the church (predominantly
catholic) and the anti-clericals (themselves often catholic but advocates of
complete separation between church and state).

Policies which were developed

in France as a result of the struggles between these contending forces have
often had a very different meaning when applied to New Caledonia. One such
case is that of the Loi-Debre, (Debre Law) concerning the financing of private
(i.e. church) schools.

The Loi-Debre which came into operation in France in

1959, was a method whereby the French state brought the private schools into
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the ambit of the Education Ministry, l'Education Nationale, by offering to
subsidize teachers' salaries under certain conditions (Archer 1979: 652). In
1974 the French Government made its first attempt to extend the Loi-Debre to
New Caledonia. Twice the Territorial Assembly rejected it; there was fear
among some members that this would be a step towards the transformation of New
1

Caledonia into a Department of France.

Others feared that the private

schools, which had to some extent sheltered the Melanesian students from the
failures they so often experienced in the state system, would disappear.

A higher percentage of pupils attend private schools in New Caledonia
than in France, and a higher percentage of these are protestant and are
largely attended by Melanesians. The debate about the Loi-Debre in the
Territory was not simply a debate between catholics and anti-clericals as ln
France, but also one between the more autonomiste parties and those which
favoured closer relations with France. The pro-government parties stressed the
need for the financial intervention of the French state, emphasised the
'indivisibility of the Republic' and of l'Education National, and emphasized
the secular nature of education.

The autonomiste parties, on the other hand,

stressed the "special character" of Melanesian education as carried out by the
churches (Dornoy 1981: 331). In September 1978 the church and political
leaders were persuaded that the application of the Loi-Debr~ would not mean
the destruction of the private school system, and contracts were entered into
between the Vice-Rectorat (the local New Caledonian arm of l'Education
Nationale) and the three private educational administrations: Direction de
l'Enseignmenent Catholique, Alliance Scolaire de l'Eglise Evangelique, and
Federation de l'Enseignement Libre Protestant. Although this was the end of
this particular dispute, Miriam Dornoy has argued that it had a long-term
effect on the politicization of the churches and of Melanesians within the

1. At present New Caledonia is an Overseas Territory of France. The status of

Department would tie it more closely to France.

Dropout Rates Between Grades - New Cafe.donia 1970-1971, 1977-1978

Table 2

1970-1971

1977-1978

Public

Private

Public

Private

Europeans

Melanesians

Europeans

Melanesians

Europeans

Melanesians

%

,%

Europeans

%

Melanesians

%

%

%

%

%

Preparatory Qass 2 to
Elementary Class 1
(ages 7-8)

7.0

30.0

6.0

27.0

5.0

14.0

4.0

20.0

Elementary Qass 1 to
Elementary Class 2
(ages 8-9)

0.7

0.3

6.0

6.0

0.1

1.0

8.0

0.3

Elementary Qass 2 to
Middle Qass 1
(ages 9-10)

10.0

22.0

10.0

12.0 ,

8.0

2.0

3.0 ·

12.0

Middle Qass 1 to
Middle Qass 2
(ages 10-11)

6.0

39.0

2.0

28.0

7.0

24.0

7.0

1.0

Secondary 6 to
Secondary 5
(ages 11-12)""

0

42.0

32.7

- 32.7

0

20.0

0

26.0

Secondary 5 to
Secondary 4
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26.5

44.0

17.4

27.2

16.0

36.5

0,

23.5

Secondary 4 to
Secondary 3
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0

26.0

13.3

15.0

14.0

36.5

9.0

15.0
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private school sector, leading to greater suspicion of the government on
educational matters and to greater co-operation with autonomiste and later
pro-independence parties (Dornoy 1981: 333). It also appears to have led to a
diminution in catholic-protestant rivalry and to greater co-operation between
the denominations in educational enterprises, particularly secondary
schooling.

2.4.10 Failures of the Formal Schooling System

Table 2 shows the relatively low drop-out rates of European students from the
public schooling system when compared with those of Melanesians. Notable also
(in contrast to Fiji) is the relatively high percentage of Melanesians
dropping out early in their schooling.

However Melanesians in the private

schools have a somewhat lower drop-out rate than those in the public schools.
This is because the private schools sometimes waive the restrictions on age
applicable in the public schools, allowing students to repeat classes and such
students often do well after they master the French language.

The private

schools also make some use of Kanak languages, particularly in the early
grades.

Figure 7 shows that the wastage rate in the 1970's In primary schools

in New Caledonia was much greater than elsewhere.

The failure of Melanesian pupils in the formal schooling system is
regarded as a major political issue in New Caledonia; in the present context
it is even more explosive than the "Fijian education problem" is in Fiji (see
section 2.3.10). Like the Fiji situation, the New Caledonian racial inequality
in the schooling system can be interpreted in terms of Youngman's hypothesis
which associates low levels of literacy with participation in pre-capitalist
modes of production.

The Europeans, together with the Chinese and Vietnamese

communities in New Caledonia, are those whose level of participation in the
capitalist mode of production is greatest as is their educational attainment.

Asia and Oceania
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2.4.11 The Plan Dijoud and Reforms -

1979

In 1979 President Giscard d'Estaing's Minister for Overseas Departments and
Territories, Paul Dijoud, produced the "Long Term Plan for Economic and Social
Development of New Caledonia", commonly referred to as the Plan Dijoud. Dijoud
was the first French Minister to recognize that great injustices had been
perpetuated against the Melanesians and to attempt to redress the balance.

He

proposed the investment of the equivalent of some $A1,500 million over ten
years to restructure and diversify the economy, including increased cash
cropping, tourism, fishing and a second nickel plant to compete with S.L.N.
Land was to be returned to Melanesians while assuring rural European settlers
of protection.

Education received considerable attention.

The Plan Dijoud

advocated the adaptation of teaching methods and content to local conditions,
prolonging compulsory schooling to the age of 16 years, and giving greater
recognition to the cultural identity of the Melanesians. To this end a
Commision pour la Promotion Melanesienne was established and a Melanesian
Cultural Institute proposed.

However the Plan Dijoud remained politically controversial and attracted
much criticism from the Melanesians, due to its insistence on bringing about
reforms by closer, and not weaker, ties with France. At the time of its
tabling the Conseil de Gouvernement (which advised the High Commissioner on
various policy areas including education) had a majority of members from the
pro-independence parties and parties of the centre.

They voted against the

Plan Dijoud, the Conseil de Gouvernement was dismissed over the issue, the
Territorial Assembly dissolved and new elections held.

It was at this

election that all the parties favouring independence came together for the
first time as an electoral coalition, the Front Independantiste (Ward 1980:
198). Despite great opposition within the community, in particular the
Melanesians, the Plan Dijoud began to be implemented, (see section 3.3.11).
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2.4.12 The Election of the Socialists and Further Reforms - 1981

Following the election of a Socialist President and Government in France in
1981, Francois Mitterrand, the new President, appointed a close Socialist Party
associate Henri Emmanuelli, as Minister for Overseas Departments and
Territories (the position held by Dijoud in the Giscard administration).
During a visit to the Territory in August 1981 Ernrnanuelli pronounced himself
"shocked" by the degree of inequality existing in New Caledonia. In December
1981 a new High Commissioner, Christian Nucci, took up his position and began
working on a series of reforms for the territory.

Concurrently Ernrnanuelli

announced rule by decree for 12 months, stripping the Territorial Assembly of
its powers to change legislative measures originating in Paris for the next
year.

The following May Nucci introduced four governmental decrees, for the

establishment of a Bureau of Land Reform, an Office de Developpement de
l'Interior et des lIes, (O.D.I.L.) (Bureau for the Development of the Interior
and the Islands), a Bureau of Melanesian Culture, Science and Technology, and
an extension of the metropolitan code de travail (work regulations) to the
Territory. Each of these reforms represented a move in the direction of
greater justice for the Melanesians, albeit in an extremely bureaucratic
fashion.

Each of these measures was supported by the pro-independence parties

and opposed by the parties of French settlers.

In June 1982 the conservative

majority in the Conseil de Gouvernement disappeared due to defections and
elections were held producing a new Conseil dominated by the Front
Independantiste with, for the first time ever, a Melanesian majority (Hill
1982b: 24). The member in charge of education was Andre Gopea, a Melanesian
member of the Front Independantiste with a long standing interest in
educational matters.

He had opposed the Loi-Debre and the Plan Dijoud as he

believed they did not envisage the promotion of Melanesian culture
sufficiently to enable the disadvantage suffered by young Melanesians in the
French educational system to be overcome.

However his powers to change policy

were limited by the fact that the Conseil de Gouvernement was a purely
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advisory body and the Vice-Rectorat remained responsible to l'Education
Nationale in Paris.

At the same time as the governmental decrees were introduced,
considerable increases were announced in government expenditure on primary and
secondary schooling.

,

This included expenditure on the Annexes des Lycees

d'Enseignement Professionel (ALEPs), a type of institutional nonforrnal
education for Melanesians, unknown in France, which had its origins in the
Plan Dijoud. ALEPs aim to provide education of a technical and practical
nature, particularly in rural areas, for those who fail to achieve adequate
examination results in the formal schooling system (see sections 3.3.11 &
4.2.8) •

In November 1984 the majority of pro-independence parties, united in the
Front de Liberation Nationale Kanak et Socialiste (F.L.N.K.S.), boycotted the
elections for the Territorial Assembly and announced the formation of a
"Provisional Government" under the leadership of Jean-Marie Tjibaou, former
Vice-President of the Conseil de Gouvernment, with Andre Gopea as Minister for
Education. Among other strategies, the Provisional Government declared a
boycott of all government institutions, including schools.

At the beginning

of the 1985 school year it was announced that "Kanak People's Schools" would
be established in the tribus, run by F.L.N.K.S. members who were teachers, and
all Kanak parents were requested to withdraw their children from the
government school system.

This proved a highly controversial proposal for

while most Kanak parents were fully aware of the way in which the French
schooling system disadvantaged their sons and daughters, and regarded it as an
arm of cultural colonialism, there was also a desire that their children
should not be disadvantaged, and the Kanak People's Schools were an unknown
quantity.

However it did highlight the debate over the role of education in

development in a way which had not hitherto been discussed outside of small
study-groups set up by the churches to look into the possibilities of
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establishing schools specifically designed for Kanaks (Kohler & Pillon 1982).
The Territorial Assembly elected in November 1984 proved unworkable, largely
due to the non-co-operation of the F.L.N.K.S. and it was replaced in 1985 by
four regional assemblies, of which the F.L.N.K.S. had a majority in three.
The fourth, covering Noumea was controlled by European, anti-independence,
parties.

The F.L.N.K.S thus found itself back in the situation of being an
1

anti-colonial movement participating in a colonial government.

Several of

its members feel a great deal of ambivalence about this, however, they regard
themselves as working within some of the institutions of government and
outside others to bring about a radical restructuring of New Caledonian
s ociety.

The role of power and the political implications of programs,

i ncluding educational programs, seem to be much more clearly understood by the
Kanaks than in Fiji. The crucial role of schooling in colonial domination
c ombined with the great desire for education on the part of the Kanaks means
t hat they are very open to educational alternatives, including nonformal
e ducation.

Like Fiji, but for different reasons, the climate for the

de velopment of nonformal education projects should be very favourable.

- --------1 . The future of the regional assemblies has been put in doubt by the election
i n Paris of a Conservative Government in 1986 whose Minister for Overseas
Departments and Territories, M. Pons, has already announced that they will be
dismantled.
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2.5 DEVELOPMENT OF THE TRUST TERRITORY OF THE PACIFIC ISLANDS

2.5.1 Traditional Societies in Micronesia

The islands which now make up the United States Trust Territory of the Pacific
Islands in Micronesia belong to three groups: the Marianas; the Caroline
Islands, which include Palau, Yap, Truk and Ponape; and in the east the
Marshall Islands (see map).

According to Douglas Oliver (1951: 58), all

Micronesian cultures were sufficiently alike to warrant their common name, but
there were enough local differences in economy, social organization, religious
beliefs, etc.

to enable eight distinct culture areas to be distinguished.
1

These are the Mariana Islanders, or Chamorro, the Gilbertese,

the

Marshallese, the eastern Carolinians (on Ponape, Kosrae and neighbouring
islands), the central Carolinians (on Truk, Nomoi, Hall, Pulawat, Pulusuk),
the Yap Islanders, the Palau Islanders, and the Southwest Islanders. This
s tudy is mainly concerned with the Marianas, the Marshall Islands, Ponape,
Truk and Palau, as these were the islands visited during the fieldwork.
However most of the policies discussed here affect all parts of what is still
the Trust Territory of the Pacific Islands, (T.T.P.I.), but which is in the
process of becoming four separate entities, the Commonwealth of the Northern
Mariana Islands, the Republic of Belau, the Federated States of Micronesia
(Ponape, Truk, Yap & Kosrae), and the Marshall Islands.

Throughout traditional Micronesia all but the leisured families of high
c hiefs made their living by farming and fishing.

The staple plant foods on

---------1. The Gilbert Islands, while part of Micronesia in the ethnographic sense,
are not politically part of the Trust Territory and are not included in this
s tudy. In 1979 they became the independent nation of Kiribati. Similarly
Nauru is part of Micronesia but not of the T.T.P.I.

"

90

the fertile high islands were taro or breadfruit or yams, together with
coconuts, and pandanus which were also grown on the atolls.

In general the

atoll dwellers were better at fishing than the high islanders; some parts of
Ponape, a high island, supported such varieties of food that the inhabitants
s eldom had to fish beyond their reefs.

The Marianas, alone in the Pacific,

i ncluded rice among their subsistence staples (Oliver 1951: 59). All
Micronesians depended on wood, stone, coral, shell and various fibres
(p andanus, hibiscus, banana, and coconut) in the manufacture of their basic
material culture, the difference between high island and low island
t echnologies being one of emphasis rather than one of kind.

Cultivation of

t aro patches and breadfruit or coconut groves was achieved with digging
s ticks, shell axes and knives, bamboo knives and harvesting sticks.

Fishing

e quipment used shell hooks, sennit lines and nets, latticework wooden traps,
p ole or stone weirs, and wooden spears, all produced with equal ease on
volcanic or coral islands (Alkire 1977: 15).

There were considerable differences among Micronesian traditional
soc ieties in their authority structures.

Except in t h e central Carolines,

caste and rank were important social and political determinants.

The

traditional Micronesian household varied greatly in size and composition, but
was usually an extended family, representing up to three or four generations.
The household functioned adequately as a production group when its age and sex
ratios were in balance.

It was commonly the principal consumer of its own

pr oduce (Mason 1968: 284).

While matriarchal societies existed in several parts of Micronesia, women
often had limited rights.

According to Dorothy Richard

Only in the Palaus can a woman hold the authoritative position
of chief of a lineage and have definite rights and duties in
connection with farm lands. The oldest women of a clan and of a
family are the ones who are repositories of knowledge of land
ownership and rights. A woman, however, cannot decide on the
transfer of land without the permission of the male lineage
head •••• The women in the Palaus have another advantage in that
they are the keepers of the "money" - shells of intrinsic value ••••
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As in the Palaus, a Marshallese woman can have the title of elder in
her family although a younger brother or son or cousin usually acts
as her representative ....
The women of Truk and Ponape work in the
fields, have no apparent influence on the political life in their
areas, and appear more subject to the men than elsewhere.
In
addition to their agricultural work, the Trukese women do some
shallow water fishing.
At Ponape, and also at Yap, one kind of
agriculture is reserved for the men, that of cultivating the
ceremonial yarns.
The women there and at Truk have no prestige
substi tu te such as the Palauan women have their "money" (Richard
1957: 483-484).

In Palau, cultivation of the staple crop, taro, was purely the work of women.
It has been suggested that they derived their high status from this role as
food producer, and that by relieving the males of food gathering
responsibilities (apart from fishing) they made possible the refinement of
male art forms such as house building, wood working and carving which were
well developed in Palau (Kesolei et ale

1976: 25). The modern-day

"storyboards" which today fill tourist shops, the production of which is often
the subject matter of nonformal education courses, are directly descended from
traditional Pa_auan house designs vlhich depicted figures from legends.

2.5 .2 Knowledge and learning in Traditional '1icronesia

Traditional :1icronesian thought patterns and modes of learning have attracted
the interest of sociologists of education far beyond the Pacific region (e.g.
GlacrHin 1970; Davidson 1983). The most complex body of knowledge anywhere in
the Pacific

regio~

in pre-contact times was that necessary to build and

navigate canoes on the long inter-island voyages across the central Pacific
ocean .

Thomas Gladwin has argued that for many small islands in Micronesia,

cano e travel was vital to the continued existence of life on them.
Dozens of small islands stretched over a thousand miles of
ocean from Yap on the west to Truk and the islands beyond on the
east have been linked by their seafaring men and their sailing
canoes into a network of social, economic and often political ties
without which they probably could not have survived .... Tne
opportunity to exchange people, goods and information permitted
these tiny communities to survive disaster, notably typhoons, to
draw from a pool of ideas and innovations larger than just their
own, to integrate when useful into larger political groupings, and
to extend the range of choice of marriage partners beyond the
limited numbers of unrelated partners available on one's own island
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(Gladwin 1970: 35).

The most complete example of this body of knowledge still in existence is in
the Caroline Islands, where a number of recent studies have sought to
replicate the sea voyages, without navigational instruments, using master
navigators trained entirely within the indigenous system (e.g. Lewis 1972;
Gladwin 1970). Training of these master navigators in traditional Micronesian
society was probably the closest which traditional Pacific societies came to
formal education (Yamashita & Wilson 1968: 110). The Carolinian system of
navigating is often used as an example of the high

l~vel

of abstraction and

analysis which can be achieved by members of a pre-literate culture and, as
Lyndsay Farrall has argued;
the complexity of the system, together with its abstract and
theoretical core, make it easier to remember and transmit than if it
were simply long lists of loosely connected information.
Nevertheless it requires substantial commitment of time and formal
education methods to ensure that the knowledge is understood and
used properly (Farrall 1981: 86).

Th is traditional form of Micronesian learning seems to be significant in
current debate on nonforrnal education not only because of its subject-matter,
bu t because of the stuctures of learning involved, the traditions which
dictated who could learn and who could be a teacher, and the debate as to the
e xtent to which these traditions continue even after considerable capitalist
penetration of the Micronesian economy.

This topic is examined further in

s ection 6.3.2.

2 .5.3 Spanish and German Colonization

Spanish mariners were the first Europeans in the region in the early 16th
ce ntury.

From the late 1600's Spain maintained nominal control over

Mic ronesia, but it was effective only in the Marianas. The Spanish, for whom
rel igion and culture were inseparable (but not identical), left formal
education to the missionaries, In 1669 the Jesuits established the Colegio de
San Juan de Letran in Guam for boys, centuries before schools elsewhere in the
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Pacific islands

(Hezel 1979: 128). The influence of 200 years of Spanish

r ule in the Marianas is evident in the language, dress and customs of the
Chamorro people.

According to Francis Hezel however, the most important

l egacy is not the Catholic religion itself but the permeation of that religion
i nto almost every aspect of the culture, including education, in contrast to
t he rest of Micronesia, where Spanish influence was much more short-lived
(Hezel 1975).

Germany seized the Marshall Islands from Spain in 1885 and established a
headquarters on Jaluit Atoll, where it established a profitable copra trade,
by working through traditional chiefs (Kiste 1974: 13-14). Spain lost Guam and
the Philippines to the USA during the Spanish-American war in 1898. The
fo llowing year Germany purchased Spain's remaining holdings in Micronesia,
th us acquiring all of the territory now known as the Trust Territory of the
Pacific Islands (McHenry 1975: 5). German education, like that of the Spanish,
wa s largely in the hands of the missions, both catholic and protestant.

The

fir st secular public school in the Territory was opened i n 1905 (Ramarui 1979:
8 ). Like the Spanish, the Germans taught vocational skills including carpentry
and agriculture, but put more emphasis on the German language and on training
Mi cronesians to work and to be motivated to save money (Hezel 1980: 128).

2.5 .4 Micronesia Under the Japanese Mandate 1914-1945

In 1914 Japan militarily took possession of the Marshalls, the Carolines and
the Northern Marianas from Germany. As a result of the 1919 Versailles Peace
Conference at the conclusion of World War I, Japan was awarded this territory
by the League of Nations, under a mandate which charged it with the material

an d moral wellbeing and the social welfare of the islanders (Colletta 1980: 39
50 ). The Japanese developed the Territory extensively, by comparison with the
pre vious colonial powers.

Large and flourishing Japanese communities were

bui lt, with roads and other facilities.

By 1938 almost 58% of the population
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consisted of Japanese settlers, the primary beneficiaries of Japan's
development programs in agriculture and fisheries (McHenry 1975: 5). The
Japanese introduced modern medicine and a public school system.

A dual system

of schooling was in operation, one for children of Japanese nationals,
modelled on schools in Japan. The other, for Micronesians, was only for three
years with a possible two year extension for those who showed great promise.
The Woodworkers Apprentice School in Koror, Palau, was the highest level
educational institution to which a Micronesian male might aspire.

All the

schools were staffed with Japanese. More than half the time was spent learning
Japanese. No attempt was made to teach reading in the vernacular although many
students learnt this from protestant missionaries.

Japanese methods of

instruction relied heavily on drill and rote learning, rigid discipline,
corporal punishment and public shame for those who did not attend.

(Ramarui

1979: 5).

2.5.5 Breakdown of Traditional Modes of Production

Traditional modes of production in most parts of Micronesia were thus well
disorganized by the time US rule in the Territory began.

Spanish rule had

particularly destroyed traditional belief systems and other aspects of
culture, German rule had disoriented the economy away from subsistence
production towards production of copra and other cash crops for the world
market.

Japanese rule had transformed Micronesian society considerably with

the introduction of its settler population, expansion of agriculture and
mining and development of infrastructure.

Each of these expressions of

capitalist penetration affected the islands in a most uneven fashion, some
atolls and high islands being relatively untouched while others, particularly
the ports and trading centres being totally transformed by contact with the
colonial powers.

2.5.6 The Second World War and US Navy Rule

.,
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Following the ending of World War II in the Pacific in 1945, the Marianas,
Caroline and Marshall Islands were seized from Japan by the

us.

US troops and

aircraft had occupied the islands before the final defeat of Japan and they
became a battlefield, causing much destruction to Micronesian society.
Convinced by the lessons of the war that American control of the area was
essential to national security, US officials argued in the UN that in the
light of the substantial losses of American lives in securing the islands, the
US was entitled to exercise territorial rights over Micronesia. In 1947 the
Trust Territory of the Pacific Islands, under the UN Charter and US
administration, came into being (McHenry 1975: 32). The Trusteeship Agreement
was designated a "strategic trusteeship" under provisions considerably less
restrictive to the administering authority than those covering Australia's
trusteeship of New Guinea or Nauru. It was a status which the then Secretary
of State regarded as 'tantamount to sovereignty'

(R. Gale 1979: 47). Section 4

of Article VI of the Trusteeship Agreement declared that the USA would
promote the educational advancement of the inhabitants and to
this end shall take steps toward the establishment of a general
system of elementary education; facilitate the vocational and
cultural advancement of the population; and shall encourage
qualified students to pursue higher education including training on
the professional level (UN 1948).

During the immediate post-War period the Trust Territory was administered by
t he US Navy. C.H. Wright, the first High Commissioner, described his policy on
e ducation as follows
I would give them schools with native teachers, trained not to
impose an alien culture upon their charges, but to perfect their
own •••• That sort of education will not disturb their social,
economic or aesthetic standards, which are adequate to them and in
many ways enviable to us (Wright 1947: 96).

Gregory Trifinovitch has pointed out that this was indeed a radical policy
compared to . those of Germany and Japan which had monolingual education systems
i n the language of the governing power (Trifinovitch 1975: 98). But practice
differed from this policy.

According to Donald Smith, the lack of a clearcut
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indigenous education policy resulted in education practices that promoted the
rapid Americanization of the Micronesians during the period of Navy rule,
simply because the Navy administrators turned to what they were familiar with,
the American schooling system.

So they established a secular, co-educational,

public school system with compulsory attendance laws based on the US model
(Smith 1974). By the time the Navy handed over to the Department of the
Interior in 1951 there were 138 six-year elementary schools, 700 pupils in the
six three-year Intermediate schools, and 106 students at the Pacific Islands
Central School, the only secondary school in the territory until 1962.
Eighteen Micronesians were studying at universities in Hawaii or the US
mainland, 14 doing nursing training in Guam, while 54 students from the
T.T.P.I. were enrolled at the Central Medical and Dental School in Fiji. The
p opulation of the Territory was then 55,000 (Yamashita & Wilson 1971: 113).
Despite the ostensible civil control of Micronesia after 1951, the Territory
r emained under military security throughout the 1950's. Foreign nationals,
other than visiting UN teams, were automatically barred.

According to David

Nevin
this long period of isolation continued the Japanese policy of
barring foreigners and bears directly -on the unreality that now
afflicts the territory. For years the people there were allowed
only American models for dealing with the modern technological
world, and though the situation has opened somewhat, American models
still predominate (Nevin 1977: 79).

2 .5.7 The Kennedy Years

The UN visiting mission of Trusteeship Council members which visited the
T.T.P.I. in 1961 made a more detailed study of the Territory than previously.
Its report was critical of the US Administration in almost every area: poor
li ving conditions for Micronesian workers on the missile range, failure to
settle war damage claims, inadequate economic development, inadequate
e ducational programs and almost nonexistent medical care (McHenry 1975: 13).
Acc ording to one former Assistant Secretary of the US State Department, the
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report of the 1961 UN visiting mission and attendant publicity stunned the new
Kennedy administration, resulting in a series of new US Government initiatives
in Micronesia (McHenry 1975: 14).

The Territory was open to foreigners for the first time in 15 years (with
the exception of the former bomb-testing sites of Bikini and.Enewetok and the
Kwajelein missile range in the Marshalls). The Territory was united under a
single civilian administration under the Department of the Interior and a
Headquarters established in Saipan in the Northern Marianas. An American-style
hospital system was introduced, and financial appropriations which had
averaged $1 million annually between 1947 and 1963 leapt to $15 million in
1963 (McHenry 1975: 15). A large proportion of this increased allocation was
earmarked for school building; education became the consciously chosen
instrument by which the US Administration decided to make its impact on
Micronesia. As President Kennedy signed the bill authorizing the substantial
increase in the appropriation for the Trust Territory he said 'education is
the key for further progress - political, economic and social', adding that i t
was the intention of the US Government to bring about striking changes and
developments in Micronesia, especially in the field of education, in order to
upgrade the educational system in the Territory to a level comparable to that
of the US (Micronesian Reporter 11(4): 8). As a result of this bill the
Accelerated Elementary School Construction Program (AESCP) got under way,
influenced, as noted in section 1.1.1, by the human capital school of economic
theory.

Another initiative of the Kennedy Administration was the appointment of a
survey mission, headed by Professor Anthony Solomon, a Harvard Professor of
Economics to 'make recommendations leading to the formulation of programs and
policies for an accelerated rate of development so that the people may make an
informed and free choice as to their future, in accordance with US
responsibilities under the Trusteeship Agreement' " (McHenry 1975: 16). The

I'
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committee visited Micronesia and submitted its three volume report in 1963.
The report was immediately classified secret.

Volume 2 on economic and volume

3 on social developments later became public but Volume 1 on political
development remains classified.

The publication of excerpts from the

classified volume in The Young Micronesian, the magazine of the Micronesian
students at the University of Hawaii, led to charges by many Micronesian
leaders that the US Government was attempting to secure the permanent
affiliation of the Territory to the USA. The Solomon mission recommended a
plebiscite, with only two alternatives, independence or permanent affiliation
to the USA as a Territory. The classified volume canvassed the issue of how to
ensure a favourable outcome for the USA (a majority in favour of permanent
affiliation) while at the same time not attracting opposition from the UN
Trusteeship Council. Among the policies recommended were 'introduction in the
school system of US-oriented curriculum changes and patriotic rituals' and a
Community Action Program by 60 Peace Corps workers (McHenry 1975: 238).
Although controversy surrounds the issue of whether the recommendations of the
Solomon Committee were ever implemented, the Peace Corps volunteers were sent
to Micronesia in even larger numbers than envisaged by Solomon. Official
thinking seems also to have been influenced by his assumption that as economic
development was not possible (in the sense of getting a good return on
productive investment), the USA should therefore concentrate on "social" or
"conununity" development.

Another Presidential report with far-reaching implications for
Micronesia, "The Problem of Poverty in America", was also commissioned by
Kennedy but not published until 1964, after his assassination.

The incoming

Johnson Administration accepted the Report's analysis of the causes of poverty
and embarked on two major legislative programs based on it: the Economic
Oppo rtunity Act and the Elementary and Secondary Education Act, both of which
were described by the Johnson Administration as part of a "war on poverty".
Although neither of these laws was framed with the needs of the Micronesians
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in mind, by 1967 the Office of Economic Opportunity had established an office
in Saipan and was funding "Cormnunity Action Agencies" in six districts under
several titles of the Equal Opportunity Act, including the early childhood
program for di sadvantaged pre-school children "operation head-start" (Hosie et
ale

1971: 36). For the purpose of these Acts the whole of the Trust Territory

was treated as one of the States of the USA. This was the beginning of the
massive introduction of federal funding into formal schooling and nonformal
education projects in a way which almost completely determined the form they
took.

2.5.8 Nathan Associates' Economic Development Plan for Iv1icronesia 1966

The Solomon Report recommended that a long-range plan for the economic
development of the Trust Territory be prepared.

In 1964 a legislature, the

Congress of Micronesia, was established, but it was subject to vetoes by the
Administration officials and had no control over the federally appropriated
budget.

Thus, while there had been some development of political institutions

there was no basis for Micronesians to undertake large scale development
planning so a team of US consultants, Robert Nathan Associates, was hired to
prepare a plan.

No Micronesians were on the team and none of its members had

had any prior experience of the Territory (Kent 1982: 5). In the words of John
Singleton, a member of the Stanford Research Institute team which later
reported on education in Micronesia
Nathan Associates had implicitly assumed physical resource
development to be the prime goal of US policy in the administration
of the islands. Their plan, for example, called for developing a
disciplined and productive labor force that could be concentrated in
accessible urban centers and used in a profitable manner by both
traditional and modern industries, including the exploitation of
resources for tourism. Reminiscent of the development of Hawaii,
Fiji and the mainland US, it was proposed, in all seriousness, that
labourers be imported from countries like the Philippines where
people were accustomed to the "real" value of their labor and would
not demand the "unrealistic" wages currently paid to Micronesians by
the island government bureaucracy and would be willing to put forth
intensive efforts in their labor (Singleton 1974: 88-89).

.,
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The Nathan Plan argued that greater economic development could only come about
by the greater integration of the Micronesian economy with that of the USA and
that
the necessary "muscle building" for economic development
requires an awakening of a philosophy among Micronesians which is in
many ways foreign to their history and culture. Because of this,
the process will necessarily be slow and probably frustrating to
many people. But if historical and cultural impediments are fully
recognized and understood the difficulties and slowness of making
progress can be at least partially overcome (Nathan Report 1966:
111 ) •

The Nathan Plan was but the first of a series of plans by consultants, most of
which identified economic planning with physical planning, a view that was
e ncouraged by the location of the Trust Territory Planning Division within the
Department of Public Works, rather than in the High Commissioner's Office
(Kent 1982: 7).

2 .5.9 The Stanford Research Institute's Educational Plan 1967

A somewhat different approach to that of Nathan Associates was taken by the
t eam from Stanford Research Institute (S.R.I.) commissioned to prepar e a
master plan for educational and manpower development in 1967. Indeed, one of
t he members of the team later referred to i t as 'a necessary political and
a dministrative antidote for the Nathan Report'

(Singleton 1974: 88). Rather

t han concentrating on physical resource planning, the S.R.I. team emphasized
h uman resource development, opposing the importation of labourers or of
foreign capital to take advantage of cheap labour of Micronesians. While the
Nat han Report had stressed the need for greater integration with the USA, the
S .R.I. Plan recognized that Micronesians might wish to opt for some type of
independence (Singleton 1974: 89). However there were many inadequacies of the
S. R.I. Plan, which are now evident from comparison of projected manpower
fi gures with what actually happened.

As Lynn Smith (1975: 33) has pointed out

the S.R.I. team emphasised occupations requiring college-level education, to
the neglect of jobs for skilled labour.

She concludes that 'the study was
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directed not so much at developing a self-reliant country but rather to
replacing with Micronesians many of the Americans then holding government
positions'.

The S.R.I. team also overestimated (following Nathan Associates)

the extent to which the private sector would provide employment in the Trust
Territory. This extraordinary error resulted from assuming that the labour
market characteristics of Micronesia would be the same as for the USA, the
most industrialized capitalist country in the world (Platt & Sorenson 1967:
26). Similarly all the educational qualifications assumed to be required for
the occupations followed the requirements in force in America, totally
ignoring the escalation of paper qualifications that has taken place in that
country, far beyond the real needs for employment.

Looked at from the viewpoint of current-day thinking on development
theory, the assumptions of both Nathan Associates and the Stanford Institute
seem to be extraordinarily naive.

No attention appears to have been paid to

the nature of relationships between the traditional society and the western
institutions, or, from the perspective of our preferred paradigm, to the
articulation of the traditional modes of production with the capitalist
economy in the exchange sphere, nor to how capitalist industrialization would
be initiated, which would be necessary to produce the assumed labour market in

the private sector which was advocated.

2.5.10 Economic Impact of Investment in Education by the US

Both plans led to a situation where investment in physical and human capital
was the main characteristic of expansion in Micronesian education under the
Kennedy, Johnson

and Nixon administrations.

Inspired by the then fashionable

human capital theory a massive shift in the financing of schooling took place
ove r the years 1962-1975. This resulted not only in a large increase in
buildings and infrastructure, but the importation of personnel from the US in
considerable numbers.

The 1963 Report to the UN mentions a target of 522 new
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elementary classrooms and 246 houses for American teachers to be built by 1965
in order to implement the new teaching-in-English policy.

The outcome of

these policy changes was to radically alter the relationship between local
communities and schools.

Whereas prior to the Kennedy era schools had been

fully supported and financed by the local village, the changes meant that
schools were now provided by district funds, substantially supplemented by
federal funds under various programs or \' ti tIes ". These included special
programs for school construction, bicultural education, aid to handicapped
children, school lunches, and special oral-English teaching.

Schooling thus

moved from being a means of mobilizing resources of the village and community,
as in Fiji, towards a situation more like that in New Caledonia, whereby
schools became the channel for filtering large amounds of US Government
funding down to the village level.

As Chapter 3 shows, nonformal education in

the Trust Territory has tended to follow a similar dynamic, with several
programs, particularly youth, women's and adult education programs relying on
the ability of individuals to apply for federal funding under the various
"ti tIes 'I of US mainland programs which are operative in the Terri tory.

Yet another initiative of the Kennedy Administration which was to have
lasting implications for Micronesia was the introduction of the US Peace Corps
(Kennedy 1961). Although mandated by the US Congress to serve in foreign
countries, the Solomon Committee had recommended the use of Peace Corps
Volunteers and legal difficulties were overcome in order to send them to the
Trust Territory (Ballendorf and Seay 1976: 25). In 1968 f the peak of their
activity in Micronesia, there were some 800 Americans attached to the Peace
Corps in the Territory, representing one Peace Corps member for every 93
Micronesias and outnumbering those of the Administering Trust Territory
personnel by three to one (Ballendorf and Seay 1976: 23). Although Peace Corps
members worked ·in all areas, the majority were teachers and their presence
irreversibly affected the formal schooling system.

Others worked in community

development and nonformal education programs, many in rural areas where they
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learnt the local languages and became a channel of communications between the
Micronesians and the Administration. The most controversial were the lawyers,
some of whom are credited with urging the Micronesians to petition the US
government for independence and drafting such petitions for Micronesian
leaders.

Many were critical of US policy in Vietnam and were accused by

Department of Defence officials of being antithetical to US interests (Stern
1969: 15).

The solid presence of US personnel in the islands affected the economy
and society in major ways.

As few of them were investors or agriculturalists,

as in Fiji and New Caledonia their impact on traditional modes of production,
where these still existed, was in terms of their spending patterns and their
creation of employment in construction etc.

Through their domination of the

schooling system they introduced American English as the main lingua-franca
and imported the American system of schooling, but with less success than the
French had in importing their type of schooling to New Caledonia. However,
despite attempts to promote the ideology of free-enterprise, the number of
jobs created in the private sector remained small.

The major recruitment into

the capitalist mode of production came when educated youths took over the jobs
of the departing American administrators, teachers and Peace Corps workers.

Of perhaps equal importance to the Micronesian economy and society is the
large number of Micronesians studying outside the Territory on various federal
funding programs.

Douglas Harlan, who visited the T.T.P.I. as a

Representative of President Carter in 1977 to report to the US Congress on the
need for a College in Micronesia, has described student financial aid as a
major means whereby young Micronesians participate in the cash economy.

He

argues that
despite the large numbers of Micronesian students studying
abroad there does not seem to be a reasonably proportional number of
graduates •••• A review of the colleges attended by most Hicronesian
students reveals that acceptance is not a major obstacle since most
of the institutions, with all due respect, are likely candidates for
the "Who I s Who" of obscure American colle ges. • • • Information on
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degree holders is very sketchy but there is evidence that many
Micronesian students extend their education as long as possible
without concern about graduating. One possible explanation is that
the financial aid package is so attractive that achieving the status
of "college student" becomes an effective method of participating in
the money economy. Thus, termination of student status in the
absence of job opportunities means termination of participation in
the money economy. Support for this notion comes from the fact that
the average annual income for a Micronesian working in the money
economy is $3,937 for employees of the Trust Territory headquarters
government and $1,034 for employees of the private sector, while a
typical student financial aid package is about $3,500 per year and
ranges in some cases as high as $6,000 and more (Harlan 1977: 9).

Harlan's observations also point to a further reason for the lack of
development of the private capitalist sector in the Trust Territory, namely
lack of incentive to young graduates, given the higher salaries available in
government employment.

*

*

*

*

*

The large nmnber of young Micronesians in full time schooling, who are not
necessarily required to demonstrate the high levels of achievement that their
counterparts in both Fiji and New Caledonia are required to do, creates a very
different environment for nonforrnal education than that in either of t he other
two countries.

A dropout from the I'1icronesian system must take much more

individual blame than dropouts or "push-outs" from either of the other two
systems.

The

yo~ng

person who cannot finish high school, unless he or she

lives in a remote village, is more likely to be labelled a

\I

deviant" of some

type and a large amount of research on youth in Micronesia has been done into
problems of suicide (Rubenstein 1980), alcoholism (Marshall 1979), and
delinquency (Kenney 1976). This approach has also influenced the types of
nonformal education for young people which have emerged in the Trust Territory
a nd its constituent States, as is shown in Chapter 3.
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2.6 A COMPARISON OF THE FORMAL EDUCATION SYSTEMS IN THE THREE
TERRITORIES AND THEIR RELATIONSHIP TO DEVELOPMENT STRATEGIES

The three countries of this study have developed somewhat different schooling
systems as a result of their differing histories.

Nonformal education is thus

operating in considerably varying environments in each of the three
societies.

The system which has emerged in Fiji shares many of the problems

of schooling systems in other independent Pacific island nations, its most
notable characteristic however being the presence of the Indian population.
This non-indigenous majority is more successful in scholastic achievement than
the Fijian population, giving rise to considerable problems at the political
level and leading to a preoccupation with the task of improving the school
performance of Fijians. While generally high levels of failure, dropping out
and repetition of classes are seen by many as problems of the system rather
than of individuals, failure is still seen by many of the students and their
parents as a personal failing and can have adverse effects on their attitudes
towards nonformal education.

The other characteristic of the schooling system in Fiji is the voluntary
nature of the administration of much of it, and the high level of personal and
community savings mobilized for educational purposes through the voluntary
school committee system.

In this it stands in direct contrast to those

systems in New Caledonia and the Trust Territory which are funded by
metropolitan governments and where no fees are payable by the students or
their parents.

Thus the schooling system in Fiji is one mechanism whereby the

subsistence or pre-capitalist sector subsidizes the reproduction of labour for
the capitalist sector.

Through the voluntary building of classrooms and

teachers' houses, and provision of food for teachers, those in the subsistence
sector contribute their labour to the lowering of the costs to the government

"

of providing schooling.
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In New Caledonia and the Trust Territory the reverse

takes place: the school is one of a number of institutions whereby capital
from the metropole penetrates the rural areas.

In New Caledonia this is done

by means of centrally selected and appointed teachers; those from France are
paid an extra allowance which increases the further they are stationed from
Paris. Scholarships are also contributed by the Territorial administration
towards the cost of keeping secondary students in private schools, including
boarding schools, where necessary.

In the Trust Territory schooling has

become, even more, a means of capitalist penetration of the rural economy.
All schools, including private schools, become eligible under a variety of
federal programs for funding, not only for their buildings and teachers'
salaries but also for school meals.

This not only means that less food is

required to be produced under subsistence conditions by local communities, but
there is also an injection of cash into the local economy, creating wage
labour (e.g. as cooks, janitors etc.)

and a market is created for certain

food crops by the schools.

The schooling systems differ considerably in the degree to which they
screen out prospective entrants to the higher levels of education.

The French

system in New Caledonia is by far the most competitive, and while there are no
formal barriers to Kanaks succeeding in that system, very few do so.

The

majority of New Caledonians who gain scholarships to university in France are
those of European origin.

Private schools in New Caledonia have allowed a

greater percentage of Kanaks to succeed than have the government schools.
However the New Caledonian schooling system remains basically a European
system with a southern hemisphere timetable.

The next most competitive is

that in Fiji. It too suffers from domination by an outside curriculum, this
time from New Zealand, although a good deal more flexibility is possible than
in New Caledonia. For example initial schooling is in the vernacular, there
are some courses specifically designed for conditions in Fiji such as the
"Modern Studies" course.

Also within the New Zealand Schools Certificate and
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the University Entrance examinations are certain "South Pacific options",
courses based on the history, geography and culture of the region.
Nevertheless fees and the general costs of schooling keep out many, and
inadequate preparation at lower levels means that many fail and repeat years
in the higher forms.
least competitive.

The schooling system in the US Trust Territory is the
Indeed it is not even necessary to pass an examination to

be promoted to the next class.

Curricula are generally based on those taught

in American schools, with very little Micronesian history and culture being
taught.

Technical subjects and agriculture are rarely taught in Trust

Territory high schools.

More than elsewhere in the Pacific, 'Micronesian

schools are designed to prepare young people for still another school, with
visions of a college education and high-salaried employment as the capstones'
(Harlan 1977). But they do so with nothing like the academic rigour of the
French schools in New Caledonia. Grants are available to high school graduates
to attend colleges in the USA. Some of these students have great difficulties
with English and failure is common, nevertheless the longer time they spend in
formal education postpones later than for most young people in the Pacific the
decision of how to make a livelihood.

Schooling is thus a cultural import in each of the three societies
studied.

Even in Fiji, where indigenous content of the curriculum is

greatest, including the study of local languages, the organization of
schooling owes almost nothing to traditional Fijian custom or thinking.

The

church, by contrast, is much more a transmitter of traditional Fijian values
and practices.

The French schools in New Caledonia and American schools in

Micronesia are even more alien institutions for the Kanaks and Micronesians.
Kanak students, like their counterparts in France, study English, German or
Spanish, but rarely Kanak languages.

Bicultural education came to Micronesia

not as a recognition of the needs of Micronesian students, but as a result of
the introduction of federal programs for mainland US students, mainly those of
Hispanic origin.

"
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Community attitudes towards those who drop out of high school early
differ in the three countries.

In Fiji i t is generally regarded as a

structural problem due to the lack of sufficient school places, particularly
in the rural areas, or lack of sufficiently good teaching to achieve one of
those places.

"Drop-outs" are often referred to as "push-outs" and accepted

back in their villages where they can form the backbone of rural youth club
activities if they decide to stay.

The greater fear is that they will migrate

to the city, fail to gain employment and be a financial burden on relatives,
begin stealing, or otherwise get on the wrong side of the law.

In New

Caledonia failure to complete secondary education is very widespread among the
Kanaks. The Caldoches and French regard i t as an unfortunate cultural failure
on the part of the Melanesians generally, demonstrating that they need a
different "second-rate" form of education.

The Kanaks resist this

interpretation very much, preferring to see i t in structural terms, as a
system which systematically discriminates against them, an interpretation
which leads to widespread disillusionment with the so-called "adapted" forms
of education provided for them.

In the US Trust Territory on the other hand

failure to complete secondary education is less common than in either of the
other two territories.

However those who do drop out early, unless they are

in rural areas, are more likely to be regarded as deviant and to suffer
individual blame for the waste of opportunities and often a betrayal of one's
family expectations.

The Trust Territory has one of the highest youth suicide

rates in the world and several projects of nonformal education seem aimed at
individual rehabilitation after failure, which often manifests itself in
committing criminal offences.

Thus the environment within which nonformal education operates in each of
the three socie.ties is considerably different, arising from differing
historical, cultural and socia-economic factors.

Chapter 3 illustrates how

ce rtain events, particular demonstrated needs and the presence of particular

"
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organizations or leaders, together with socio-economic conditions of the time,
contributed to the emergence of differing patterns of provision of nonformal
education in each of these three societies.
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Chapter 3

THE EVOLUTION OF NONFORMAL EDUCATION IN FIJI, NEW CALEDONIA
AND THE U.S. TRUST TERRITORY, MICRONESIA

While the unit of analysis for this study is the project of nonformal
education, section 2.2.3.3 argues that an adequate analysis of nonformal
education and development must include a historical analysis, situating each
project in the social and economic envirorunent in which it arose.

This

chapter aims to examine the social dynamics behind the origins of a number of
projects of nonformal education, to identify some of the issues of debate
which surrounded their founding, and to illustrate the process of
policy-making in the field of nonformal education in each of the three
countries.

The projects are selected according to the principles of

"theoretical sampling" described in section 1.5.1 from nonformal education
projects in the three countries aimed at three target groups; youth, women and
those already in employment.

The particular needs which they were perceived

by their founders to meet are described.

The youth and women's projects are

c onsidered in more detail in the two subsequent chapters.

Prior to this,

however, some attention is paid to historical factors influencing the South
Pacific region as a whole, in particular the influence of regional
institutions.

3 .1 CHARACTERISTICS OF THE REGION AS A WHOLE WHICH HAVE INFLUENCED
THE EVOLUTION OF NONFORMAL EDUCATION
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Attention has been drawn to the cultural diversity of the Pacific Islands
region (see Introduction), in terms of both indigenous cultures and colonizing
powers.

Although the Spanish explorers arrived in the Marianas in the

seventeenth century, most Pacific islands were colonized much later than other
major regions of colonization - Latin America, Africa, the Caribbean and Asia.
The vastness of the Pacific Ocean and the small, isolated centres of
population meant that the region was never sought after as a source of cheap
labour or as a market for manufactured goods to the extent that other areas of
the Third World have been.

Although colonization in the South Pacific followed the pattern
established in Africa it differed in some respects from other regions.

Social

change has generally proceeded at a faster pace in this region than elsewhere,
due largely to a combination of the late colonization and the fact that the
islands were caught up in the combat of World War II. Thus there are islanders
still living who remember a great deal about aspects of traditional society;
custom is not something which is only known about in the abstract, it is a
living presence in the villages.

All the Pacific islands are geographically distant from their initial
colonizing power and generally were seen as a low priority as compared to
other regions of colonization.

This led, in many cases, to neglect, and in

others to the emergence of powerful settler elements (e.g. in New Caledonia)
with influence in the Metropolitan capital.

The generally high rate of literacy achieved early in Fiji and New
Caledonia as a result of the activities of Protestant missionaries is noted in
Chapter 2. This is a general phenomenon throughout the Pacific (with the
exception of the most remote regions of Melanesia) and has meant that
governments and administrations have not, in contrast to Latin America for
example, embarked on mass adult literacy programs which, in many countries,
are the predominant form of nonformal education.

"
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Just as the Pacific region was late in being colonized, so it was also
late in being decolonized.

While most African countries gained independence

in the 1960's, the only Pacific territory to do so was Western Samoa (in
1962). Fiji achieved political independence in 1970, well after most African
nations.

The remaining British colonies had become independent (or moved to

Free Association with New Zealand) by 1979. None of the French or US
territories have yet gained independence.

As with all territories which had

not gained political independence by the beginning of the 1980's, they are
among the so-called "hard cases".

This means that the issue of political

sovereignty remains an important one in the political life of these
territories, affecting policy-making in all fields, including education,
particularly nonformal education.

The late decolonization of the South Pacific territories has meant that
colonial powers exercised an inordinate influence on the development of
educational policy throughout the important period of the 1960's when
educational expansion was proceeding at an ever-increasing rate.

Formal

schooling is still dominated by external examination boards, regardless of
whether a country is independent or not, influencing teaching and learning at
all levels.

A large proportion of school pupils in the Pacific study in their

second language and the local content of the formal schooling systems in the
South Pacific is probably lower than in most Third World countries,
notwithstanding such initiatives as the UNESCO/U.N.D.P. Curriculum Development
Project at the University of the South Pacific (Bishop 1973, Kennedy 1980,
Baba & Fraser 1983).

3.1.1 Regionalism and Regional Institutions

With such small populations in the Pacific islands, regionalism in the South

,

Pacific takes on a highly significant practical aspect.

Many initiatives in

the field of nonformal education have corne from regional bodies, in particular
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the South Pacific Commission, founded in 1947 by the colonial powers of the
region, still the most significant body in terms of regional technical
assistance, and the only one which includes all territories of the region,
whether independent, self-governing or dependent.

Regional organisation of

nonformal education is usually justified in terms of its role 'as an adjunct
to national development strategies; particularly as a device for achieving
economies of scale'

(Herr 1979: 15), or for its role in cultural or

educational exchange.

3.1.1.1 The South Pacific Commission

As described in section 1.1.4.1, the South Pacific Commission (S.P.C.) was
involved in various projects of "community development" in the 1950s. Any
discussion of the historical evolution of nonformal education from the 1950s
to the 1970s is somewhat complicated by the fact that the term "nonformal
education" was not in use during that period; however many programs, which
would now come into the category of "nonformal education", had their origins
then.

Thus this chapter looks at the origins of policies and structures in

areas such as adult education, women's programs, on-the-job training, and
rural youth work, fields which today are all regarded as part of nonformal
education.

Since 1965 the policy-making body of the S.P.C. has been the South
Pacific Conference which meets annually and includes representatives of the
island governments together with France, the USA, the UK, Australia and New
Zealand (Fry 1982: 462). In 1983 this became the Committee of Representatives
of Governments and Administrations.

Adult education has been a concern of the S.P.C. since the 5th South
Pacific Conference meeting at Pago Pago in 1962 urged island administrations
t o get involved in a wide range of adult education activities.

Since the

es tablishment of the University of the South Pacific (U.S.P.) in 1970, adult

114

education courses for credit in u.s.P. member countries have largely been the
responsibility of the University Extension Centres. The S.P.C. has
concentrated its adult education activity in the fields of community education
(for women), training in audio-visual production and management, youth leader
training and health education.

In addition the S.P.C. has contributed to

formal education through the production of material for the teaching of
English as a second language and in the training of statisticians for island
administrations.

The oldest area of continuous involvement by the S.P.C. in nonformal
education is the training of women.

One of the first projects proposed by the

S.P.C. in 1947 was 'a study of education and social development of women and
girls, in relation to the status of women'

(Slatter 1983: 5). In 1959 the

S.P.C. appointed a Women's Interest Officer, Mrs Marjorie Stewart, who
travelled extensively throughout the Pacific for two years, visitng women's
clubs and encouraging the governments to appoint their own women's interest
officers, whose tasks would be to implement programs of adult education
through women's clubs, predominantly in rural areas.

A women's interest training seminar in 1961, which brought together many
women working in this field, recommended that a training centre be established
by the S.P.C. in order to make the work of the women's interest officers and
the women's clubs more effective.

Thus in 1963 the Community Education

Training Centre (C.E.T.C.) was established, with the financial and technical
assistance of the F.A.O.

(Food & Agriculture Organization of the U.N.).

According to Marjorie Stewart, the C.E.T.C. was to be
for a wide variety of field staff, the initial step in the plan
being a Homecraft Training Centre where courses will be offered for
island women preparing for the task of Area Organizer for Women's
Interests (Stewart 1963: 60).

In effect, what was to be the first step became the sole program, for no other
courses were added to the C.E.T.C. other than the · initial one entitled

.,
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"Community Education for Better Home and Family Living" a course based on home
economics.

Although the curriculum of the home economics course has been

broadened to include appropriate technology and some book-keeping, in addition
to the core subjects, no other courses have been added.

The C.E.T.C. is

examined in some detail in section 5.5.1.

The second major area of involvement by the S.P.C. in nonformal education
has been programs for out-of-school youth.

In its first two decades the

S.P.C. seemed to concern itself more with formal education for young people
through projects such as the teaching of English as a second language.

In

1972 the S.P.C. changed the designation of its "Youth Work Officer" to
"Specialist in Out-of-school youth Education", a change which aimed 'to
highlight a problem of crucial importance to the Pacific and reflect more
accurately the nature of the work of the specialist appointed by the
Commission to deal with it'

(S.P.C. 1973: 141). The incumbent of this position

in 1972, F.L. (Peter) Higginson, was heavily involved in running a course for
youth leaders in Fiji which helped to develop the S.P.C.'s thinking on
nonformal education for out-of-school youth throughout the region (see section
3.2.7). However it was not possible for the S.P.C. specialist to run courses
in each member country and, at a planning conference on out-of-school youth
held by the S.P.C. in 1974, it was decided to establish a decentralized
training program in the form of a regionally-based mobile training team to
serve the whole Pacific Region. It was 1977 before the proposal "S.P.C. Mobile
Training Programme for Development Workers" was agreed to by the South Pacific
Conferenc_e and 1979 before the first nine-month course took place in the
Solomon Islands (James 1979). The mobile team is further discussed in section
4.5.1.2.

In addition to full-time courses in horne economics, youth leadership and
a udio-visual production, the S.P.C. contributes to nonformal education through
i ts health education programs, and to the development of policy through

II
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numerous conferences and specialist seminars, on topics such as agricultural
education, women's programs, integrated rural development, dental health,
migration, fisheries, rural technology etc.

In general, participation in

these seminars is restricted to appointees of governments, but often
significant non-governmental organizations, e.g.

the Y.W.C.A., are invited to

send delegates or observers.

The only other truly regional organizations in the Pacific concerned with
nonformal education are the Pacific Conference of Churches, and the PEACESAT
two-way educational radio network.

Other institutions such as the University

of the South Pacific and the South Pacific Bureau of Economic Co-operation
(established by the South Pacific Forum, the body which represents all the
independent island nations plus Australia and New Zealand) are really
sub-regional, as they exclude the non-independent territories of the region.
S.P.E.C. also concentrates on more technocratic aspects of development than
does the S.P.C., e.g.

marketing arrangements, fisheries, trade and

transport • .

The University of the South Pacific has made a major contribution towards
nonformal education in the region through its Extension Centres In each of the
independent (Commonwealth) countries of the region.
Laucala Bay (Fiji) and Alafua (Western Samoa)
an important role as resource people for

Its academic staff on the

Agricultural campuses also play

nonfo~~al

education provided by other

groups (see section 6.1.7). Other sub-regional organizations exist in other
parts of the region, e. g.

the College of Micronesia,

~!>/hich

has made a

definite contribution to nonformal education in the Trust Territory through
i ts extension centres, but which remains linked into the American educational
system (see section 6.3.5) and sub-regional institutions in the French
territories e.g.

ORSTOM, Office de la Recherce Scientifique et Technique

Outre-Mer, which has published important research in the social sciences of
use to nonformal education practitioners.

117

3.1.1.2 The Pacific Conference of Churches

The Pacific Conference of Churches (P.C.C.) had its origin at an Assembly in
1966, which brought together representatives of most of the major protestant
denominations throughout the islands (Tevi 1983: 148). In the early 1970's the
P.C.C. established a secretariat in Suva and recruited a number of program
staff concerned with education, social and economic development, the status of
women, youth and public affairs, including opposition to nuclear testing and
the decolonization of the remaining non- self-governing territories in the
Pacific. The P.C.C. is, in effect, the local Pacific expression of the World
Council of Churches, with the significant difference that, since 1976,
national Roman Catholic Churches have also been members (Garrett 1982: 306).
The P.C.C. is perhaps the most significant channel through which ideas move
from the Francophone to English-speaking territories and vice-versa, church
youth-work and women's club's in New Caledonia have been influenced by
experiences in the English- speaking Pacific. This is achieved partly through
the many specialist gatherings of women, youth, educationalists etc., and also
because members of Francophone and English-speaking Churches are students
together at the Pacific Theological College in Suva.

3.1.1.3 PEACESAT Satellite Broadcasting

PEACESAT, (Pan-Pacific Educational and Communications Experiments by
Satellite), is an experimental project set up in 1971 by researchers at the
University of Hawaii utilizing an old weather satellite, ATS-1, owned by NASA
(National Aeronautics and Space Administration) of the USA. PEACESAT initially
linked low-cost ground stations in Alaska, Guam, Hawaii, Wellington, and
Noumea with two-way voice communications, used for educational, community
development, medical and other welfare-related purposes (Plant 1979). The
terminal in Noumea is at the South Pacific Commission Headquarters, and in
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1972 a terminal was established on the campus of the University of the South
Pacific in Suva. It is the major means whereby the Extension Centres in the
various member countries of the U.S.P. communicate with each other.

Lectures

and tutorial classes with students and teachers in different island groups are
also held by means of the satellite (Griffin 1981). All the member countries
of the U.S.P. region are now members of the PEACESAT consortium and of the
U.S.P.'s own network, USPNET. In the Micronesian region another sub-regional
network, the Department of the Interior Satellite Project, was established
linking the district centres on all the islands.

It also uses PEACESAT and

ATS-1. In 1982 this network was handed over to the island administrations and
became MICRONET (Hill 1985).
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3.2 EVOLUTION OF THE INSTITUTIONS OF NON FORMAL EDUCATION IN FIJI

This section examines significant events in the emergence of organizations and
institutions of nonformal education in Fiji. As with formal education,
nonformal education in Fiji has largely been a matter of non-governmental
initiatives being given some government support; yet the government has proved
extraordinarily reluctant, or unable, to play any co-ordinating or
policy-making role in this field.

The result has been that many projects of

nonformal education have emerged as a result of ideas by particularly active
individuals or small groups and often continue to operate in isolation from
other projects with similar aims and target groups.

3.2.1 Women's Projects

Women's projects were among the first nonformal education activities to be
systematically organized in Fiji. The fact that women's work was the one area
of the S.P.C.'s community development project in Moturiki in the 1950's in
which permanent gains appeared to have been made (see 1.1.4.1), could well
have influenced this.

Women's education was also an area in which the South

Pacific Commission made an early and significant contribution in other ways.
Following a workshop in Fiji in 1959 conducted by Mrs Marjorie Stewart of the
S.P.C., a depuatation of women urged the government to become more involved in
women's work.

As a result of this a "Women's Interest" office was established

within the Department of Education. In 1960 the first Women's 1nterest Officer
was appointed.

Her task was to stimulate the growth of women's clubs, cookery

c ourses, nutrition, sewing, child-care classes and handcrafts production
(Gokal 1978: 33).

The Women's Interest Officers concentrated their activities in the rural

areas, but there was a growing body of women, some of them members of the PanPacific and Southeast Asian Women's Association (see section 5.4.1), who saw a
need for attention to be paid to the training needs of women and girls who had
migrated to the urban areas.

At a public meeting in Suva in 1961, these needs

were highlighted and the formation of a Fiji Y.W.C.A. proposed to provide
services for these women.

Two Australians, Ruth Lechte and Anne Walker,

became the first staff members of the Fiji Y.W.C.A. in 1962. From its
beginning the Y.W.C.A. gave priority to training in job skills for unemployed
early school leavers and other young adults (Waqa 1977: 31). At that time it
was one of the few organizations, of men or women, which had such a focus.
Both the government Women's Interest Officers and the non-governmental
Y.W.C.A. have played important roles in the growth of nonformal education for
women in Fiji, albeit in different ways.

Both are described in Chapter 5.

The Methodist Church also took an early interest in the plight of female
school leavers who failed to achieve academically.

Its conference voted in

1967 to set up a school for girls who had failed their secondary school
entrance examinations, which would give them training in traditional c rafts,
sewing, home nursing, agriculture, and other skills which they could use for
the improvement of their villages.

The first Principal of the Methodist

Handcraft and Farming School at Delainavesi, was Markareta Sotutu, a Fijian
missionary with great experience with rural women's clubs.

It became renowned

throughout the Pacific, as a centre for training in handcrafts and a prototype
for other training centres, including, much later, the government's own
Multicraft Centres (see section 5.6.1).

3 .2.2 The Co-operative Movement

Another very ' traditional form of nonformal education in Fiji is that given by
t he local co-operative societies.

Founded in 1947 as part of the Department

of Agriculture (Singh 1985), the co-operative movement has done more than any

"
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other institution to introduce consumer goods to the remotest areas of Fiji
and with them, the knowledge and understanding of commercial transactions
(Lasaqa 1984: 101). However its success has always been limited by its
e mphasis on retailing, something which the private business-houses such as
Burns Philp and Carpenters could always do better, and by the weakness of its
c ommodity base, mainly copra, yaqona and other low priced crops.

In the early

1960's a decision was made by the then colonial government to initiate
c o-operative training as a way of saving the co-operative Movement (Qalo 1983:
32). In 1964 the Co-operative Education Centre was established at Lami, near
Suva. With residential facilities for 30 adult students, the Centre provides
s ix-week courses in the organization of co-operatives and financial management
f or members of both rural and urban co-operatives (Nand 1969: 43). However the
r ole of co-operative training in increasing the economic effici e n cy and
vi ability of Fiji's co-operatives remains controversial (see Qalo 1983, 1985
an d Lyons et ale

1983: 287-88). Of more importance to the current study

however is the observation that co-operatives education in Fiji continues to
ope rate pretty much in isolation from other nonformal education in t h e
country.

3 .2.3 Nonformal

Ag~icultural

Training

Fi ji has a long history of formal agricultural education.

The Navuso

Agr icultural College was established by the Methodist Church in 1932. With
steadily increasing levels of formal education in Fiji the level of its
cour ses has changed over time and although intended for boys who would go into
farm ing, often more of its graduates were absorbed into government
bure aucracy.

According to Geoff Bamford, a former Principal of the College,

ther e has been pressure at various times to provide courses which conform to
the normal academic secondary level curriculum and which can be tested by
external examination, pressure which was resisted (Bamford 1971: 2). Yet at
the s ame time there was the problem that basic farming skills in a usable form
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were not being acquired by the students.

In 1961 Bamford initiated a new

course, the "Student Farmer Scheme" which was, in effect, the first attempt at
systematic nonformal agricultural education for boys aged 19-24 in Fiji, and
possibly anywhere in the Pacific. It has been referred to as "apprenticeship
farming" as no formal instruction is given (apart from book-keeping) and
students learn by growing and marketing their own crops and livestock.

It was

primarily aimed at young Fijian men who wished to become galala ("independent
farmers" see section 2.3.5), to enable them to get together some capital.

The

scheme is discussed in some detail in section 4.2.1.

Another innovation in nonformal agricultural education began in 1969 on
the island of Taveuni, when the Marist Brothers' Oceania Province transferred
its training seminary for Pacific Islanders from Sydney to the 1200 acre
Catholic Mission on the island.

Father Bransfield and a group of Brothers

began to employ local youths aged about 16-20 to work on the site.

These boys

showed great interest in doing some formal study, so a course was designed for
them in which they spent one day a week studying agriculture, building,
mechanics, English, current affairs and co-operatives.

The rest of the time

they spent working for the Brothers, growing food for their own use, and
working as gang labour, cutting copra or unloading ships.

The course was very

popular and many of the young men wished to stay longer than two years.
Following this experience the Marists decided to commit themselves to an adult
e ducation/agricultural and technical training centre for the people of the
province, catholic and non-catholic, in addition to the training centre for
t heir Brothers. This was the beginning of one of the most innovative
e xperiments in nonformal youth education in Fiji (Finau et ale

1977: 3).

Since then The Tutu Training Centre has further refined its youth course in
t h e light of experience (see section 4.2.4) and started a course for married
c ouples (see section 5.6.2). The Centre is also used for many specialized
courses, many of them run by outside bodies including the government of Fiji.
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3.2.4 Recommendations on Adult Education During the 1960's
and Early 1970's

In 1963 the Derrick Technical Institute opened in Suva. In addition to
providing trade courses for apprentices it had extension courses in automotive
engineering, boilermaking, plumbing and machining for tradesmen (Flynn 1970:
174). In the late 1960s and early 1970s a number of commissions, consultants
etc.

directed their attention, among other things, to adult education.

Without exception they pointed to the need for more effective co-ordination
among providers of adult education, for example the Rural Development
(Organization and Administration) report by Guy Hunter (1969), the Fiji
Education Commission (Sherlock et al.

1969: 66), the inaugural lecture by

R.C. Honeybone, Professor of Education at the University of the South Pacific
in 1971 (Honeybone 1971: 11), and the Fiji Government's consultant on Adult
Education, Edith Mercer (Mercer 1973: 57). Dr Mercer recommended a statutory
authority as the machinery by which to achieve this co-ordination, but nothing
concrete appears to have resulted from her report, possibly because, as Nelson
Delailomaloma pointed out in 1975, adult education was not within the
portfolio of anyone Minister, and the Ministry of Education, of which he was
then Permanent Secretary, saw educational progams for rural unemployed youth
as its highest priority (Delailomaloma 1975b: 55, 57). These comments point to
a recurring theme in the history of nonformal education in Fiji: the desire
for co-ordination among providers of nonformal education, together with
persistent inability to achieve this co-ordination.

3.2.5 The Fiji National Youth Council

Much of the impetus for educational work with unemployed school leavers in
Fiji came from the organized voluntary youth associations.

In 1968 12
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national organizations came together to form the Fiji National Youth Council.
They included the Y.W.C.A., Boy Scouts, Girl Guides, and Christian and Moslem
youth groups.

The aim of the F.N.Y.C. was to act as a consultative and

c o-ordinating body for its members, representing the needs of youth to the
government; to assist with the development of youth activities within Fiji;
and to provide international links through affiliation with international and
r egional organizations (Waqa 1977: 37). During the early 1970s it took very
s eriously its objective of representing the needs of youth to government, with
s ome considerable success.

In June 1970 a "Youth Report" was submitted to the

Ministry of Social Services. This outlined major problems arising from the
l arge number of young people leaving school at the class 6-8 level.

It

p ointed to the need for vocational guidance and training to be available to
them, for youth leaders to be provided in the rural areas, and for youth to be
represented on rural development councils.

It pointed to a number of programs

that F.N.Y.C. member bodies were implementing or planning such as
ne ighbourhood youth centres, unattached youth work, the Y.W.C.A. home
industries program, the Student Christian Movement's Fiji Volunteer Movement
(modelled on the U. S , , Peace Corps and British Volunteer Service Overseas), and
t h e Methodist Leadership Training Centre's program for training rural youth
le aders, none of which received government support at that time.

The "Youth Report" recommended the establishment of a statutory body
dealing with youth services or a Ministry of Youth, and then for that body, or
Ministry, in collaboration with F.N.Y.C. to draw up a set of principles and
re gulations governing the awarding of government aid to voluntary
organizations for expenses such as staff, maintenance, scholarships for youth
leadership courses and/or grants towards the cost of running in-country
cours es, grants towards special projects such as the Fiji Volunteer Movement,
and p rofessional instructors for vocational training programs (F.N.Y.C. 1970).
It i s a measure of the influence of the "Youth Report" and of the F.N. Y.C.
that s ections were quoted almost verbatim in the government's Development Plan
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6 (D.P.6 1970: 82). The following year the Ministry of Youth Sport and Rural
Development was established, and a policy of government grants to voluntary
youth organizations, including the F.N.Y.C., was initiated.

The government

also accepted the need for professional youth leader training and agreed to
fund a course in 1972 to be run by the F.N.Y.C. with assistance from the South
Pacific Commission (see section 3.2.8).

3.2.6 The Fiji Y.M.C.A.

In 1971 the Board of the Suva Youth Centre, an urban, recreational-type youth
centre, decided to found a Y.M.C.A. in Fiji and requested assistance from the
New Zealand Y.M.C.A. Dennis Oliver, a New Zealander with 15 years experience
in Y.M.C.A. work, was seconded to work in Fiji. Soon after his arrival the
Y.M.C.A. decided that the top priority area for his work should be rural
unemployed school-leavers with low levels of formal education.

After some

research on the needs of this group Oliver recommended an approach involving
'''on farm" training, associated with rural youth club movements and supported
by short term institutional training'

(Oliver 1976: 40-41). A Rural Work

Committee was established to guide the Program and by November 1971 funding
from the government had been granted to appoint the first "rural worker" who
began with the project early in 1972 (Oliver 1976: 40-41). The Y.M.C.A. Rural
Work Program is discussed in detail in section 4.3.1.

During the early 1970's a building boom in Suva resulted in a shortage of
skilled craftsmen.

At the same time there was a large number of young

unemployed men in the city.

The only carpentry course in Fiji was a four-year

apprenticeship at the Derrick Technical Institute requiring two years'
secondary schooling to qualify.

However most young people with two years of

secondary schooling were much more likely to go for office jobs rather than
manual arts, and not enough graduates were being produced from the
apprenticeship to meet the needs of the building trade.

The Suva Y.M.C.A.

therefore took the initiative to run a twelve-week course in carpentry.

This

was the beginning of Y.M.C.A. vocational training (Oliver 1976: 83). It is
further discussed in section 4.2.3 together with the debate i t initiated
within the Y.M.C.A. as to whether such urban-based training encouraged
rural-urban migration.

3.2.7 University of the South Pacific Extension Services

In 1971 the School of Education at the University of the South Pacific
initiated a program of teacher training in Fiji for those who could not attend
classes on the campus in Suva. This was the beginning of extension studies at
the University and by 1973 Extension Services became an autonomous unit within
the University. Due to the regional and scattered nature of the University,
Extension Services has become an extremely

important part of its work, and i t

now has Extension Centres in each member country of the University region.
Since 1974 the University has also had its own two-way radio network USPNET,
using the ATS-1 satellite also used by PEACESAT (see section 3.1.1.3). The
presence of the terminal on the University campus which can be used to access
both USPNET and PEACESAT networks not only enabled the University to use
two-way radio as a mode of delivery for its credit courses but also encouraged
a wide variety of groups involved in nonformal education to make use of the
PEACESAT network.

PEACESAT is used for two-way voice networking and

teleconferencing between members of voluntary organizations, professional or
other interest groups on matters relating to health, agriculture, education,
youth work, women's projects, and other community-service related information
(Miller 1981).

In addition to administering the distance education component of the
University's teaching, and operating the radio terminal, the Extension Centres
of the University each run their own local programs of continuing education.
These vary according to local needs and skills of staff.

Priori ties

identified in 1978 were, first, cultural conservation and development
including the training of islanders in arts and craft, creative writing,
research and recording of traditional music, dance,oral literature etc.,
secondly job and occupational training, and thirdly the teaching of Pacific
languages (S.P.C./ ASPBAE 1978). The Fiji Centre, possibly because a great
many other facilities exist in Fiji, has not involved itself in as wide a
range of activities as have centres in other countries.

It has worked on the

development of courses in Fijian Hindi and of French and become involved in a
major project aimed at preserving traditional knowledge and skills.

In

addition the Fiji Centre carries out a number of activities traditionally
associated with University Extension Centres in the English-speaking world,
namely public lectures and radio programs for local radio on research and
teaching being done at the University.

3.2.8 First Course for Youth Workers run by S.P.C. -

1972

In early 1971 the newly established Ministry of Youth, Sport and Rural
Development prepared a paper on a 'National Youth Service Scheme for Fiji'. It
proposed a voluntary settlement scheme for young men (no mention was made of
young women) possibly under the leadership of the army.

The F.N.Y.C. was

hostile to this proposal, in particular the way it ignored existing work being done by member organisations and neglected the area of youth leadership
training.

(F.N.Y.C.). The outcome of the F.N.Y.C's campaign against the

Ministry's proposal was agreement by the government to sponsor a three-month
residential youth leaders' training course in 1972 with the co-operation of
the South Pacific Commission and the University of the South Pacific. The
S.P.C.'s Specialist in OUt-of-school Youth Education at the time was Peter
Higginson, a US national with a background in nonforrnal education at the
University of Massachusetts (see sections 1.3.4 and 1.3.6). He identified the
main problems facing the new Ministry of Youth as
a dearth of youth workers devoting their time to out-of-school
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youth, inadequate specialized training among those that were, and
too high a percentage of expatriates working in the field given the
efforts to localize staff in every sector (Higginson 1972b: 58).

These were all reasons, he believes, why the Ministry agreed to the course.

It was Higginson who designed the course, drawing many ideas from the
nonformal education work of Evans and Smith at Massachusetts (Higginson 1972a
7). All the participants had previous experience in youth work and most were
practising full-time or voluntary youth leaders.

In addition to providing a

cadre of youth workers for Fiji the organizers hoped that it
could also serve as a kind of pilot project demonstrating not
only that a relatively sophisticated programme of learning could be
planned and administered by persons outside the formal education
system having no particular education credentials ••• also that a
great many teaching innovations not usually used by school educators
themselves were both practical and effective ••• (and) that the course
could point the way to cheaper methods for providing an education
that might benefit Fiji as a whole and her planners in particular
(Higginson 1972a:2).

The course was significant, not only because most of the participants later
went on to become some of the most influential lobbyists on youth policy and,
in particular, out-of-school education, in Fiji, but also because it became a
model for other courses set up later by the South Pacific Commission and the
Commonwealth Youth Program (see sections 4.5.1 & 4.5.2). It was the first step
along the way to

t~e

professionalization of youth work and also reinforced the

idea of youth leadership as a development-oriented activity, not simply one
oriented towards leisure-time pursuits.

3.2.9 Debates over a National Youth Service Scheme

In 1972 the Youth and Sport section of the Ministry was transferred from the
Ministry of Rural Development to the Ministry of Education. The government of
Fiji continued towards its goal of establishing a National Youth Service
scheme.

National Youth Services were very popular among administrations in

several British colonies and newly independent countries in the 1960's. In
1972 the Fiji government commissioned Group Captain K.C. Doran to design a
National Youth Service scheme for Fiji. He recommended a settlement scheme
based on models used in Kenya, Malaysia and Tanzania, which would be voluntary
but disciplined (with uniforms and drill).

Recruits would be unemployed,

unmarried males aged between 16 and 25. The course would be 18 months long and
full-time.

Two-thirds of the trainees would receive trade training and

one-third agricultural training associated with settlement on the land.

An

intake of 150 young men every 18 weeks was envisaged, in four separate
training units, such that 600 would be in training at anyone time (Doran
1972). The proposal caused a great deal of comment by community groups which
were generally critical.

The F.N.Y.C. was critical of the government for

'having imported an overseas "expert" who knew nothing about Fiji's land
tenure system'

(F.N.Y.C. 1975: 16). others saw it as not reaching enough

unemployed youth and possibly 'creating a new rural elite, a rural middle
class at a time when the needs of the rural masses were most acute'

(Waqa

1977: 46). The Fiji National Council of Women praised the report but said that
the scheme should be compulsory for all unemployed 17 year-olds not in
full-time education, girls as well as boys (F.N.C.W.

1975). The government's

own committee set up to consider the report concluded that the scheme would be
t oo costly at $500 per trainee (Delailomaloma 1975: 125). The report was
r ejected and an interdepartmental committee set up to recommend a scheme more
appropriate to Fiji.

"
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The Ministry of Youth and Sport then seemed to move away from the idea of
a full-time, residential training course which would take young people out of
their communities, in favour of a more unstructured network of local voluntary
associations under the title of the Rural Youth Programme (Delailomaloma 1975a
: 45). Geoff Bamford, former Principal of Navuso Agricultural College, was
commissioned to write a proposal for the Rural Youth Program (Bamford 1973).
Perhaps the retreat from the full-time National Youth Service scheme was in
part due to the fact that the Division of Youth and Sport was now part of the
Ministry of Education, and that the Ministry was now pioneering a similar
program for youth who wished to remain in the schooling system, even though
they had failed their examinations at form 4 (Fiji Junior)

(Delailomaloma

1975a :45). This was the Multicraft program, the origins of which are examined
in section 3.2.16. Had the National Service scheme gone ahead it would
undoubtedly have been competing with the Multicraft Centres for the same group
of students.

3.2.10 F.N.Y.C. Loan Scheme and the Association of Rural Youth Councils

Geoff Bamford's report (1973) took a very different approach to that of Doran,
it surveyed existing provision for youth including local youth clubs, the
churches and the Y"M.C.A.'s training activities and recommended a program
based on bringing all these together, together with more trained leaders,
within the framework of a Rural Youth Program. The objectives of the program,
agreed on by the Government and the F.N.Y.C. were

1. To utilize the important human resources that youth represent by
providing opportunities for productive and satisfactory work.
2. To provide a satisfying social and recreational life in the rural
areas.
3. To involve youth in cultural activities.
4. To provide opportunities for an on-going education.
5. To provide opportunities fo moral development of youth.

It was also hoped that such a program would slow down the drift of youth from
the rural to the urban areas (F.N.Y.C. 1975: 4).
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Drinking yaqona at a meeting of the Ra Provincial
Youth Council with village elders, in a community hall.
Yaqona (the powdered root of the plant piper methysticum) ,
a traditional ceremonial drink of the Fijians, has become
an important part of life for all communities in Fiji,
including those of Indian origin, and has become an
important cash crop, often cultivated by youth clubs as
it requires little capital.
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The first element of the Rural Youth Program to be established was the
F.N.Y.C. Rural Youth Project Loan Fund. Under this scheme loans of up to $50
were available for youth clubs or individuals who were members of affiliated
c lubs to engage in economically productive activities, e.g.
livestock raising, fishing or sewing (F.N.Y.C.

agriculture,

1975: 5). One year after it had

been in operation the scheme was reviewed, by Mr Peceli Viriki, a Fijian who
had just completed a one year course in Youth Leadership Training at the
Commonwealth Youth Centre in Chandigarh, India. His evaluation showed that
while the fund had been open to all affiliated youth groups in Fiji, all those
who took advantage of it were members of Y.M.C.A. clubs (Viriki 1976: 1). Most
of the F.N.Y.C.'s national affiliates were urban-based youth groups with
-

members in employment or in formal education, while many of the District Youth
Councils and their affiliated youth clubs in rural areas lacked suitable
leadership or technical assistance to enable them to benefit from it.

Thus

the Association of Rural Youth Councils was formed in 1976 to provide more
training and management skills to these groups which were expected to form the
backbone of the Rural Youth Program. By 1979 there were 9,904 village-level
youth clubs, affiliated to 56 District Youth Councils, and 94 trained youth
leaders, rural and urban, being paid by the Government (Parliamentary Debates
29 Nov. 1979: 1328) '. The training aspect of the Program was improved
c onsiderably when in 1979 the Commonwealth Youth Program agreed to establish a
sub-regional course in Youth and Community Development for the Pacific region
i n Suva, a course in which the Fiji Ministry of Youth and Sport, had a major
input (see section 4.5.2.2).

3.2.11 Fiji National Training Council (F.N.T.C.) - Established 1973

Me anwhile the government was also paying attention to problems in the
industrial sphere arising from shortages of skilled labour and the desire,
since independence, to localize positions for skilled tradespeople as early as
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possible.

In 1972 the Minister for Labour, Jonati Mavoa, brought together

interested people from the government, industry and the trade unions to
propose legislation based on a feasibility study completed by Dr O.G. Pickard
of the U.K., who had been advising the government on industrial training since
before independence.

In May 1973 the Fiji National Training Council Act was

passed in Parliament. It established a Council, directly responsible to the
Minister for Labour, with tripartite representation (government, employer and
emp loyee) to oversee all training activities conducted by employers or for
employees.

In introducing the bill the Minister noted that while some firms

were providing training programs for their employees, the vast majority had
neither the ability nor the incentive to do so.

Other M.P.'s expressed

conc ern that employers were often reluctant to train employees well, for fear
that they might be "poached" by other employers (Parliamentary Debates 4 April
1973: 251).

In many respects the Fiji National Training Act resembles the Industrial
Training Act of 1964 in the U.K. Like the U.K. Act it operates through the
imposition of levies on employers ' and the establishment of Boards for each
sector of industry.

Industries with Training Boards now include construction,

hotel & catering, engineering, manufacturing, commercial

&

administration,

marine & ports, electrical engineering, and aviation & travel.
is concerned with trade testing.

Another Board

All employers falling within the scope of

the Act are obliged to pay the Fiji National Training Council a levy of 1% of
wages for which all employees have the right to attend courses conducted by
the F.N.T.e., and employers have a right to receive a rebate if they provide
sati sfactory courses for their employees themselves.

Certain occupations are

exempted on the grounds that cost of their training should be borne by the
community as a whole and not by employers.

These include the police,

milit ary, prison officers, the medical, dental and teaching professions, and
at present, agriculture, forestry and fishing, employees of welfare,
charitable and religious organizations, and credit unions and co-operatives.
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For all other employees in Fiji the levy must be paid (F.N.T.C. 1980). The
council's main problem is one common to all industrial training bodies: that
of retaining qualified staff, as most qualified tradespeople can earn more by
working in private enterprise.

/

3.2.12 Y.W.C.A. Vocational Training and Home Industries - Started 1974

In 1973 the Y.W.C.A. of Fiji completed the construction of an eight storey
building in central Suva, funded largely by grants and loans from governments
and international agencies.

In the design of this "Community Resource Centre"

one floor was set aside for "Vocational Training and Home Industries". In 1974
t he Y.W.C.A. Committee, noting that the Fiji National Training Council was
mainly providing trade courses for those already in employment and for the
male labour force, requested through the Ministry of Education assistance from
t he International Labor Organization and the U.N.D.P. for the employment of an
i nstructor in Home Industries. The objectives of this project were to provide
vocational training for urban youth and women to enable them to find jobs in
the existing labour market and to develop home industries groups to create new
j ob opportunities in both the urban and rural areas (U.N.D.P./I.L.O. 1977). In
a ddition an "informal education" program was introduced to give supplementary
e ducation to early school-leavers to prepare them for vocational training.

3 .2.13 The Churches and their Interest in Nonformal Education

As shown in section 2.3.7. the Methodist Church played a very significant role
in the establishment of adult literacy classes, in the founding of formal
e du cation for the masses through its circuit schools, and in the establishment
of academic schooling for the elite, both Fijians and Indians. Ventures such
as the Student Farmer Scheme at Navuso and the Methodist Handcraft and Farming
School were among the earliest approaches to nonformal education (although the
term was not in use in those days).

Similar pioneering work was done by
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catholic orders with the founding of Tutu and Boys' Town (see next section).
In each of these projects the denomination or religious congregation was
involved as an agency to establish the project which then took on a certain
degree of autonomy, including financial autonomy.

Another aspect of nonforrnal

education within the churches, particularly the Methodist, are the youth clubs
r un for its own members.

While many of them started out as leisure-time and

devotional groups, they have, since the early 1970s, become major providers of
out-of-school education for rural youth.

Similarly the Methodist Women's

Fellowships have played a major role in the educational programs of rural
womens' clubs.

The Catholic Church has never had such a wide network of youth

or women's clubs, due to its lesser emphasis on lay leadership and the
different educational strategy it has pursued in Fiji (see section 2.3.7).

In 1966 the Methodist Church converted Davuilevu, which had been its
major centre for the training of teachers and pastors, into a Lay Training
Ce ntre and Centre for Continuing Education, thus transforming it from the
centre of Methodist-administered formal education for over a century ( Bruce
19 75) into a a centre of nonformal education for the denomination's own work
in the circuit schools and Methodist youth clubs.

Davuilevu has been crucial

i n providing leadership and technical training for the Rural Youth Councils,
ma ny of which were based on Methodist Youth Fellowship groups.

Several years

later the Methodist Church appointed one of its Ministers to the full-time
p osition of nonforrnal education co-ordinator.

A group of people within the Methodist Church, in particular at
Davuilevu, were influenced by the thinking of Paulo Freire, who visited Fiji
from the World Council of Churches in May 1974 (see section 1.2.2) and
part icipated in a conference on "Education for Liberation and Connnunity"
orga nized by the Pacific Conference of Churches. Although the concepts of
"liberation" and "domestication" were fairly new to churches and educators of
the Pacific in 1974, a number of radical recommendations were made which
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included:
that the churches make a positive step to grasp every
opportunity to co-operate in investigating and denouncing the
oppressive elements in society in all areas including education,
social, political , and cultural issues, economics and mass media;

and
that the churches make a positive effort to raise social,
political, economic, cultural and consumer and producer education,
using the existing channels of communications such as the mass
media; and to bring people together to discuss these issues (Inglis
1974: 1).

Following this conference there were many in the Methodist Church of Fiji who
i dentified nonformal education as a form of education which would not be
"domesticating", and one towards which the Church should turn all its
e ducational efforts, rather than by concentrating so much on the formal
schooling system which was, generally speaking, aimed at the elite.

3.2.14 Montfort Boys' Town - Established 1976

The Montfort Boys' Town Complex was established on the outskirts of Suva by
the Brothers of St. Gabriel, a Catholic order wh ich has established similar
i nstitutions elsewhere, particularly on the Indian sub-continent.

It received

c onsiderable government funding for its capital costs, and was opened in 1976.
Although originally established for the poor, orphaned and otherwise destitute
youth, its training in skills for the building trades has such a good
reputation with employers that hundreds of male school leavers apply each year
for the 145 places in the institution.

While the minimum age for entry is 15

and the minimum educational qualification Form 2, or above, selection is
sti ll, according to the Brothers, 'based on need' rather than academic
att ainment, and fees are low and related to parents income.

Most boys come

from rural areas.

Boys' Town has not been without controversy.

In 1976 a conflict arose

betwe en it and the Suva Y.M.C.A. which tried to secure admission for some
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homeless boys who had been working as shoeshine boys in the streets of Suva.
Despite the call of a Fiji Times editorial to give the street boys of Suva a
second chance in this "charitable institution" which had received considerable
government funding, the administrators of Boy's Town refused to take any boy
who had been in trouble with the police, effectively excluding all the boys in
the Y.M.C.A. program, (Oliver 1977a: 32). The philosophy and practice of Boys'
Town is examined in section 4.2.3.

3.2.15 Trade Union Education

Fiji has had an active trade union movment since the 1930s, the Fiji Teachers'
Association, founded in 1930 being the oldest union still in existence.

The

major peak council of trade unions, the Fiji Trade Union Congress, (F.T.U.C.)
was formed in 1951 (as the Fiji Industrial Workers' Congress). F.T.U.C. is
a ffiliated to the International Confederation of Free Trade Unions (ICFTU).
This affiliation has led to many training opportunities at the regional and
i nternational level for F.T.U.C. officials and in 1978, following a national
workshop in December 1977, a permanent workers' education unit was set up in
Suva. An education officer, Mr Harry Sandrasekera of Sri Lanka, was appointed
using funds from the ICFTU Asian Regional Organization and the I.L.O. Office
fo r the South Pacific (which has been located in Suva since 1975). The subject matter of trade union courses includes trade union administration, industrial
re lations, leadership development, job evaluation and techniques of collective
bargaining.

Special courses are held for women which also pay attention to

t he specific problems of women in the workforce.

In addition to running its

own training program the F.T.U.C. education officer assists affiliated unions
to conduct their own courses for members (Sandrasekara 1984: 30).

One of the- perennial problems encountered by trade unions in achieving
their goals in training is that of how to enable employees to be released from
work in order to attend courses.

In some countries, e.g.

France, this has

"
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been solved by legislation making paid educational leave mandatory.

In Fiji

until 1983 i t generally depended on the benevolence of employers, and their
attitudes towards such training for their employees varied immensely.

However

in May 1983 the Fiji National Training Council extended its grants scheme to
cover wages and salaries of employees attending trade union training courses
and seminars, thus bringing Fiji into line with I.L.O. Convention 40 on paid
educational leave for trade union members (F.N.T.C. Training News 10(5) 1983:
3).

3.2.16 The Department of Education Establishes Multicraft

In 1974 a pilot program was set up at the Rotuma High School which had the aim
of providing a vocationally oriented course to prepare 4th form terminators
for island life, rather than for wage employment which would entail migration
away from the island.

The content of the course included industrial arts,

agriculture, local handicraft, culture and book-keeping (Delailomaloma 1975:
45). The following year a similar course was introduced to four other junior
secondary schools, including one for girls which included home economics.
With the publication of Development Plan 7, (see section 2.3.11) one of the
Fiji Government's educational targets became that of providing every child
with ten years of education.

The Ministry of Education stated, however, that

not all students respond well to the formal system of education.
Multicraft Program was established to cater for those who do not.

The
In 1978 the

government of New Zealand gave $NZ200,000 to expand the Multicraft program to
16 more schools and 3 semi-vocational centres.

By 1980 there were 22

Multicraft Centres in urban and rural junior secondary schools (Flikkema 1980:
10). The decision on where to establish new Multicraft Centres is based on
local demand.

Before a school can have a Multicraft Centre attached to i t the

Principal must demonstrate that there is a need and a demand from parents and
prospective students for such a centre.
fast in its first few years of operation.

The Multicraft Program expanded very
In 1980 the aim' of the Ministry was
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to establish new centres at the rate of four a year.

This expansion had

slowed down by 1982. The Multicraft Centres are discussed in some detail in
section 4.2.5.

3.2.17 The National Youth Camp at Sigatoka - Founded 1980

Geoff Bamford's 1973 recommendations regarding the Rural Youth Movement had
included a section on a possible National Youth Project Scheme which could be
implemented in addition to the higher priority (in his view) aspect of youth
club development.

He envisaged a work camp, where participants, mainly

out-of-school youth, but with a few university graduates, would spend up to
three months on socially useful construction projects, in co-operation with
local residents.

They would be housed in tents, receive training in necessary

skills and in youth club leadership and be paid a small allowance.

While this

was never implemented there remained, within the Government of Fiji and the
Ministry of Youth and Sport, people who regretted that some large national
project, perhaps along the lines of a National Youth Service Scheme (see
section 3.2.9) had not been initiated.

There was also widespread recognition

that more skill training was needed by the District Rural Youth Councils in
order to improve the productivity of their farming and other economic
projects, particularly training in the management of commercial ventures.

The

Cabinet Sub-committee on youth thus decided to establish National Youth Camps,
beginning with one in the Nadroga province at Sigatoka. The choice of the
venue was partly related to political considerations.

In Sigatoka an

independent Fijian member of Parliament had established a youth organization
totally outside any government structures with overseas funding, which to some
in the government represented a challenge.

In addition there are great needs

in the province for training for young people, and good climate and soil
con ditions for agriculture, which were underutilized.
was purchased and a commercial piggery established.

A property of 20 acres
The first three month

course started in June 1980. It was intended that the camp would be the first
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of four to be established, one in each Division, but no others have been
started yet and the first one is not operating at full capacity.

The Youth

Camp and its approach to nonformal education are discussed in section 4.3.4.

3.2.18 Appropriate Technology in Nonformal Education in Fiji

In the early 1980s a number of projects began to be established which focused
on the concept of "appropriate technology" and its use in the rural areas for
income-generating from a base in the subsistence economy.

One of these was

the Rural Area Appropriate Technology Unit (R.A.-A.T.U.) initiated by the
Business Opportunity and Management Advisory Service (B.O.M.A.S.), itself set
up in 1975 by the Fijian Administration to advise rural Fijians about setting
up and operating their own businesses (Rabuka 1984: 122). R.A.-A.T.U. was
funded by Appropriate Technology International, of Washington, U.S.A. itself
funded by the U.S. Agency for International Development. R.A.-A.T.U. operates
in an ad. hoc.

fashion, doing work where requested.

It emphasises setting up

businesses based on locally available skills or raw materials, such a
furniture-making from local timber and provided training and advice in both
production and management.

A very

differen~

approach to appropriate technology was demonstrated by

the Centre for Appropriate Technology and Development established by the Hanns
Seidel Foundation of West Germany. Initially attached to the University of the
South Pacific, it became totally independent in 1980 and now has an extensive
luxury conference centre on land given to the Foundation by the Government of
Fiji. While initially the C.A.T.D. carried out village level courses, and
conferences on a range of topics such as appropriate technology in housing,
its main activity now, dictated by the nature of its premises, is training
courses for public servants and other urban employees.

One of the outcomes of

the establishment of C.A.T.D. which has caused dissension between it and other
providers of nonformal education in Fiji is that its conference centre has
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taken business away from the smaller centres such as Navuso and Tutu who
really required it for financial viability.

3.2.19 Further Attempts at Co-ordination of Nonformal Education in Fiji

The early 1980's were a time when considerable dissatisfaction was voiced as
to the lack of co-ordination among providers and planners of nonformal
education.
this.

At least three separate attempts were initiated to try to correct

The first was in June 1980 when a national workshop was held in Suva,

organised by I.L.O. South Pacific Office and chaired by the Ministry of Youth
and Sport. Extensive preparation had been done for this workshop by the I.L.O.
Office including a survey of all rural training in Fiji being provided by
goverment departments, voluntary associations, churches, trade unions and
others (Flikkema 1980). The Minister for Youth and Sport gave the opening
address and representatives of every major nonformal education project in Fiji
were present.

According to the report of the workshop 'the establishment of a

central co-ordinating and clearing body turned out to be the lead issue of the
workshop.

Such a body was unanimously considered as the prime and long felt

need in the field of nonformal rural training'

(Flikkema 1980: ii).

It was

agreed that this body should be independent and of a statutory nature, and
that it would report to the Ministry of Youth and Sport. A minority wished to
see it within the Ministry of Fijian Affairs and Rural Development and a
smaller minority wished to see it part of the Fiji National Training Council.
It was envisaged that all providers of nonformal education, government,
non-government and local community, would affiliate and that in addition to
co-ordinating existing provision it would identify national needs, make
recommendations, run seminars and be a channel for international affiliations,
training and requests for funding to overseas donors.

However the committee

appointed to follow up these resolutions, which included representatives of
six government Ministries (Agriculture, Youth & Sport, Education, Fisheries,
Fijian Affairs & Rural Development and Co-operatives), and several
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non-governmental organizations, never met.

A second attempt to co-ordinate nonformal activities started in a
somewhat similar fashion in 1981, with a detailled survey of rural training in
Fiji. The consultant for this study was Reinhard Tietze, a German national and
long term resident of Papua New Guinea who had developed a very highly
regarded project of nonformal education in the P.N.G. Highlands. He was
requested to make recommendations for the establishment of structures to
co-ordinate rural training, following the signing of an agreement between the
Ministry of Fijian Affairs and Rural Development and the Hanns Seidel
Foundation. One of his main findings was that there was underused capacity in
most of the nonformal education projects In Fiji that he looked at.

His

recommendations involved bringing in all existing providers of rural nonformal
education together as members of a Rural Training and Extension Council
(Tietze 1981). The structures he recommended would have guarded the interests
of all the nongovernmental bodies involved in nonformal education who were
somewhat fearful that the new agreemement with the Hanns Seidel Foundation
would have undermined government support for their work.

Although a few

meetings of sub-committees were held, the proposal was never implemented.

In 1983, following the return of the Youth and Sport section to the
Ministry of Education, an internal re-organization took place within that
Ministry and a "Nonformal Education" Section was established.

It includes the

Youth and Sport section, the Multicraft section and the Adult Education
advisor.

This effectively excluded activities sponsored by other government

departments such as Agriculture, Fijian Affairs and Rural Development, Health
or Co-operatives from being co-ordinated as part of a national nonformal
education program.

Many non-governmental organizations were not happy about

this reorganization, claiming that it narrowed the definition of nonformal
education.

Relations between the Ministry and the non-governmental providers

noticably deteriorated.
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In 1982 a team from the Institute of Development Studies, Sussex,
England, was commissioned to carry out a study of employment and development
in Fiji. The team spent about a year from August 1982 in Fiji and reported to
the Fiji Government in 1984. While the term "nonformal education" was not used
in the report, nor was this its focus, it did examine some of the projects
mentioned in this study, in particular Montfort Boys' Town and the Association
of Rural Youth Councils. It called for the strengthening of the Rural Youth
Councils and rejected the establishment of a National Youth Service or further
National Youth Camps. It also recommended establishing a "Fiji Volunteer
Movement", to be run by the Fiji National Youth Council, and the Ministry of
Youth, to consist of locally based "Youth Brigades" which would engage in a
variety of youth projects, economic, community service and recreational with a
r ecognized reward structure and support systems (Bienefeld et ale

1984:

137-142). However Development Plan 9, issued in November 1985, indicates that
the National Youth Service idea, and National Youth Camps are not dead yet, in
the view of the Government (D.P.9: 35). The "Fiji Volunteer Movement" idea is
also accepted in Development Plan 9, together with a "Nati onal Volunteer
S cheme" for unemployed grad\1at es.

National co-ordination among providers of nonformal education will
probably now come about independently of government action.

Early in 1985 a

non-governmental association of nonformal and adult educators working in both
government and non-government programs, with membership at the level of
individuals was formed.

This functions as a professional association and also

as a clearing house for information on programs.

Its existence should help to

achieve in an informal way what could not be achieved by governmental
co-ordination.

The implications of the co-ordination problem in Fiji are

discussed further in section 6.1.3.
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3.3 EVOLUTION OF THE INSTITUTIONS OF NONFORMAL EDUCATION IN
NEW CALEDONIA

As in Fiji, the development of nonformal education in New Caledonia has been
influenced by contention between governmental and non-governmental
organizations.

However the nature and outcomes of this conflict are very

different, arising from the fact that government and non-governmental bodies
more often have highly different perspectives on the future of the country
than do similar bodies in Fiji. The government in New Caledonia is still a
colonial one, and one of the major themes of the last two decades has been the
emergence of an organized independence movement.

Nonformal education has been

influential in this movement as many of its leaders have been involved in one
or more of the private organizations involved in nonformal education.

3.3.1 The Law of 1901 and Private Organizations

Most nonformal education outside the government sector in New Caledonia is
organized by voluntary associations registered under the so-called loi de
1901. This French law, dating back to 1901, guarantees freedom of association
around an objective to be decided by the members of any non- governmental
organization.

In order to be eligible to be registered as an association

under the "law of 1901" an organization must be voluntary, non- profit-making,
and fulfil certain democratic procedures.
objectives whatsoever.

Apart from this it can have any

The French often speak of La vie Associative as being

a particular contribution to democracy and to the dynamism of their society
(Passaris 1981). In New Caledonia, still part of the French Republic, most
voluntary organizations in the educational and cultural field register under
t h e law of 1901 as a pre-requisite for gaining access to government funding.

.'
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3.3.2 Centres de Formation Professionelle Rapide (C.F.P.R.)

New Caledonia was one of the first Pacific territories to institute a form of
vocational training outside the schooling system with the establishment in
1

1955 of the Centre de Formation Professionnelle Rapide

at Nouville, near

Noumea. The building of a dam at Yate, necessitating the massive importation
of skilled labour, urged the Territorial Assembly to consider the
establishment of such a centre.

It came under the control of the Ministry of

Labour and Health and a committee representing other government departments
and employers.

The first courses were in masonry, followed by automobile

mechanics, marine carpentry, tiling, plumbing and welding.

Later carpentry,

diesel mechanics, the driving of earthmoving equipment, hotel management, and
merchant seamanship were introduced.

In 1968, just as the "nickel boom" was

getting under way, a second centre was established at Bourail, the second
largest town in New Caledonia. Tnis centre specialises in courses for the
building trade and repairing agricultural machinery.

In 1970 a third centre

was built on the island of Lifou in the Loyalty Islands where traditional
Melanesian wood carving is taught in addition to building skills.

Almost all participants in C.F.P.R. courses are Melanesian males, aged
between 16 and 35. There are no entry requirements, save a good enough
knowledge of French and mathematics to be able to benefit from the course.
Applicants are tested and, if necessary, take a preliminary course (Landriot
1980: 77). Courses are 8 to 15 months long, full-time, and may be residential,
all meals . are supplied and a small allowance is paid to trainees; no fees are
charged.

At the end of the course there are five days of examinations,

theoretical and practical, in order to qualify for the Certificat de Formation
Professionnelle Rapide. During periods of high unemployment, in contrast to

---------Formation Professionelle is translated into English as "vocational
training", not "professional training".
1.

"

145

the times of labour shortage, there are long waiting lists for entry to
courses, and those who complete are by no means guaranteed a job.

3.3.3 Service de l'Education de Base

In 1958, when New Caledonia appeared to be further advanced along the road to
self-government than any other Pacific territory (Forsyth 1976: 21), and a
system of Ministers of Government was in operation, of which two Ministers
were Melanesians, a section of the Education Ministry called Service de
l'Education de Base was created by Doui Wetta, one of those first Melanesian
Ministers. Unlike the Centres de Formation de Professionelle Rapide, which
provided for Melanesians who had already migrated to the towns, or who were
planning to do so in search of employment, Education de Base (often translated
as Basic Education) was aimed at those who stayed in the tribal areas, the
tribus. Throughout the 1960's the Nournea-based conseilleres, the staff of
Education de Base, travelled throughout rural areas visiting Melanesian
villages.

Consistent with the French view of assimilating "the natives" to

French culture, their main activities were projecting recreational and
educational films in villages, establishing local libraries in rural areas,
and distributing the first aid kits and health education literature published
by the S.P.C. The 1970 Annual Report mentions a target of 100 libraries of 100
books each, yet the previous year's report cautions that lack of interest by
the local populations in the chosen titles was proving an obstacle to this
work.

Films were reported to be the most popular activity (Vice-Rectorat,

1971: 105).

In 1970 Service de l'Education de Base was decentralized and conseilleres
based at La Foa (Southern Division), Poneriohouen (East) and Kone (West) in
addition to Noumea. In the early 1970's some beginnings had been made with
setting up discussion groups on health problems, in particular the effects of
alcohol on young people.

The Annual Report of 1971 however lists numerous
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problems with the Service, in particular the lack of well-trained staff and
the discontinuity of their visits to the tribus.
Despite the visits by the conseilleres, one does not know
exactly what interests the Melanesian communities.
It is
practically impossible to know the most priority needs of the
inhabitants of the tribus (Vice-Rectorat 1971: 106).

In 1972 the Service de l'Education de Base received a new orientation
with the appointment of MIle Marxienne Darras, a Caldoche and former primary
school teacher who had attended the S.P.C. 's Community Education Training
Centre in Fiji during 1971. The priority areas became those of health
education , particularly combatting alcoholism, and most of the work was
directed towards women (Vice - Rectorat 1972: 117) .

3.3.4 Federation des Oeuvres Laiques and Government -sponsored
Youth Leadership Training

Chapter 2 mentions the continuing battle between the Catholic Church and
anti-clerical forces in France , and the particular character which that
struggle took In New Caledonia (2.4 . 9). The organization which promoted the
concept of free, compulsory and secular education in France, and which
defended it against attack from clerical forces within the Catholic Church, is
the Ligue Francais de

l'Ensei~ent,

founded over one hundred years ago to

promote the values of the French Revolution (liberte, egali te, fraterni te) ,
and for which the secular school, open to all at no cost, and the separation
of the church and state, are claimed to be essential.

Its local branch in New
1

Caledonia is the Federation de Oeuvres Laiques (F . O.L. ).
a unique place in

ew Caledonian cultural life .

The F . O.L. occupies

Its headquarters serves as

the main meeting-p lace , concert-hall and live theatre for the city.

A number

---------1· This name is difficult to translate into English, particularly as the word
rlLaique" means nsecular" or nanti-religious" rather than meaning
"non-priestly" as the English word 1l1ayll or "laity".

.,
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of organizations are affiliated to the F.O.L., including the amicales
(friendship associations), of the different ethnic groups resident in New
Caledonia: Indonesian, Vietnamese, Arab, Tahitian, Wallisian and others.

The main work of the F.O.L. in nonformal education began in 1952 when the
first colonies des vacances (holiday camps) were organized for school
children.

Consistent with its earlier role as a pressure group in support of

the government school system, the F.O.L., although an association registered
under the Law of 1901, works closely with the Direction de la Jeunesse, des
Sports et des Loisirs (Directorate of Youth, Sport and Leisure) part of the
Department of Education. The Association Caledonienne pour l'Animation et la
Formation (A.C.A.F.) is another organization registered under the Law of 1901,
set up by the F.O.L. to carry out the training of animateurs and directeurs
for the centres de vacances (holiday centres) in Lifou, Houailou and Kone and
for the centres de loisirs, in local villages and suburbs run by the Direction
de la Jeuness des Sports et des Loisirs (Landriot 1980: 32; Vice-Rectorat
1979: 108-109). The nonformal education work of the F.O.L. is further
discussed in section 4.4.4.

3.3.5 Melanesia 2000, 1975 and the Growth of Kanak Consciousness

In 1970, at the height of the "nickel boom", a group of women led by Madame
Scholastique Pidjot, wife of Roch Pidjot, chef of the tribu of Conception and

,. .
depute In the French National Assembly, formed an organization called
",

./

l'Association Feminine pour un Souriant Village Melanesien (Feminine
Association for a Smiling Melanesian Village). They were particularly
distressed at the adverse effects on the villages of men leaving to work in
the mines, spending large amounts of their pay on alcohol and leaving most of
the tasks of the' village up to the women.

In the course of their discussions

they highlighted the difference between the Melanesian and the European value
systems as being a particular problem for the Melanesians, in particular the

"
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constant contradiction between the collective life of the tribe and the
individualistic society of the mine (Tjibaou & Missotte 1978: 28).

In 1973 these women got together with Jean-Marie Tjibaou, a Melanesian
graduate in sociology from a French university, and Mayor of Hienghene, to
plan "Melanesia 2000", a festival of Melanesian Culture, for September 1975.
In the words of the original proposal
This festival can enable us to see where we stand.
Then, like
a reflection, it must enable us to state precisely what, in 1975,
the native way of life means for people of this age. The Melanesian
performers will rediscover their pride in an original cultural
personality which the historical circumstances of the populating of
this island have led them to deny. Unceasingly, little by little,
Melanesians have been induced to adopt a scale of new values which
'today leaves them hungry. The future rests on the Kanak
rediscovering his identity. For him it is a question of coming to
terms with his inferiority complex, linked to a great extent to the
cultural insignificance to which he finds himself reduced.
For 100
years the traditional slogans have been: 'Kanaks, get yourselves
converted; Kanaks, get yourselves civilized'. By the systematic
chipping away of all that comprised his culture, his personality has
been the price paid for this miscarried integration in which he has
lost much of his reason for living without finding an alternative
(Tjibaou & Missotte 1978: 32).

This view, articulated by one of the most educated among the Kanaks, one who
had more reasons than most to praise the system of education, represents the
first major public rejection by Kanaks of the French concept of
"assimilation", and
of development.

~he

beginings of widespread discussion about a Kanak style

The Festival, which involved 2000 Kanak performers, was

envisaged as a way of restoring pride in Melanesian culture and at the same
time meeting the Europeans and members of other cultures as equals, rather
than as subordinates.

It coincided with a much heightened awareness on the

part of Melanesians of their culture, the greater use of the wor.d- "Kanak" to
descibe themselves, and some steps by the administration to attempt to
understand the differences between Kanak culture and their own.

3 .3.6 College Co-operatif and its links in New Caledonia

I n 1972 two students of Henri Desroches at the Paris-based College Co-operatif
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(see section 1.1.4.2), Jean Delion and Philippe Missotte, arrived in New
Caledonia and began to get involved in various training activities in the
voluntary sphere, Delion as an agriculturalist and sociologist and Missotte as
an educationalist and youth leader trainer.

In order to bring together

individuals working on rural development from different disciplines they
founded the Association de Recherce Action en Sciences Sociales (AREA)
(Association for Action Research in Social Sciences) (Delion 1979). AREA
encourages research by development workers, European and Melanesian, on the
situations in which they are working.
and seminar rooms.

It has a small office with a library

Individual assistance with research projects is given to

the members, the methodology followed being that described in Desroche's
Apprentissage en Science Sociales et Education Permanente. For those outside
the capital, books are available for sale by mail order.

Members of AREA,

most of whom are Kanaks, include moniteurs with the Maisons Farniliales
Rurales, training officers with FADIL or other government bodies, nursing
students, and those involved in setting up co-operatives.

AREA is affiliated

with the College Co-operatif in Paris, and through that, to the Universit~
Co-operative Internationale which has member organizations in Francophone
Africa, Canada and Latin America. This affiliation allows members of AREA to
work on and submit a , memoir (a type of thesis) to the College Co-operatif for
a degree.

Although Missotte left the territory in 1981, the work of AREA has

continued, in association with SIPCA promotions, a private consultancy
organization which does work for government and non-governmental agencies in
New Caledonia, Vanuatu and French Polynesia.

3.3.7 Fonds d'Aide au D~veloppement de l'Interior et des lIes

In the rnid-1970s, when the economic situation in New Caledonia was beginning
to suffer from a downturn in nickel prices, the French government set up
FADIL, (Aid Fund for the Development of the Interior and the Loyalty Islands).
Its aim was to channel more investment into small productive enterprises in

.'
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the rural areas and to help restore the economic imbalance between Noumea and
the rest of the territory.

This was done by providing subsidised equipment,

such as farm machinery, cattle and small boats, and loans for irrigation
(Connell 1983d: 11). As a condition of being granted a loan (only available to
Melanesians), each project-holder was obliged to attend a course of training
in basic book-keeping, marketing and possibly a course in the technical
aspects of the project, i.e.

fishing, boat repair or cattle raising.

Initially these courses were carried out in the four regions of the
/

Territory by the animateurs of the Service de Developpement et de l'education
de Base, (by now separated from the Vice-Rectorat). One of the animateurs was
Philippe Missotte, (see 3.3.6). In 1977 Service de l'Education de Base was
re-organized and Missotte was put in charge of a small training centre in
Noumea, the Section Formation Animation (S.E.F.A.), where week-long
residential courses were run for all FADIL loan applicants.

The training goes

far beyond the purely technical requirements for running the projects;
emphasis is placed on management skills and on social analysis of how their
project relates to the broader economy.

One of the reforms of the Socialist

administration elected in 1981 was to replace FADIL by ODIL, the Office de
Developpement de l'Interior et des Iles Loyaute, with greatly expanded powers
and resources.

S.E.F.A. continues, under the directorship of Roch Wamytan

with a complete staff of Melanesian animateurs. In 1983 a women's training
officer was appointed, who is responsible for developing a " rural women's
program, along the line of those which have for so long been a feature of the
English-speaking territories in the Pacific (see section 5.4.5.)

3.3.8 The Role of the Churches in New Caledonian Society

As mentioned in "Chapter 2, the churches played an important role in the
establishment of formal education in New Caledonia, in particular in the
e ducation of Melanesians. Both the Protestant and Catholic Churches run their
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own schooling systems and teacher training institutes, and both were involved
in helping to set up the first predominantly Melanesian political party, Union
Caledonienne, in the early 1950s (Dornoy 1984: 147). Both Churches have
established schools which pay some attention to Melanesian culture and in
which there is a lower drop-out rate of Kanaks than from the government
schools (Laurens and Vareille 1984: 123). The Protestant Eglise Evangelique,
based largely, still, in the Loyalty Islands, has done more training of
Melanesian pastors than has the Catholic Church in the training of indigenous
priests and nuns.

Thus the Protestant Church is more of an indigenous church

than is the Catholic Church, which remains predominantly staffed by
expatriates.

Not surprisingly, the Eglise Evangelique took a stand in support

of independence for New Caledonia in August 1979 (Weingartner and Trautmann
1984: 10), while the Catholic Church has yet to declare itself.

However

individual Catholic laypeople, both Kanak and European, have been active in
the movement for independence and for increased rights for Kanaks.

As in Fiji, the churches run youth and women's clubs, but they are more
likely to restrict their activities to their own members, and to limit their
programs to those with religious content, than to engage in the wide range of
development-oriented activities like their counterparts in the churches of the
English-speaking Pacific. However political events since the election of the
Socialist government have led to marked changes in this attitude and recently
the churches have been sponsoring seminars in New Caledonia by the animateurs
of INODEP in Paris (see section 1.2.3) during which a careful analysis is made
of New Caledonian society, its possibilities for change, and the likely source
of that change (INODEP 1984: 18-24).
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3.3.9 Maisons Familiales Rurales - Founded 1976

The Maisons Familiales Rurales (M.F.R.s) are locally based rural training
1

centres,

The movement of M.F.R's had its origins in France in the 1930s,

among peasant farmers who were dissatisfied with the effects of the public
education system on their sons and daughters.

In many respects France in the

1930s suffered some of the same structural problems faced by New Caledonia
today: rural exodus and the decreasing productivity of agriculture.

There had

also been a history of failure of many government-sponsored programs of
agricultural education.

Family farms needed the labour of young people in

order to survive, yet those young people needed some form of education if
agriculture was to become technologically more advanced.
Familiales Rurales was a response to those challenges.

The Maisons
Two important

principles which the M.F.R.'s have adopted and refined are: local control and
management for each centre; and alternance - alternating theoretical study in
the centre with practical study on the family farm (Chartier 1978). By 1977
there were about 500 M.F.R.'s in France and 250 in other countries including
Spain, Italy, Senegal, Algeria, Argentina and Brazil (La Belle 1976: 79-81).

Jacques Trampas, a Frenchman working for the Catholic Education Office in
Noumea, believed that the M.F.R.s could have something to offer New Caledonia
during the recession which following the "nickel boom", and invited a
representative of the Union Nationale des Maisons Familiales Rurales to tour
New Caledonia in 1975. The visit of Antoinette de la Bassetiere on behalf of
the French M.F.R.'s showed that there was indeed a great interest in
initiating M.F.R.'s in New Caledonia, particularly in the Canala and Poindimie
areas, where numbers of Melanesians were returning to agriculture, due to the

1. the literal translation of Maison Familiale Rurale is Rural Family House,
however the more usual English version, used by the South Pacific Commission,
is "Rural Community Learning Centre".
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downturn in nickel prices and retrenchment of labour from the mines.

The only

agricultural school at Port Laguerre had closed down as so few of its
graduates had taken up farming, yet by 1976 there was a massive return to
farming by young Melanesians (Bourret 1978: 189). The first local committees
were set up in 1976 in Canala, Poindimie and Pouebo, and Theodore Waap, the
first staff member, held meetings outlining the responsibilities of the
parents and the local community for running the M.F.R. and identifying
suitable candidates for training as staff for the centres.

In December 1976 a

grant of 880,000 French Francs was received from FIDES funds (see section
2.4.8.) for the establishment of two M.F.R.'s at Canala and Poindimie. In
March 1977 a Comit~ Territorial des Maisons Familiales Rurales was formed,

(as

an association under the law of 1901) with representation from all the local
committees which took control of all recruitment and training of staff.

Two

experienced members of M.F.R. were recruited from France as animateurs who
began the training of local moniteurs. Among the first to be recruited were a
few young men who had studied at .the former agricultural college at Port
Laguerre but who had never worked in agriculture as they had been immediately
recruited to work in the nickel mine.

An old primary school building in

Gelima (Canala) and a farmhouse in Poindimie were leased, and the first 16
year old boys began their three year course in February 1978 (Nalo 1978).
Since then the M.F.R.s have expanded considerably.
came into operation in Nathalo (Lifou)

In 1979 a third centre

(Bernard 1980b). By 1980 there were

eight, the following year 13, and by 1983 there were 18 M.F.R.s in New
Caledonia. The first two centres for girls were opened in Poindimie and Lifou
in 1982. While the M.F.Rs depend heavily on local fund-raising and voluntary
labour, particularly in management, they are subsidized by FIDES (for new
buildings), the Territorial Assembly, and the Department of Agriculture. By
1982 there ·were some 450 students enrolled in 13 centres, with 73 staff
members, 63 of them Melanesians.

(Les Nouvelles Cal~doniennes 28/1/82: 28).

The pedagogical principles of the M.F.R. and their application in New

"
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Caledonia are discussed in section 4.2.8.

3.3.10 Centre des Etudes et de Perfectionnement in Noumea

Section 1.3.5 mentions the impact in New Caledonia of thinking in France about
nonformal education.

The "law of 1971" granting paid educational leave for

employees set out the legal framework for the rapid expansion of adult
education provision in France, but was not extended to New Caledonia. In 1976
,,-

Jean Paul Landriot, who had been involved in one of the centres for education
permanente in France, carne to New Caledonia and was appointed secretary of the
Comite Territorial de la Formation Professionnelle, de la Promotion Sociale et
de l'Emploi (Territorial Committee for Vocational Training, Social Advancement
and Employment is a rough translation).

Its secretariat, the Centre des

Etudes et de Perfectionnement (which can be roughly translated as Centre for
Studies and Further Training), is funded by the Territorial Assembly, by
C.A.F.A.T. (the compulsory workers insurance scheme) and by the Chamber of
Commerce of Nournea. The Centre is an association registered under the law of
1901 and is purely advisory.

It conducts no courses of its own but publishes

details of all courses outside the schooling system and some within it,
available in New Caledonia. In addition it gives personal advice and
counselling to individuals who wish to change jobs, or to undertake some form
of training, and also provides a library and a few classrooms where other
organizations may conduct courses (Landriot 1980). The Centre des Etudes also
collects figures on the number of participants enrolled in all part-time,
adult education, trade union and vocational courses in New Caledonia (Landriot
1981), and lobbies the government on behalf of the students and organizers of
those courses.

From the time of his arrival in 1976 until October 1981

Landriot mounted an extensive campaign in support of the extension of the
French law of ' 1971 and its later amendments to New Caledonia. The campaign was
successful in October 1981 when the Territorial Assembly passed a resolution
bringing the territory into line with France on legislation giving workers
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rights to paid educational leave (Les Nouvelles Caledoniennes, 8, 10, & 12
Mars 1982). Some formal higher education exists in New Caledonia despite the
absence of a university, at the Centre de Droit (Law Centre) and the Centre
Associ~ du Conservatoire Nationale des Arts et Metiers where students,

studying at evening classes, may pass subjects leading to a degree in
economics or engineering issued by the University of Bordeaux. Usually
however, some time must be spent in France in order to complete the degree
(Delion 1984).

/

3.3.11 Annexes des Lycees d'Enseignement Professionel ALEPs

The Plan Dijoud launched by the French Administration in December 1978 (see
section 2.4.10) made several recommendations in relation to education,
including extending the age of compulsory schooling to 16, adapting curricula
(particularly for the Melanesians) to local conditions, and promoting the
cultural identity of the Melanesians. The Commission Pour la Promotion
Melanesienne, established under the leadership of Franck Wahuzue, was charged
with proposing some form of education suitable for non-academic rural youth
who would be staying on at school longer.

The Commission recommended

establishing a type of centre which had evolved in French Polynesia, the
Centres d'Education aux Technologies Appropriees au Developpement (CETADs)
(Centres for the Teaching of Appropriate Technologies for Development).
Meanwhile the Vice-Recteur appointed three committees chaired by inspectors
from l'Education Nationale to work on 'pedagogical objectives of courses
adapted to development'.

These committees worked out very detailed curricula,

timetables, etc., New buildings and workshops were built, as annexes to
existing schools, teachers were recruited from France, and by March 1980 the
first six ALEPs opened at the beginning of the school year (Pedagogie et

...

Developpement 1 1979: ). Wahuzue and his colleages protested that the ALEPs
were not what the Promotion Melanesienne had in mind as a form of education
'adapted to development', that many of the teachers brought from France were
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totally unsuitable, and that the ALEPs would only create a class of
second-class citizens among the Melanesians.

The ALEPs continue to be politically controversial, even though the
political climate changed completely since the election of the Socialist
Government in Paris, the abandoning of the Plan Dijoud and hence also of the
Commission Pour la Promotion Melanesienne. Nevertheless the ALEPs continue to
expand along similar lines.

In many ways they occupy a similar position to

the Multicraft Centres in Fiji, on the borderline between formal and
non-formal education.

While located within the schooling system they are

aimed at the traditional target group of nonformal education in the Pacific:
those young people who fail in their examinations in the formal system.

In

addition to the school-leavers' course most ALEPs have an evening or weekend
program of adult education or promotion sociale at which a number of skills
such as carpentry, outboard motor repair, and cake baking are taught to anyone
over 18. These courses are often quite popular, given the excellent workshop
conditions found in the ALEPs and many non-governmental groups.

For example

Maisons Familiales Rurales often encourage their members to take advantage of
these courses.

The ALEPs are discussed further in section 4.2.8.

3.3.12 Women's Organizations in New Caledonia and Nonformal Education

There are no "Women's Interest Officers" in the French system, nor have the
French colonial administrations used women's clubs as a form of "community
development" as in British colonies.

Women's voluntary organizations in New

Caledonia are very much divided along ideological, denominational and ethnic
lines.

In addition to the already mentioned Association Feminine pour un

Souriant Village Melanesian, mainly of pro-independence Kanak women, there is

".
another organization of Kanak women associated with Promotion Melaneslenne,
."

called Tradition et Avenir (Tradition and Future), which states its aim as
being to help Kanak women and young couples to 'become integrated in the
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modern world'.

Like Promotion Melanesienne, Tradition et Avenir believes that

Kanak custom is often a hindrance to young Melanesians and that more
"individualism" is necessary if Kanaks are to improve their standards of
living.

Under the conservative Giscard administration the only government women's
appointee was the "Delegate to the Bureau of the Feminine Condition" in Paris.
the holder of this position, a Melanesian, was in effect a one-person social
security bureau.

She spent most of her time dealing with individual problems

of women, mainly those in the workforce e.g.
know their rights and who needed advice.

in domestic service, who did not

Since the corning of the Socialist

government in Paris, the new attitudes there towards women have had some
effect in New Caledonia. The Bureau of the Feminine Condition was replaced by
the "Bureau of the Rights of Women" in Paris and a Women's Federation, on
which all women's organisations are represented, was formed in New Caledonia
to advise the administration on women's issues.

Women's nonformal education

in New Caledonia began to be influenced by regional bodies such as the South
Pacific Commission since the coming of the Socialists too, the appointment in
./

1982 of the women's training officer to the Office de Developpement de
l'Interior et des Iles (ODIL)

(see section 3.3.7 above) with a mandate to work

with local women's groups represents the beginning of development-oriented
women's work among Kanaks by the government (see section 5.4.5).

3.3.13 Co-ordination of Nonforrnal Education

Unlike those in Fiji, the providers of nonformal education in New Caledonia
have not felt the need to become more co-ordinated through boards, committees
etc.

The only co-ordinating mechanism for all types of nonformal education,

youth, vocational, rural and urban is a directory, the Annuaire des Organismes
de Formation de Nouvelle-Caledonie published periodically by Jean-Paul
Landriot (1980 & 1984). However this co-ordination is purely at the level of

"
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making information available about courses, and Landriot's office mainly
concerns itself with co-ordinating the basically vocational training courses,
most of them urban-based.

This is seen as a service to individuals wishing to

do the courses, and as publicity for the courses, rather than as a
policy-making forum for government or nongovernmental bodies, or as a strategy
of development.

Of all the courses considered in this section it is probably

FAOIL, now OOIL which is most regarded as part of a strategy of development,
although some of the youth projects regard themselves as mobilizing youth for
development-related goals.

Many of the providers of urban-based courses, in

particular the university equivalence courses and higher diplomas regard their
work more as a service to individuals who would otherwise have to go to France
to do such studies.

As Jean Oelion (1984: 57) has pointed out, one reason for

'no concerted, planned or coherent organization of higher education in New
Caledonia which includes all post school education, formal and nonformal' is
that all government departments, associations and employers which provide such
courses relate to separate headquarters back in France.

159

3.4 EVOLUTION OF THE INSTITUTIONS OF NONFORMAL EDUCATION IN MICRONESIA

The course of evolution of nonformal education in the Trust Territory has
differed considerably from that in Fiji and New Caledonia. Most early
initiative came from Washington, often from people with little knowledge of
conditions in Micronesia. The views on the role of education in development
held by these people were far more influenced by human capital theory than
were those of proponents of nonformal education elsewhere.

The other notable

differences are the amounts of money available and the presence of large
numbers of Americans resident in the Territory working in community
development and education.

3.4.1 Recommendations of the Solomon Report -

1963

Section 2.5.7 mentions that the publication of the Report of the Solomon
Committee, commissioned by President Kennedy, marked a turning point in the US
Administration's attitude to social change within the Trust Territory. One of
the recommendations of the Solomon Report was the implementation of a
"Community Action Program" to be run by the Peace Corps. One of the reasons
given was 'the tremendous need, in the Mission's judgement, for direct and
continuing American contacts at local levels'

(Solomon 1963, Vol. II: 185).

The Peace Corps, another innovation of the Kennedy Administration, was
just getting under way at the time of the Solomon Report (Kennedy 1961). US
Peace Corps volunteers are paid by the Federal Government but are not regarded
as government officials.

Among the first Peace Corps Volunteers to go to

Micronesia were teachers in the formal education system, lawyers and untrained
community development workers.

The Peace Corps' presence in Micronesia was

marked by controversy, even before the first volunteer arrived in 1966.
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Although the Corps was designed for action in foreign countries it was
Micronesia, a US Territory, to which the largest ever contingent of
volunteers, on a per capita basis, was sent (Ballendorf & Seay 1976). While
Peace Corps Volunteers are not government officials, they helped towards the
process of blurring the distinction between government and non-government
activities which exists in the Territory.

3.4.2 Introduction of u.S. Federal Programs -

1956

Money for federal programs in education first became available to the Trust
Territory through the specific inclusion of the T.T.P.I. in PL (Public Law)
89-10, the Elementary and Secondary Education Act, in April 1965. Almost
immediately the question arose as to whether funds available under this
federal program would cause a reduction in the funds provided to the Trust
Territory by the US Congress under the regular T.T. budget.

After 11 months

of negotiations between the High Commissioner, the Director of the Office of
Territorial Affairs, the US Office of Education, the General Accounting Office
and the US Congress, the question was answered; funds available through
Federal Programs would be in addition to the regular budget.

This immediately

gave rise to a situation where large sums of money could corne into the
Territory for federally funded projects, over which local administrations had .
no control whatsoever.

The US Office of Health, Education and Welfare

(H.E.W.), which administers these programs, divides the whole of the US into
nine regions.

The Trust Territory is included in Region IX, administered from

San Francisco but treated as a US State for the purpose of these allocations.
Federal programs have meant that money has not been a limiting factor on the
development of any educational or welfare projects in the Trust Territory.

3.4.3 Community Action Agencies

The Community Action Agencies (C.A.A.s) established in the Trust Territory in
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1967 by the Office of Economic Opportunity (see section 2.5.6), became a major
channel whereby the

u.s.

Department of the Interior began to direct funds to

nonformal education activities.

Although fully funded by the US Government,

C.A.A.s are described by the administration as 'private, non-profit
corporations administered by a locally elected governing body and charged with
mobilizing resources to alleviate poverty in their communities'

(T.T.P.I.

1970: 70). The first program initiated by the C.A.A.s was "Project Head
Start", a compensatory education program originating In the US for pre-school
children from disadvantaged backgrounds, and a major form of preparatory
nonforrnal education.

In the US it was intended to prepare children to enter

the formal schooling system with less disadvantage by comparison with
middle-class children than they would otherwise have, and most of its
participants have been Black, Hispanic and other minority children.

In

Micronesia, where such class and cultural differences hardly exist, and where
most children would be equally educationally disadvantaged in an American
system by comparison with American children, it might be expected that a
compensatory program such as "Head Start" might be irrelevant.

Nevertheless

an Annual Report of the Territory described it as
tailor-made for Micronesia in that it acknowledges the central
role of parents and the familiar community as the ultimate "teacher"
and as the vehicle whereby any youngster is propelled forward to the
fullest limit of his mental and physical potential (Romisher 1974:
150) •

Janice Pusc has described the objectives of "Head Start" in Micronesia as 'a
step in the direction of getting involved, accepting responsibility and
feeling success'

(1972: 1). She sees its underlying philosophy as being to

educate Micronesians in democratic processes, as the 'democratic way of life
was not a recognized aspect of the Micronesian cultures'
program included, in addition to pre-school education,

(Pusc 1972: 1). The

'health-care, parent

involvement, -and psychological services' and aimed at a "child-centered"
rather than a "teacher-centered" curriculum.

In addition to "Head Start" the

C.A.A.s have been the base for women's programs, often run by graduates of the
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S.P.C. 's Community Education Training Centre, and youth programs, the
administration of sport, vocational training and mobile adult education
units.

The C.A.A. in Palau was also involved in the writing and publication

of a history of Palau (Kesolei et ale

1976).

3.4.4 Adult Basic Education and Adult Education

Adult Basic Education (A.B.E.) had its origins in the Economic Opportunity Act
of 1964, at the forefront of the Johnsonian "war on poverty"

(see section

2.5.7). With the advent of federal support for public education the following
year, A.B.E. became Title III of the Elementary and Secondary Act, known as
the Adult Education Act of 1966 and moved from the Office of Economic
Opportunity to the Division of Adult Education, U.S. Office of Education.
Adult Basic Education became Title VI of the Education Amendments of 1974
which extended A.B.E. to include bilingual programs (Mezirow 1975: 2). It is
the responsibility of States to initiate plans which are approved annually by
the Office of Education. As funds are distributed according to the size of the
population over 16 years of age with less than six years' schooling,
Micronesia does proportionally well from this program by comparison with
mainland States.

Although programs are federally funded, staff are hired locally.

The two

main types of programs are Basic Adult Education, geared to the 3 R's for
native speakers of English, and English as a Second Language (E.S.L.). Classes
are organized at three levels, beginning (grades 1-3), intermediate (4-6) and
advanced (7-8). Until 1972 there was another program, the Adult Education
Program, in addition to the federally funded A.B.E. program.

It was funded by

the Congress of Micronesia and was less restricted in what could be taught.
However in . 1972 the Congress of Micronesia refused to make any more
appropriations to this local adult education program leaving only the more
restrictive A.B.E. program in operation (Ford 1975·: 181). The content of

163

courses taught in the district Adult Education Centers is very much influenced
by the requirements of those who wish to sit for the G.E.D. examination.

The

G.E.D. (General Educational Development) is a testing program originated in
1942 by the US Armed Forces Institute which is designed to measure skills and
concepts acquired during a four-year American High School education.

A pass

in the G.E.D. is regarded by most employers and colleges as equivalent to a US
High School Diploma. The test covers writing skills, social studies, science,
reading skills and mathematics.

Most Adult Education Centers in the Trust

Territory gear their teaching towards this qualification and all administer
the tests.

3.4.5 Ponape Agriculture and Trades School - opened 1965

Father Hugh Costigan, a Jesuit from New York who arrived in Micronesia in
1947, was assigned to the parish of Metalanim, a remote part of Ponape island
in 1952. Annoyed by the government's policy of importing Filipino labourers to
do construction work he organized a Ponapean construction co-operative and
underbid the firms which the government had brought in, for several
contracts.

With 250 workers, the co-operative built 27 schools and 13

teachers' houses for the government; it then became a housing co-operative for
members to build' houses.

This experience caused Costigan to think about a

school which would teach the skills of building construction on a systematic
basis, in addition to mechanics and agriculture.

He has described how he came

to the decision to establish PATS.
Inevitably it becomes obvious that the necessary
infrastructures and skills for community growth are missing ••••
In
Ponape we recognized a need for formal and intense training some 15
years ago. The solution was an agriculture and trades school,
terminal in its objectives, but as competent and demanding as the
young men of the islands could tolerate (Costigan 1977: 33).

The school, on a 200 acre site hacked out of the jungle on a part of the
island until recently only accessible by boat, took ten years to corne to
fruition.

In 1965 it opened its doors to 37 boys for the 'four year course.

.,
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There were three teachers, including Father Costigan. In 1968 PATS received a
High School Charter from the Trust Territory Administration. Every year
applications have far outnumbered the places available.

In 1978 girls as well

as boys became eligible to compete for places at the school.

Students come

from allover the Trust Territory. Since 1973 PATS has been governed by the
PATS Educational Foundation of Micronesia Inc., a non-profit corporation with
a board of trustees, 75% of them Micronesian. It includes government
employees, legislators, people from the professions, and the church.

A large

part of its role is in fund-raising for the School. PATS is undoubtedly the
best known educational institution in the Trust Territory. While strictly
speaking a formal educational institution, it is discussed in section 4.2.9 as
its subject-matter is similar to that covered by many nonformal education
projects, and it seems to be the only known case of a technical and
agricultural training which is more sought after, in its region, than
classical academic training.

3.4.6 Women's Interest Officers

Following the example of the South Pacific Commission, the US Trust Territory
Administration appointed a "Women's Interest Co-ordinator", Mrs Ermina
Ngiraked, to it's Headquarters Staff in 1964 (the first Pacif ic Islander to be
recruited to such an appointment).

In addition to 'co-ordinating the work of a

series of Women's Interest Field Officers in each of the districts, her job
involved raising funds for women's clubs from both government and
non-government sources in the USA. One of the major organizations which gave

-

support was the Girl Scouts of America, and scouting became one of the major
programs for girls organized by the Women's Interest Field Officers (Udui
1964: 2). The Women's Interest Co-ordinator was also responsible for selecting
participants ' for the South Pacific Commission's courses at the Community
Education Training Centre and for other special courses in Hawaii and
elsewhere.

It was through the C.E.T.C. that women's progams in Micronesia,
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more so than other nonformal education programs in the T.T.P.I., became
influenced considerably by practices in the British colonies, in particular
Fiji. When the C.A.A.s were set up the Women's Interest Officers in most
districts moved to these new offices where they worked closely with people
involved in "Project Headstart", youth training, and other federal programs.

3.4.7 Role of the Churches in Nonforrnal Education

The only significant sponsor of nonforrnal education outside the government
structures in the Trust Territory are the churches, with the Catholics more
active than the protestant denominations.

Throughout the Caroline Islands,

the role of members of the New York Province of Jesuits is highly
significant.

Members of this order have been responsible for the founding of

Xavier High School, the most academically successful school in the territory;
PATS (see previous section); adult education radio programs in local languages
in most of the districts; the "Micronesian Seminar" based at Xavier High
School in Truk, which promotes study and debate on pressing contemporary
issues (see sections 3.4.11 and 6.4.8); a successful fishing co-operative in
Truk; and an adult education program in Ponape which includes the training of
"Youth Mobile Teams" which encourage discussion of major issues in rural
areas.

In addition American Maryknoll Fathers and Sisters are active in

nonformal education programs at the parish level throughout the Marshalls and
Carolines. Most of these groups see the training of Micronesian leadership for
the continuation of these programs as a top priority, yet one which is
difficult as many Micronesian high school and college graduates would prefer
to work for the government.

Due to the missionary status of the church,

funding is readily available from US Catholics for educational projects, and
for support of the American nuns and priests.

Few Micronesians are in

training for "the priesthood, although numbers of indigenous laypeople are
active in running nonformal education projects of the church, in particular
the radio programs and the Youth Mobile Teams in Ponape (see section 4.4.7).
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3.4.8 The Modekngei Learning Center

Modekngei is a Palauan religio-political organization founded early this
century to preserve and maintain traditional values.

It was particularly

strong during the Japanese occupation of the island (Barnett 1959: 83). In the
late 1960's a group of Modekngei elders, concerned about the lack of respect
for Palauan customs, loss of traditional knowledge, loss of personal identity
and growing problems of drinking and delinquency among young people, decided
to build a school which would embody a broad concept of education.

The elders

said that they did not intend their school to be 'a stagnant pond of bygone
culture', but they did hope to exercise more control over changes that
inevitably occur in a changing culture (Friends of Micronesia 1974: 18). Their
ideas took many years to develop, but by 1971 gained considerable impetus with
the appointment of an educational consultant, Dr William Vitarelli,
Vice-President of the University of Guam (Ballendorf 1974: 83). He persuaded
the Janss Foundation of California to provide initial financial support for
the school to pay for tools, basic machinery and professional assistance.
Modekgnei people agreed to provide all lahour, local materials and food.

The
On a

93 acre site on Babeldaob island, a commercial farm was established, students
and teachers built their own houses following traditional Palauan custom, an
old road was rehabilitated and a dock built for the marketing of produce from
the farm.

During the early 1970's there was a great deal of discussion among
educated Micronesians, and some American residents, about education

bein~

used

as a tool of "Americanization" by the US Government, partly sparked off by the
leaking of the hitherto secret parts of the Solomon Report by the Young
Micronesian in Hawaii (see section 2.5.7). The establishment of the Modekngei
Learning Centre can be seen, in part, as a reaction against this and against
the influx of US Peace Corps Volunteers and contract teachers.

Nevertheless
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there is an American aspect to its philosophy; this was the period when so
called "alternative schooling" was in vogue among the US middle classes and
this current is very evident in the Modekngei thinking.

The Modekngei Learning Centre proved to be extremely popular in its early
years.

The first intake in November 1974 was 200 students, five times more

than planned (Ostrowski 1975: II-8). There was also a more than adequate
number of adult volunteers to carry out the construction work.
Vitarelli reported:

In 1976

'the center can now boast facilities second to none in

Palau, including many more physical improvements and community dwellings which
the conventional schools do not have'

(Vitarelli 1976: 4). Although originally

envisaged as a non-credit centre, with no

intent~ion

of preparing students

for higher education, early on there were pressures to offer a high school
curriculum, from parents who feared that their children might miss out on
scholarships to college and government jobs (Vitarelli 1976: 5). The
curriculum and pedagogy of the Modekngei Centre are discussed further in
section 4.2.10).

3.4.9 The College of Micronesia and its Extension Centers

During the 1960s teacher training for elementary and secondary schools of the
T.T.P.I. took place at the Micronesian Teacher Education Centre (M.T.E.C.) in
Ponape, part of the Pacific Islands Central School, the only government
secondary school.

Although involved in the preparation of teachers, the

M.T.E.C. itself was basically a secondary level insti ·tution.

In June 1970 it

was upgraded to Community College status and began offering courses leading to
the Associate of Science Degree in elementary education, thus becoming the
first post-secondary educational institution in the Territory (T.T.P.I.
1970: 18).

1

1. The Associate of Science, A.S. and the Associate of Arts, A.A. are two year
degrees offered by Community Colleges in the USA.
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The C.C.M. inaugurated an extension program in August 1971, whereby
courses for credit could be taken off-campus, and by January 1972 some 300
students were enrolled in 40 courses in four of the six districts (US Dept. of
State 1972: 144).

In 1970 the Trust Territory became eligible for funding under the
Vocational Education Act. Funds from this source were used to upgrade the
Palau Vocational School into a post-secondary institution, the Micronesian
Occupational Center (M.O.C.). A large campus was constructed in Koror, Palau,
and in September 1972 programs were initiated leading to the A.A. Degree in
Vocational Education.

In addition to academic courses the M.O.C. offered trade courses
including air-conditioning and refrigeration, appliance repair, automotive
mechanics, dental nursing, food services, seamstress training, cartographic
drafting and welding.

In January 1978, the C.C.M., M.O.C. and a third

post-secondary institution, the College of Nursing (based in Saipan), ceased
to be run directly by the Trust Territory administration and were transferred
to a new public corporation, the College of Micronesia, operating under a
Chancellor and a Board of Regents (as in an American college)

(T.T.P.I. 1977:

110). These three component parts still retain their own identity with the
C.C.M. emphasising liberal arts education in addition to teacher training.
The College of Micronesia runs extension centres in all State capitals of the
Trust Territory with local staff, and a curriculum geared, in part, towards a
US-style teacher's training course.

Since 1977, when new regulations

requiring the Associate degree for teacher registration were introduced, most
of the C.C.M.'s students have been practising teachers upgrading their
qualifications.

The full-time students on the C.C.M. campus in Ponape and the

M.O.C. campus in Koror are financed by Basic Equal Opportunity Grants, a
federal program of the US government available to economically disadvantaged
students throughout the USA.As cash incomes in Micronesia are so low by

"
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comparison with those on the US mainland, almost all applicants from the Trust
Territory qualify.

However, as most of these qualify for admission to

colleges in Guam or Hawaii or on the US mainland where these grants are also
tenable, very few decide to stay in Micronesia for their higher education, and
there is a vast exodus of students at the end of high school (Ballendorf
1979). Full-time students at the C.C.M. thus tend to be those who, for
personal reasons, including family commitments, have decided to stay in
Micronesia.

3.4.10 Aramas Kapw (Micronesia Bound)

Aramas Kapw, meaning "New Person" in Ponapean, is a project based on the
philosophy of the internationally-known Outward Bound Schools and is often
referred to as "Micronesia Bound". This non-governmental project was founded
in 1977 by Osia Santos, a Ponapean who had attended an Outward Bound course in
the USA. The project was later supported by federal funds from the Mental
Health Division of the Department of Health Services and the Youth Services
Office of the Crime Control Services Administration (now the Justice
Improvement Commission). The financial sponsorship of the program demonstrates
the important role which the US Trust Territory Administration sees for
nonformal education in the prevention of delinquency and the rehabilitation of
young offenders.

Participants in the 22-day course and the three-month

follow-up are mainly high school dropouts, delinquents, or those thought to be
at risk of becoming delinquent (Hezel & Masterton 1982). The aim of the course
is to provide very physically and emotionally rigorous tasks to be performed
both alone and in a group, such that the young people will increase their
self-esteem.

The project is further discussed in section 4.2.11.

3.4.11 The Micronesian Seminar

The Micronesia Seminar, located within the Xavier High School in Truk, had its

.,
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origins with a group of Jesuits in New York who established a library and held
informal discussion sessions in the US for those of their number who were
planning to do missionary work in the Trust Territory. In 1969 the library was
moved to Truk with Father Francis Hezel, who went to teach at the High School.
It has continued to grow, and endeavours to acquire everything published on
Micronesia in any language.

Concurrently with the move to the islands by the

Micronesian Seminar, church personnel in the Trust Territory decided on a
program of research and action and mandated the Micronesian Seminar to
organize it.

This was the beginning of conferences on issues of importance to

which church, government and community leaders were invited.

Topics which

have ,been covered include the question of the political status of Micronesia,
the role of education in development, the effects of the US federal programs
"bonanza", youth sucide, delinquency and other problems affecting young
people.

In 1981 the Micronesian Seminar contracted Henry Schwallbenberg, a

Jesuit from the US, to write a series of educational papers outlining
precisely the possible negotiating positions which the Micronesians could
adopt in their negotiations with the US over their future political status.
These were then used to run a political education program in competition with
the administration's own "Education for Self-Government" prograrrune, which
Micronesian Seminar staff felt was little more than a public relations
excercise for the American system (Hezel 1982: 69-78).

The Micronesian Seminar is one of the few nongovernmental bodies in the
Trust Territory today which is independent enough to take a critical look at
the nature and direction of development in the territory.

While not engaged

itself in grass-roots nonformal education it sees its role as
offer(ing) assistance to pastors, Catholic and Protestant, and
to government agencies in devising tools by which people can educate
themselves as to the realities of life in Micronesia today.
It has
become a resource on which churchmen and representatives of other
agencies, can draw to help make their own programs more effective
(Hezel 1983: 131).

Relations between government officers and the Micronesian ' Seminar have not
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always been good, particularly as so many of the findings of the Seminar are
critical of US policy.

Nevertheless by encouraging a critical approach to US

federal programs, which fund so much of nonforrnal education in the territory,
and by criticising the absence of "village level volunturism" and
self-reliance generally, the Micronesia Seminar encourages debates on many
issues which are well known in other parts of the Pacific, but which might not
otherwise be heard in the Trust Territory. Its role is discussed further in
section 6.4.9.

3.4.12 The Co-ordination Problem

In general, co-ordination among providers of nonforrnal education in the U.S
Trust Territory suffers from some of the same problems as that in New
Caledonia due to the persistence of the colonial arrangements.

In addition

there are further problems due to the geographic dispersal of the Territory
and the decision by the people to fragment into four separate political
entities.

Thus Adult Education Directors from the various districts (now

States) often meet, and their work is co-ordinated by an office in Hawaii. But
co-ordination locally among people funded under different federal programs is
largely non-existent.

The unfortunate consequences for this lack of

co-ordination for the transition to the new political status are examined in
section 6.3.6.
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3.5 SOME OBSERVATIONS ON FACTORS INFLUENCING THE ESTABLISHMENT OF
NONFORMAL EDUCATION PROJECTS

As shown by the foregoing historical summary, several marked differences are
evident in the dynamics of how nonformal education has evolved in the three
territories.

Despite the fact that nonformal education projects, even more so

than formal educational institutions, are usually originated with some purpose
of social change in mind, sociological evidence seems to indicate that they
nevertheless reflect, rather than direct, social change (see section 1.4.2).
In Fiji much of the original initiative for particular projects came from
non-governmental organizations or individuals, gained the approval of the
government, and became subsidized by government revenue, thus following the
Fiji tradition in formal education of local initiative and government
funding.

The long-standing traditions of voluntary social organization at

village level in the form of church youth and women's groups and the
co-operative movement is a legacy which was missing in the other two
countries.

In the early 1970's this was a great advantage and many innovative

projects had their origins then, when experimentation could be carried out
free from the bureaucratic interference which often slows down projects of
social change.

While benefitting a great deal from voluntary mobilization,

the evolution of nonformal education in Fiji has been haphazard, lacking in
co-ordination or even adequate consultation in many cases, leading in some
cases to rivalries and competition between groups and individuals, unnecessary
duplication, wasted time, a certain amount of "re-inventing the wheel", and
unmet needs.
the form

o~

The emergence in the 1980's of government nonformal education in
the Multicraft Centres and the National Youth Camp took place

under very different economic circumstances, a different educational climate
(i.e. a less innovative one) and under severe bureaucratic constraints.

This
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has led to their being compared, often unfavourably, with the non governmental
projects.

The implications of some of these observations for development in

Fiji is further examined in section 6.1.

In New Caledonia, while the government/non-government distinction is also
important it operates in different ways.

In addition to the religious -

anti-clerical contention there is the racial division, or more correctly the
political opposition between supporters of Kanak independence and those who
believe the Territory should be French for ever.
lavishly funded and often staffed by French staff.

Government projects are
While non-governmental

projects can often calIon more private funds than can their counterparts in
Fiji, conditions for government funding are very strict.

Different ideological and economic factors h ave influenced the origins of
nonformal education projects in New Caledonia at different times.

During the

early days of Education de Base it was the paternal istic approach of spreading
"French civilization" to those who would never go to formal schools.

Later

with the nickel boom and the need for a quickly trained workforce, the Centre
de Formation Professionel Rapide was the response.

Now the conditions are

very different: it is the massive number of unemployed youth who are seen as a
threat to stability which provide the rationale for the ALEPs and the return
to the tribu, not for its own value, but in the absence of wage employment.
Looked at in this way, the evolution of government nonformal education in New
Caledonia appears a good deal more planned and logical than that of Fiji. The
providers of non-governmental programs in New Caledonia, on the other hand,
prize their autonomy and closeness to the people's needs, rather than to those
of the economy as a whole.

Since the rise of the Kanak movement they are

finding themselves increasingly differing with the government over fundamental
values and the form which development should be taking in New Caledonia. Many
of the leaders of the Kanak independence movement have themselves gained their
training and political experience as organizers of various projects of
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nonformal education, in particular the Maisons Familiales Rurales.

The US Trust Territory of the Pacific Islands presents a situation almost
unique among Third World countries.

It is a system where the existence of

funds is the prior condition, and the limiting factor is having enough skilled
people to apply for them and spend them within the prescribed guidelines.

The

ambition of the Kennedy era, that of transforming the Trust Territory by means
of education into a society resembling that of the USA, is now recognized to
be a total fantasy.

While the T.T.P.I. has a relatively high level of

participation in formal education, nonformal education is seen as a necessity,
particularly by those who regret the passing of traditional values and the
loss of former skills.

As with formal education, nonformal education is often seen as a means of
getting money from Washington to a particular region, via federal programs
(see section 2.5.10), rather than mobilizing Micronesians to participate in
projects which they design.

The presence of large numbers of Americans in the

territory during the crucial years of educational expansion and innovation has
meant that it is often difficult for Micronesians to envisage alternative
models to those of mainland USA. Fields of nonformal education which are
well-developed in the independent countries of the Pacific seem almost unknown
in the Trust Territory, such as economic development-oriented youth projects,
particularly those which concentrate on raising the level of productivity
within the subsistence sector.

Regional links, particularly through the

S.P.C., are beginning to change this.

Some caution needs to be exercised in

the use of the term "nonformal education" in the case of the Trust Territory,
since here, in contrast to Fiji and New Caledonia, the consciousness of the
term is very weak and some of the providers of the Micronesian programs in
this study do not even consider their work to be part of an enterprise known
as "nonformal education".

For this reason the problems of co-ordination which

so plague providers in Fiji are a complete non-issue in the Trust Territory.
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Many government nonforrnal education projects have an underlying objective
of promoting democracy and free enterprise.

"Democracy" often means little

more than the replacement of traditional leaders with elected ones.

The

promotion of free enterprise hinges on the characterisation of businessmen as
"wealthy" and thus to be emulated.

However, despite this promotion of the

ideology of free enterprise in the Trust Territory, it is here that capitalist
relations of production are least developed, although capitalist relations of
exchange flourish, aided by the large sums of money filtering down through
federal programs.

Dependence on the government, despite the rhetoric, is far

greater than elsewhere in the Pacific. Whether planned or not, it appears that
the dependency-creating recommendations of the Solomon Committee have been
fulfilled.

The implications of this for Micronesian development are discussed

in section 6.3.

3.5.1 The Impact of Regionalism

The impact of regional organizations on nonformal education in the three
countries has been very variable.

In general the impact of the South Pacific

Commission has been greater on the

English~speaking

island states in close

proximity to the headquarters or to other major projects.

Fiji undoubtedly

benefits considerably from the presence of two S.P.C. programs in Suva, the
Community Education Training Centre and the Audio-Visual Training Centre. The
French territories have particular difficulty in benefitting from S.P.C.
initiatives, not only stemming from language problems.

Micronesia, partly due

to its great distance from the southern part of the Pacific, and also to its
great reliance on US structures and influences, has often been isolated from
regional debates on nonformal education, or found them irrelevant.

Now,

however, with moves by a number of the political entities in the Trust
Territory

towards a more independent political status, people in the

fields of youth work, women's affairs, health education, broadcasting etc.
are finding the S.P.C. a useful source of alternative ideas to those of US

"
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agencies.

Thus regionalism in the Pacific, originally instituted for administrative
convenience of the colonial powers, in order to achieve economies of scale,
and create "multiplier effects" through regional training courses, has become
of more importance for reasons of cultural exchange and transfer of
innovations and philosophies.

South Pacific regionalism has been a

particularly important factor for some time, in the development of nonformal
education, which relies on exchange of ideas and experiences at the local
level rather than adherence to centralized prescriptions.

In some bodies

there is talk of a "Pacific Way" of cultural, social and educational methods
which breaks with colonial traditions and emphasises a return to traditional
values, but often this is vague and somewhat controversial as to its
application or meaning.

Within the former British colonies sub-regional bodies such as the
University of the South Pacific are influential, while between the different
blocs, French, American and Commonwealth, it is the South Pacific Commission
which has had most impact on the development of progams and technical
information.

At the non-governmental level it is the churches which are most

active in regional exchange of ideas and philosophies of nonformal education.
The significance of regional bodies in the training field is still open to
conjecture.

National bodies often see regional ones as competing with them,

and within regionally organized training courses there are sometimes
allegations that certain countries benefit more than others.

Nevertheless, as

shown in Chapter 4 and Chapter 5, the South Pacific Commission has been
crucial in transferring ideas and practices mainly from the British to the
American and French territories, particularly in the fields of nonformal
education for out-of-school youth and for women.
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Chapter 4

YOUNG PEOPLE AS A PRIORITY FOR NONFORMAL EDUCATION

Most Pacific social systems were designed in such a w~y that
the older generation effectively exploited the young, who had little
alternative but to be submissive. Now they can escape and they do.
Moreover, the western-derived education system instils in young
people certain aspirations that can only be realized in town (Finau
et ale
1977: 1).

4.1 WHY YOUTH ARE SEEN AS A PRIME TARGET GROUP FOR NDNFORMAL EDUCATION

In Chapter 3 attention was drawn to the fact that governments and
administrations in the Pacific region have tended to equate nonformal
education with programs for rural unemployed school leavers ("drop-outs") and
that incentives to develop these programs largely arose from initiatives taken
by non-governmental organizations.

There are humerous reasons for this emphasis on youth as a target group
for nonformal education.

First, and most obvious, is the high drop-out,

push-out and failure rate of young people in the formal schooling system
documented in Chapter 2. While this might have mattered less two decades ago,
it is now seen by governments, parents and the society generally as a wasted
potential resource, as large numbers of young people are appearing on the job
market with no possibilities of finding full-time employment in the cash
economy.

The immediate fear of many parents and officials is that these young

people, rather than return to traditional roles in the village, will remain in
the urban areas and turn to crime and delinquency, indeed in some countries
the prevention of crime is a priority aim of youth nonformal education
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projects.

Secondly, the popular view has been expressed that formal education is
"irrelevant" to the rural dweller, and a cause of his or her inability to be
integrated into the traditional ,roles in production in the village.
Irrespective of the accuracy or otherwise of this proposition, it is often
believed by educational planners that nonformal education would be a more
relevant or appropriate education for these rural young people.

Thirdly, the post-War population growth in all the countries concerned
has meant that young people are a larger group and larger percentage of the
population as a whole.

The number of jobs in wage employment is

not growing fast enough to keep pace with this population growth, and not many
of those jobs which are being created are going to school leavers.

Fourthly, there is the problem that in societies where the elders are
revered, to be young is to be powerless.

Yet in planning for the future,

necessitated when thinking about social change and development, young people
should have some input.

Formal education in the Pacific has been an avenue

whereby young people have been enabled to gain some status and power in the
modern sector of societies which are generally ruled by the older
generations.

But' when rural young people have attempted to have some input

into local councils, as in the case of the Rural Youth Councils in Fiji, their
intervention has sometimes been frustrated by the elders; and those young
people have not had the status bestowed on them by high levels of formal
education, even though they might be skilled in certain fields.

In this chapter several nonformal education projects for young people are
examined in some detail.

The first section looks at full-time nonformal

education projects which are seen as an alternative to formal schooling.
Included in this are some projects which could be seen as on the borderline
between formal and nonformal education.

These are the Multicraft Centres of
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the Ministry of Education in Fiji, and the Annexes des Lycees d'Enseignement
Professionel (ALEPs) in New Caledonia. They are included because they are
aimed at the same target group as the more properly nonformal education
projects.

There is also a tendency in some countries of the Pacific to use

the term "nonformal education" to refer to any course outside the academic
stream marked by examinations, even if it is full time and administered by a
Ministry of Education: for example the Multicraft Centres are now part of the
Fiji Ministry of Education's Nonformal Education Section (see section 3.2.19).

Two projects in the US Trust Territory are also included in this section
which might not appear to be cases of nonformal education, as both have a US
High School Charter, making them officially part of formal education.

They

are the Ponape Agricultural and Trades School (PATS), and the Belau Modekngei
Learning Centre. However the subject-matter of their instruction is that which
usually forms the basis of nonformal education for young people in the
Pacific, and both make a great deal of use of extra-curricular activities as
part of the educational process.

In the typology used by Thomas LaBelle

(1976: 23) and discussed in Chapter 1 (section 1.4.4), such activities
represent the nonformal aspect of formal education.

Both PATS and Belau

Modekngei, it could be argued, represent experiments in the blending of formal
and nonformal education in the one institution, not common to the normal run
of formal schooling in the Trust Territory.

The projects described are then discussed according to a number of
variables, found in the course of observation and comparison of the projects
to be significant.

These include each project's degree of

institutionalization, the level of technology it uses, the ethnic mix of
participants and language of instruction, the age of the participants, the
nature of .the leadership and the future aspirations of the participants in
relationship to development.

The second section of the chapter examines less structured projects for
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The selection of projects for detailed consideration was done in as far as
possible according to the principles of "theoretical sampling" described in
section 1.5.1. In the case of youth projects,

~his

meant identifying both

government and non-governmental youth programs of greatest prominence in
each territory, regardless of their educational content or approach, then
looking for the educational or training component.

Efforts were then made

to find comparable projects in each of the three .countries, in many cases
they were much less well known e.g.

government sponsored youth leader

training in New Caledonia (which is more leisure-oriented than
development-oriented) is much more marginal than that in Fiji and might
have escaped attention had it not been for the effort directed at trying to
find an equivalent in each of the three countries.

Once identified and

data collected using the typology, a comparison of these two projects
provi ded a useful insight into differences in ideology and methodology of
youth training in the two territories.

This is the process whereby the set

of variables was identified which might usefully provide a framework for the
further discussion of this type of nonforrnal education, i.e.

degree of

institutionalization of the project, its level of technology, ethnic mix of
participants and language of instruction, the age of participants, nature
of the leaderships and the future aspirations of the participants in
relationship to development.

"
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out-of-school youth, i.e.

projects which are either short term or part-time.

In general they are aimed at the same target group as those in the first
section, but are not envisaged by anyone as being an alternative to formal
schooling.

In many ways these less-structured projects for out-of-school

youth illustrate more clearly than any other type of nonformal education the
differences between the approach of the three different governments.

The projects surveyed in the third section are, in general, aimed at a
different target group, they are complementary programs; aimed at young people
in formal education or in employment.

These projects are sometimes not

recognized as part of nonformal education since the target group is not the
deprived or underprivileged youth towards which most nonformal education is
aimed.

Nevertheless, it is often this group which is looked to for leadership

in nonformal education, and in mobilizing people towards development-related
goals through voluntary associations.

The final section of this chapter

examines some specific projects of professional youth leadership training and
how they relate to the emergence of youth projects in each of the three
countries.
Insert page 179a

4.2 FULL-TIME PROJECTS OFFERING AN ALTERNATIVE TO ACADEMIC SCHOOLING

4.2.1 Navuso Agricultural School Student Farmer Scheme

This could be regarded as the oldest nonformal education project for young men
in Fiji. As mentioned in section 3.2.3, this scheme, started in 1961 was based
on the firm belief of the then Principal of Navuso that students could learn a
great deal about farming by actually running their own farms, deciding which
crops to grow, which livestock to raise, and by marketing their own produce.
Thus it was an attempt to provide the students with all the challenges of
on-the-job instruction, without instruction, combined with the comradeship and
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protection against failure afforded by the institutional base.

The Student Farmer Scheme recruits about 12 Fijian males each year.
are graduates of the general agriculture course at Navusu, i.e.

Many

holders of

the Certificate of Tropical Agriculture, but some are from outside, e.g.

a

few are recruited from the Y.M.C.A. Rural Work program (see section 4.3.2.).
Each student farmer must sign an agreement to allow the school to control his
savings and to return to farming for at least three years after the completion
of the three year course.

The only instruction is in book-keeping, once a

week; the rest of the time is spent working on the eight acre plot of land
which each student is given for the three years.

Advice and assistance is

available from the school staff but all decisions are taken by the students.
The aims of this course are to

(a) Further develop an "economic sense";
(b) Provide further training in farm management, particularly
as independent farmers; and
(Bamford 1971: 20).
(c) Give an opportunity to acquire some capital

The 36 students in the Scheme run their own co-operative society through which
they market produce and purchase farm supplies.

Most of the trading is done

on credit, but each student may draw some pocket money in cash and a small
amount for buying food.

Most food, however, is grown by the students and they

live, in pairs, in houses already on the land.

They pay no rent or fees, and

all of them are single males aged from 19 to 24. Most finish the three years
with savings of over $F1,000 and one of the main motivations for becoming a
student farmer is to accumulate savings, in order to establish oneself on
one's own land.

Students do not have access to their own money during the course

This,

together with the fact that they are living away from their families, makes
the young men less susceptible to calls on their earning from relatives.
While this undoubtedly helps them save, it must lead to a breakdown of
traditional obligations among this group.

Also, because they are living away
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from a family or village situation, they must learn the whole range of tasks,
including those generally performed by women, in order to survive.

Because

the motivation to go into the Student Farmer Scheme is usually that of
accumulating cash, there is a likelihood that students will opt for crops
which have high cash value, rather than experiment with a range of food crops
which would be of greater use in a village situation.

Reinhard Teitze, the

consultant who carried out the study of all rural training for the Ministry of
Fijian Affairs and Rural Development in 1981 (see section 3.2.19), recommended
the possibility of training families, not just young men, in the Student
Farmer Scheme (Teitze 1981: 31).

4.2.2 Fiji Y.M.C.A. Vocational Training

As described in section 3.2.6 the Y.M.C.A. carpentry course had its origins in
the early 1970s during the building boom in Suva. The first twelve-week course
began in May 1972 in the Y.M.C.A. gymnasium with a volunteer instructor from
New Zealand and financial assistance from the Ministry of Youth, Sports and
Rural Development. The curriculum was designed in consultation with building
industry employers and each trainee was found a job on completion of the
course, and given a box of tools.

Later it was decided that the young men

should apply for jobs themselves, as this would encourage them to learn the
skills needed for applying for jobs, which would be useful in later life
(Oliver 1976: 83).

Although the course was mainly designed for urban youth to find
employment in the building industry, there were some trainees who came from
villages, having heard about the course through the Y.M.C.A. Rural Youth
Program • .Although their initial intention was often to return to their
villages as village carpenters, a number of these rural youth stayed in Suva
and found jobs.

The Y.M.C.A. at this stage became aware of the possibility

that their course was contributing to rural-urban migration which worried them
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The Fiji Y.M.C.A. Mobile Training Team Runs a Course in
Housebuilding at Nakorosule Village in Central Viti Levu

Trainees weaving the floor from leaves of bamboo.

Trainers supervise the placing of the woven floor over the
wooden house frame with a base of bamboo poles.
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somewhat.

However, by mid-1974 there was a downturn in the building industry

and several of these rural trainees had returned to their villages and were
working there.

This led to requests from some Y.M.C.A. Rural Youth Clubs to

run carpentry courses for rural people, geared towards rural house building,
furniture building, etc.

Thus the Mobile Training Program was initiated in 1974. A number of
courses was offered, in carpentry, building construction, wood carving,
outboard motor maintenance and repair, chainsaw and milling operation and
maintenance (for producing timber for houses, furniture, etc.), and sewing
machine maintenance and repair.

Each of these courses is taught in the

village and is of 2 to 3 weeks' duration.

Requests corne from Y.M.C.A. clubs

for the mobile trainers to visit their villages, but courses are open to
anyone from the village on the payment of a small fee.
provided.

Tools are often

The visit of the instructors is often a cause for great

celebrations by the whole village.

I witnessed one such visit to Nakurosule

village in the interior of Fiji in 1981, where several houses were built with
men, women and children assisting, followed by late night parties, and much
yagona drinking.

The whole operation of Y.M.C.A. rural vocational training is

highly cost effective, averaging at $F33.00 per week per trainee in 1981
( Tietze 1981: 32).

In the mid 1970s the Y.M.C.A. abandoned the urban carpentry course in
favour of the rural courses, in the light of reduced demand for the courses.
Nevertheless there were others who felt it was important, and that the
Y.M.C.A. were the ones to organize it.

In 1981 the Fiji Trade Union Congress,

using a grant from the International Confederation of Free Trade Unions,
donated $Fl,OOO worth of equipment to the Y.M.C.A. to revive the urban
carpentry course (F.T.U.C. 1981: 119).

4.2.3 Montfort Boys' Town

"
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Montfort Boys' Town, established in 1976, offers a marked contrast to the
philosophy and methodology of the Y.M.C.A. vocational training.

It is one of

the best known projects of nonformal education in Fiji. Whenever nonformal
education in mentioned, it is Boys' Town which is most likely to be cited as
an example.

Boys' Town is a large complex on the outskirts of Suva. It was

built with a substantial contribution from the Ministry of Youth and Sport as
a residential centre for poor, orphaned or otherwise disadvantaged youth, and
is run by the Montfort Brothers of St Gabriel, a Catholic religious order.

It

receives a government grant for recurrent costs which was $F1,300 per trainee
in 1982 (Bienefeld et ale

1984: 107). Boys' Town represents the most

institutionalized variety of nonformal education: entry is highly competitive,
yet based on need rather than on academic achievement, the curriculum is
highly prescriptive, with examinations set by the Fiji National Training
Council. Its philosophy is expressed in this passage from a report by Brother
Cyriac, the home superintendent.
Undesirable behaviour of young persons is the result of a
socially, emotionally or economically deprived environment. To help
bring about a desired change of behaviour it is necessary to have a
change of environment. A young person needs opportunities to
develop his potentials and skills in work, games and entertainment
and thereby discover his own worth. We argue that an effective
means of ,breaking down undesirable forms of behaviour is to do away
with opportunities for such behaviour. As they have a very tight,
but interesting activity - busy schedule - little time is left for
day-dreaming and self-pity •••• What is equally important is the
fact that the training in skills has a natural therapeutic effect on
the psychological make-up of the boys. Skill training helps to
enhance their image. Soon they realise that they have skills,
talents and qualities which have not been discovered before. At
last seeing the light at the end of the tunnel, they are able to see
a future of hopes, jobs and security (Cyriac 1979: 20).

These principles underlie the organization of Boys' Town. The classrooms,
gardens and workshops are covered with slogans and mottos of self-improvement
such as 'the longest journey in the world begins with a single step' and 'I
must; I can'.

Boys live in four "houses" which operate competitively, much as

the houses in an English public school.
between the houses.

Sports and competitions are held

Students' progress in the courses is also displayed by

"
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house in the workshops and classrooms.

other activities include a uniformed

brass band, Boy Scouts and the St. Vincent de Paul Society. Training in
democratic procedures is given by the election of a "Mayor" and "Town
Councillors" from among the students.

Three courses are available at Boys' Town, fitting & machinery and
carpentry & joinery, both three year courses and block laying & plastering, a
two-year course.

All students follow a cornmon course for the first nine weeks

of the first year after which they are given aptitude tests for the three
trades and then streamed accordingly.

At the end of their course each student

is tested by the Fiji National Training Council Trade Testing Section.
According to a 1980 I.L.O. report, almost all the students at Boys' Town are
recruited from the rural areas and almost all have obtained employment in
urban-based firms (Flikkema 1980: 42). However a postal survey carried out by
Boy's Town itself in 1983 (with admittedly a low return) showed that 48% of
Montfort graduates were living in their home village, although close to 100%
had worked in wage employment at some time (Bienefeld 1984: 130).

4.2.4 The Tutu Volunteers (Now Young Farmers') Course

The youth course at Tutu, the Marist Brothers' Centre on the island of
Taveuni, was the first course run at the Centre and is one of the best known
rural nonformal education projects in Fiji. Its informal and rather chance
origins in 1969 at the training centre for priests are described in section
3.2.3. This section looks at the course which Tutu runs for rural male
out-of-school youth.

Section 5.6.2 discusses the course at Tutu for married

couples.

The course at Tutu for young males has evolved considerably since 1969.
The "Tutu Volunteers", as the first group of students/workers were called,
participated in a very informal learning situation of indeterminate length,
designed specifically to meet the needs of participants.

' It was the

"
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inspiration for a more planned four year course started in 1973 called the
"Comprehensive Course", for young men aged between 17 and 21 who had passed
the Fiji Junior Certificate and spent at least one year after leaving school
farming.

The aim of this course was

to create a village farming elite by improving subsistence
techniques, encouraging a shift to more commercial cropping and
providing skills to provide better rural living. The men (were) to
provide a model and a source of leadership, which is lacking because
of the urban drift of the better educated and more motivated (Finau
et al.
1977: 3)

The trainees were taught agriculture, mechanics, surveying and building.
Although the course was four years long, most never finished it, preferring to
'drop-out' when diminishing returns set in, although the staff often regarded
this as 'graduating' rather than 'dropping-out'. Those who stayed on often
wanted to specialize in mechanics with the idea of getting a job in an urban
area.

While this did not worry Tutu staff too much it did lead to the charge

that Tutu was unclear about its goals (McVerry 1976: 47; Finau et al.

1977:

6) •

The Tutu Comprehensive Course adopted the practice of "block-release", an
interesting innovation which arose as a direct result of the individual
involvement of the teaching staff, brothers and lay teachers, with the
families of the province in which the Centre is located (Cakaudrove Province). ·
Under the block release system the students spend four weeks at Tutu and then
three weeks at home.

While- at home they are expected to be supervised by

their fathers, grandfathers or other family members and to put into practice
ideas from the course.

Staff from Tutu visit their farms and discuss any

problems they might have.

During this time the students are also expected to

cut copra to pay for their fees at Tutu. The block release scheme was
initiated to get over the problem of isolation from one's own environment
often encountered when attending a long-term residential course.

At first the

idea was resisted by some of the young men and their parents: the young people
missed the group life at Tutu, while the parents felt that their sons could
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not learning be enough if they were at home.

The problems associated with the Comprehensive Course led to its being
combined with the Volunteers Course in 1979 to produce a single two-year
course called the Youth Course. The first year of this course was spent
completely at the Centre, while in the second year half the time was spent on
the trainee's own land under the block-release scheme.

In 1983 the course

underwent yet another change and became the "Young Farmers Course" , it was
extended to four years and incorporated some of the principles of the Navuso
Student Farmer Scheme (section 4.2.1) making available Tutu land for
participants to use for growing cash crops (mainly Yaqona) for capital
formation to establish themselves on their own land.

The block-release system

was revived and trainees spend one month at Tutu, alternating with one month
on their family land, the period spent at home becoming longer towards the end
of the course (Finau et ale

1984: 5-8). The staff of Tutu have come to see

the time at home on block release as a most important preparation for
participants getting settled on their own land.

An important pedagogical innovation at Tutu is what is referred to as
"vision education".

This involves getting students (or couples in the case of

the Married Couples Course) to write for themselves a five-year plan.

They

are encouraged to be as specific as possible about what they hope to have in
five years, what kind of house, boat, sewing machine, how many cattle etc.,
then to work out an order of priorities in which to work for these things,
find out how much they would cost and work out a production plan of how to
obtain the money for them (Callaghan 1982: 20). This exercise is usually
considerably less successful with these young, unmarried men than it is with
the married couples (see 5.6.2), neve rtheless Tutu staff regard it as a very
useful approach to follow as it directs the attention of the young men towards
factors outside their own control which will affect their future and
encourages them to plan.

It is also used to introduce discussion of the Fiji

"
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National Five-year Plan and of opportunities for co-operation with government
departments at the local level in various economic ventures.

In recent years less emphasis has been placed on creating a rural elite,
and effort has been made to bring participants from the same village or region
of the province to courses at the same time.

This is to strengthen the group

solidarity and to encourage them to work co-operatively on their own land when
they return home, especially on difficult tasks such as land clearing.

This

has been particularly successful with the Youth Course.

Like the Y.M.C.A., Tutu has taken an experimental approach to the subject
of nonformal education for out-of-school youth.

It has, more than any other

project in this study, with the possible exception of Maisons Familiales
Rurales (see section 4.2.7), been prepared to modify its practices in the
light of study and evaluation.

Tutu staff are relatively permanent which

means they can build up a wealth of experience of problems in the province and
learn from that experience.

Tutu has also learnt from the experience of the

Navuso Student Farmer scheme by incorporating the element of earning and
saving from production on Tutu land by all the participants in the Young
Farmer scheme.

This element also reflects the changing economic situation in

Cakaudrove province.

Five years ago young men could earn large amounts of

cash by selling their labour as copra cutters.

Now with low copra prices this

is no longer possible and more use must be made of the land to gain cash from
fast-growing, easily marketed crops such as yaqona.

Tutu are particularly concerned that the people who get to study at Tutu
are those who are committed to farming and see i t as a career, rather than
those wishing to use the course as a stepping stone to further study in
mechanics or building, or a permanent job in the town.

4.2.5 Multicraft Centres of the Education Ministry of Fiji
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The Multicraft Centres are one of the Fiji Government's responses to the
problem of widespread examination failure and the perceived" irrelevance" of
the formal schooling system.

As seen in section 2.3.11 the Government of Fiji

announced in Development Plan 7 in 1975, that all school pupils should be
entitled to ten years education and that those who were unable to cope with
academic programs would be able to take up nonformal education, either in
non-governmental programs or in the Multicraft Centres. The origins of the
Multicraft Centres is described in section 3.2.16. The aim of the Centres,
according to D.P.7, was 'to enable young people to enter self-employment,
particularly in agriculture'.

Fiji's Development Plan 8, published in

November 1980, reported that 'the present Multicraft Programme is only a
partial success and is largely geared to the formal sector rather than to
agriculture or horne duties' (D.P.8: 89).

Multicraft Centres are affiliated to pre-existing high schools.

They

provide a two year course (in some cases three years), for those who have
failed the Fiji Junior Examination but wish to continue to study.

Four

courses are available, agriculture, building, light engineering, and horne
economics.

The first of these have hitherto been open only to boys, the

fourth only to girls.

A team appointed to evaluate the Multicraft Program in

1981 recommended that girls be encouraged to participate in all courses, in
particular agriculture (Bamford et ale

1982: 43).

There is considerable variation among the Multicraft Centres. In 1981
there were 29 Centres throughout Fiji, ten in Central Division, nine in
Western Division and five each in the Northern and Eastern Divisions. Of
these, 20 are in rural areas, four in peri-urban areas and five in urban
areas.

Fijian students predominate in the rural areas, while Indians

predominate in the urban centres.

Over-all 75% of the participants are

Fijians. The evalution team estimated that there were potentially 950 places
available in 1981, only 732 of which were filled in June of that year (Bamford
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et ale

1982: 5).

Being run by the Ministry of Education, the Multicraft Centres must cater
for any student who wishes to enrol, and they cannot be expected to be as
flexible or to respond to local needs to the same extent as some of the
non-governmental nonformal education projects.

The most serious drawback of

the Multicraft Centres appears to be that they are designated as being for
"failures" in the formal schooling system, yet they are designed to keep young
people within that system.

In recent years, since the adoption of the evaluation report, there has
been more emphasis on using the Multicraft Centres as a training ground for
self-employment and on encouraging their graduates to set themselves up in
business or in farming, also on the Centres themselves playing a role in
giving advice, assisting young people with access to loans, marketing
facilities etc.

However the public service nature of their staff means that

it is difficult to get them to work outside school hours, during school
holidays or to travel extensively as the staff of Tutu do.

Another innovation since the adoption of the evaluation report is less
specialization by trainees.

All are now encouraged to follow two, rather than

simply one, specialization.

For most of the females this has meant that they .

study agriculture in addition to home economics, and many males are also
studying home economics along with agriculture, building or light
engineering.
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4.2.6 Centres de Formation Professionnelle Rapide

The Centres de Formation Professionnelle Rapide (C.F.P.R), one of the oldest
forms of nonformal education in New Caledonia, arose in a situation similar to
that of the Y.M.C.A. of Fiji's carpentry course, a time of shortage of skilled
labour during the economic and construction boom (see section 3.3.2). The term
rapide is intended to refer to the speed with which tradespeople are trained
at the Centres, much faster than by the normal apprenticeship method.

Indeed

the training is very concentrated, and largely carried out away from the
workplace, in specially equipped centres for building trade training.

The pedagogical methods used at the C.F.P.R. are the most traditional;
demonstrations of bricklaying, masonry, welding, automobile mechanics,
agricultural mechanics and driving earthmoving equipment.

The only course

which is open to women as well as men is the course for hotel work.

As the

centres are intended to equip people for employment, aspects such as
punctuality and the carrying out of instructions are emphasized.

Although

almost all of the trainees are Melanesians the courses are not designed for
self-employment or working as a village tradesman; skills required for running
a small business are not taught.

Since the ending of the labour shortage there is less incentive for
Melanesians to do the course as the likelihood of gaining employment is less
than it formerly was, and a course which involved more skills or trades would
appear to be a better proposition.

Nevertheless there are always many

applicants for the course, many of them workers retrenched from jobs in
another occupation.

A 1981 study showed that among the registered unemployed

in Noumea · were 57 graduates of industrial courses at C.F.P.R., 32 graduates of
building courses and 6 male and 8 female graduates of the hotel course
(Clairet 1981: 12, 14). A somewhat different orientation is seen in the
C.F.P.R. Centre at Havila in Lifou, where training in Melanesian wood-carving
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is available.

This is the only C.F.P.R. Centre which appears to be training

its students for the role of independent craftsman or woman.

4.2.7 Maisons Familiales Rurales

As shown in section 3.3.8, the Maisons Familiales Rurales (M.F.R.s) arose out
of dissatisfaction with the centralized and prescriptive aspects of French
public education, on the part of rural people, both in France and in New
Caledonia. Both the social structure and the pedagogical style of the M.F.R.s
reflect this.

The basic organizational structure of the M.F.R. is the general

assembly, made up of parents or grandparents of students or intending
students, local chiefs, civic and church leaders.

All active members may vote

for an administrative council which carries out the management functions,
including the recruitment of students and moniteurs, (all of whom must be from
the local area), the finding of suitable premises for the centre, and a
considerable amount of fund-raising.

The aim is thus for the families to have

legal, financial and moral responsibility for the education of their
children.

The M.F.R.s are assisted

in the task of fund-raising by the

Comite Territorial des Maisons Families Rurales, a body on which all M.F.R.s
are represented.

The Comite Territorial makes submissions to the Territorial

Assembly and government departments on behalf of the M.F.R.s and allocates
grants to each one.

It is also responsible for the training of moniteurs and

a one-year course is provided for candidates nominated by the local M.F.R.
councils.

The Camite Territoriale has a small staff which includes two

advisor/trainers from the Union Nationale des Maisons Familiales Rurales in
France.

The target group for the M.F.R. is boys of over 16 (and since 1982 girls
of over 14) ·who wish to make a living as agriculturalists.

Most are those who

have been obliged to end their schooling after form four, although there are
some who have the option of continuing their formal education but who choose

"
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the M.F.R.s. The course lasts three years and each centre has an intake of
around 15 new students each year, so there are three levels of instruction
going on at any time.

However, due to the practice of "alternance" only one

group of students is in residence at the centre at anyone time; the other two
are carrying out work and studies in their own homes and on their families'
land.

In some respects the system of alternance is similar to that of "block

release" used by Tutu in Fiji; however the periods are much shorter, one week
in the centre followed by two at home.

Also there are very specific tasks to

be accomplished during the two week period at home, where work is expected to
be supervised by parents or grandparents.

The M.F.R.s utilize a pedagogic

model, tested over a long period of time, based on

work --7

reflection

~

further training

(Nalo 1978, Bamford 1978, ASPBAE Courier, 11: 17). In practice this means that
during the week spent at the centre, questions which arise from the
theoretical subjects of the course - animal and plant biology, chemistry,
physics, mathematics, agronomy, written and oral expression and Melanesian
culture - are posed to be reflected upon during the two week period on the
family land.

The students can then ask their families or find out by their

own observation or experimentation how things are done on their farm.

In

addition, a topic is usually selected each month for intensive study e.g.
growing of yams, fishing, coffee culture, pig raising,
or organization of the administration of the province.

gr~wing

the

of fruit trees,

These topics are often

suggested by the administrative committees and vary depending on the region.
Students prepare in small groups by raising all the questions they have about
a particular topic, both theoretical and practical.

These questions are then

collated on a duplicated sheet which students take home to try to find answers
by asking relatives, fram their own observations or fram research.

When the

class reconvenes a fortnight later these observations form the basis of group
discussion, and serve as an introduction for the practical demonstrations of
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Maisons Familiales Rurales on Lifou, Loyalty Islands

M.F.R. instructor teaches soil testing on the job.

When many of the M.F.R. trainees return horne to work on their
family land they find that most of their working companions in
the tribu are older women.

.,
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various crops, livestock, fishing techniques, simple building or repairs etc.
Chickens and small vegetable gardens are kept at the centres for food, but in
general the view is that most of the agricultural work by the students should
be done at horne.

Students often bring yams and other root crops they have

grown as part of their contribution to meals.

In the third year the trainees

do a longer project where they plan and carry out a particular task, e.g.
grow coffee and market it, build fences and buildings for keeping cattle,
etc.

They then require some knowledge of accounting and management and this

is introduced into the curriculum.

In general the course is highly flexible,

bending to local requirements in terms of course content and availability of
visiting speakers.

Kanak identities involved in culture, the arts and

entertainment often visit the centres.

The M.F.R.s get a great deal of their

identity fran being totally Kanak controlled and managed.

A small number of

metropolitan French people are involved in an advisory capacity, but no
Caldoches (local whites).

Many see the M.F.R.s as a place where they can go

to gain skills to re-organize Melanesian agriculture and use it to build a new
society, after independence.

The local associations have become far more than

groups of people simply concerned about their own children's future; some have
become the basis for economic enterprises; for example in Canala a
coffee-roasting plant was set up as a co-operative by people who came together
initially on the committee of the M.F.R. Several committee members commented
that they felt they had learned more than their sons from being involved with
the M.F.R. The training section of the Comite Territorial runs courses for
treasurers and other committee office holders in record-keeping, simple
accounts, meeting proc·e..dure etc.

The introduction of M.F.R.s for girls, (which is discussed in section
5.6.5) has led to some broadening of the curriculum for all M.F.Rs. When the
local association in Lifou saw the new curriculum designed for the female
M.F.R. they decided that parts of it, e.g.
the boys.

health, should also be studied by

Through the Commission Pedagogique, a representative group of local
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association members and training advisors, this recommendation was proposed to
all M.F.R.s. and adopted by them.

The M.F.R.s represent one of the most interesting and systematic attempts
in the Pacific to promote the intensification of traditional food crop and
small scale cash agriculture by encouraging a scientific and experimental
attitude among the young participants, while at the same time promoting
knowledge of and respect for Melanesian culture.

The organization has also

devoted itself to a study of the New Caledonian economy and ways of getting
the best value out of the limited land available to the Melanesians (M.F.R.
1983). Consultations have been held with parents, government extension
officers and M.F.R. participants themselves on the likely obstacles to the
establishment of the young men on their own farms and the community structures
which could assist them (Yannick 1982). An advanced program is planned for
when the first M.F.R. graduates return from their two years' compulsory
military service with the French army.

In many ways the M.F.R.s of New Caledonia could be seen as an example of
what Rolland Paulston refers to as "social movement education" (Paulston 1980;
Paulston & Lejeune 1980), for while they have no formal link with the Kanak
independence movement, many of the staff, parents and participants are
independentistes, and several of the leaders of the political movement for
independence have had leadership training with the M.F.R.s. Many of the
objectives of the independence movement, in particular its promotion of Kanak
culture, its advocacy of land reform, its economic objectives for the Kanaks,
and its educational policies, overlap with those of the M.F.R.s.

,/

4.2.8 Annexes des Lycees d'Enseignment Professionel (ALEPs)

The ALEPs in New Caledonia, (as mentioned in section 3.3.11) have their
origins in the Plan Dijoud of the French government in 1978. Similar in some
respects to the Multicraft Centres in Fiji, the ALEPs represent the attempt of

"
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the Vice-Rectorat of New Caledonia to enter the field of nonformal education
and to do something to cope with the large numbers of Kanak students who fail
to achieve in the French school system.

The first ALEPs were founded in 1979

and were, as their name suggests, "annexed" to existing technical schools.
Although much is made of the fact that they are a purely New Caledonian
innovation, and do not exist in France, most of the teaching staff corne from
France, the buildings and equipment are very much modelled on those of a
French technical secondary school, and most of the teachers have been trained
to work in such a school.

The curriculum is similar to that at the Multicraft

Centres in Fiji except that no agriculture is taught, and the equipment for
woodwork, mechanics etc.

is generally of a higher technological level.

The setting up of the ALEPs as a form of education supposedly 'adapted to
the needs of the Melanesians' represents a departure by the French from their
old policy of "assimilation", discussed in section 1.1.3.1,towards one more
similar to that pursued by Britain in its colonies before their independence:
the policy of "adaptation". The more educated sections of the Melanesian
population have reacted very strongly against it, ranging from the left-wing
pro-independence group, PALIKA, to the anti-independence Giscardien group of
Kanaks associated with the Promotion Melanesienne (see section 3.3.11). The
basis of their criticism, is that the ALEPs are a way of foisting a second
rate education on the Kanaks in order to perpetuate their second-class status
within the labour market (Kohler & Pillon 1982: 91). While they have their
critics, the ALEPs fulfil a need of certain young Kanaks, who have been pushed
out of the schooling system due to failure, who do not have their own land and
who need some way of occupying themselves productively.

Indeed many Kanaks

view the ALEP s as primarily providing spare-time activities for those who can
no longer- go to school.

4.2.9 Ponape Agriculture and Trades School (PATS)
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The Ponape Agriculture and Trades School, while strictly speaking a formal
education program, has some similarities to the Fiji Government's Multicraft
Centres and the New Caledonian ALEPs. For example, its curriculum has three
streams, agriculture, building and mechanics, which parallel almost completely
those in the Multicraft Centres in Fiji. However, unlike the other two types
of centre, PATS is a private institution established, as described in section
3.4.5 by the New York Jesuit, Father Hugh Costigan. It is recognized by the US
Administration as a high school, and teaches a four-year American high school
course.

But it is not its high school curriculum which makes PATS

significant, it is the only agricultural and technical school in the Pacific
for which the competition for entry is more intense than for the government
academic high schools in the region.

For example in 1978, 800 young people

from allover Micronesia competed for 45 places in the "freshman" year, (first
year of American high school).

In the mid 1970's US education writer David

Nevin found PATS to be a microcosm of excellence set in a sea of mediocrity
( 1 977: 179- 183 ) •

During the first two years students follow a general US curriculum in the
mornings which includes English, mathematics, science, history etc.

They

spend each afternoon working on the farm, in the machine shop or on a
construction site.

From the third year (Junior Year in US high school

terminology), students specialize in either agriculture, mechanics or
construction.

Senior (fourth year) students have their own gardens from which

they may sell produce and keep any profits.

The School is almost entirely residential; all the male students live on
the campus while the female students (much fewer in number) board with local
families.

All the school buildings, which are very extensive, have been built

by the students and are maintained by them.

The School follows the North

American school year (September to May). Many students spend the long vacation
at the school working on the property where they are paid wages from money
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Ponape Agriculture and Trades School (P.A.T.S.)

All P.A.T.S. buildings were built and are maintained by students.

P.A.T.S. students are taught to drive tractors and to practice
capital-intensive farming, unlike the other projects in this study.

"
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allocated fram Federal Programs e.g.

C.E.T.A. (Comprehensive Employment and

Training Act). Despite taking students from allover Micronesia, PATS occupies
a somewhat similar place in the Metalanim municipality of Ponape to that of
Tutu in Cakaudrove Province of Fiji, and some of the Maisons Familiales
Rurales in New Caledonia. Like them, it has been involved in research and
development on the processing of local crops on a commercial basis.

The

Micronesian Coconut Co-operative Association has been formed of local
suppliers and operates a small coconut processing plant at PATS. In 1977
Sister Agnes Hellenberger, an American nun, initiated a small program for
local female school Ie avers in the vicinity of PATS which made use of the
school's facilities and which trained young girls in health, crafts,
agriculture etc.

(Maurovich 1980b: 53). It was discontinued when females

became accepted as students at PATS, and Sister Hellenberger initiated a
similar women's course in Kolonia, the District Center of Ponape (see section
5.6.7).

PATS has a markedly different orientation from that of the other
agricultural training projects looked at in this section.

Its farming is much

more capital intensive, tractor driving is taught, livestock raising using
imported feed is also on the curriculum for those doing the agricultural
major.

There is no doubt that PATS has succeeded in raising the status of

agriculture as a study and a profession, but it is still lower than the other
specializations at the School, mechanics and construction.

It is also a

different agriculture: it is not the subsistence farming of their parents, but
an American-style, extensive, capital intensive, capitalist agriculture in
which the PATS graduates are expected to become leading professionals, not
simply productive farmers.

PATS' staff assess the success of the school by the number of graduates
sucessfully working in their profession.

There is no doubt that the

percentage of PATS graduates actually working in farming is higher than that

"
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of secondary school level agricultural training institutions in Fiji, such as
the formal course at Navuso Agricultural College, many of whose graduates work
in the public service.

But agriculture lags behind mechanics and construction

in terms of the perc entage of PATS graduates working in their chosen field.

4.2.10 Belau Modekngei Learning Center

As mentioned in section 3.4.8 the Belau Modekngei Learning Centre, founded in
1974 on the island of Babeldaob, had its philosophical origins both in the
traditional Palauan Modekngei religion and in American ideas of "alternative
schooling" popular in the early 1970s. Unlike PATS, The Belau Modekngei
Learning Center (or School as it later became), is not well-known elsewhere in
the Pacific. Nevertheless its story is well documented, thanks to the
insistence on this by the Janss Foundation of Thousand Oaks, California, which
contributed considerable financial backing to the project (Ballendorf 1974:
84). Some consideration of the issues which arose between the Modegknei elders
on the Belau Modekngei Learning Center Board and Dr William Vitarelli, the
first Educational Advisor who resigned in 1976, can throw light on underlying
tensions present in most full-time programs of nonformal education in the
Pacific islands.

The Center was started to achieve five goals which the Modekgnei elders
and the benefactors of the project, the Janss Foundation, had both agreed
upon:-

1 • To teach their children the skills and knowledge necessary to survive in
Palau as a good Palauan ~
2. To teach their children the skills and knowledge necessary to survive in
the modern world as a good Palauan;
3. To teach their children the skills and knowledge necessary for economic
self-sufficiency;
4. To forge a "new direction" for education in Palau and in Micronesia~
5. To provide the opportunity for any Palauan who wishes to attend the
Modekgnei Learning Center (Ostrowski 1975: 1-1).

The Centre was established with great enthusiasm in 1974, with parents,
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students and the rest of the Mode k gnei community contributing their labour to
the building of classrooms, dormitories and workshops.

Entry was open to all

who wished to enrol and numbers were much higher than expected.

The young

people spent about half of their time in the classroom and about half working
on projects such as mariculture, forestry, making "story boards" (a
traditional Palauan craft), and learning Palauan dances for a Dance Festival
in Guam. These projects were intended to have a dual function: to serve as a
basis for learning relevant skills including academic disciplines, and to be
money-making projects to enhance self-reliance.

Several of them also h ad the

function of preserving Palauan culture, seen as important by the Modekgnei.
The Center has gone through a great many changes in recent years, moving it
more in the direction of formal education.

By December 1975 a rift had

developed between the Modekgnei Advisory Board and the Advisor. The Modekgnei
elders, in general, put more emphasis on college preparation while Dr
Vitarelli stressed productive skills which would lead to self-sufficiency.
Vitarelli was, of course, on solid ground when he argued that jobs for college
graduates in the government were drying up and that the economic future of
Palau lay in agriculture and other productive enterprises (Vitarelli 1976: 5).
But some of the Modekgnei elders saw this as little different from the
education they were given by the Japanese in manual work (Ostrowski 1976:
11-5). Another problem was that the staff were not trained in the
"project-centred" method of teaching academic subjects which was what Dr
Vitarelli envisaged.

Both American and Palauan staff had difficulty in

combining the academic and practical aspects of the program.

In addition the

test used in evaluating the students, the California Achievement Test, was
found to be neither reliable nor valid for these particular students
(Ostrowski 1976: II-13) yet it continued to be used on the grounds that it was
"the best available".

Considerable confusion existed even among Modekgnei

members themselves as to what was the desired outcome for students attending
the Center; changes which pleased one group of parents and elders often
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displeased another group.

By 1977 the Centre was more often referred to as

the Belau Modekngei School and its academic curriculum was brought into line
with that of other inst\tutions of formal education in Palau. It retained its
reputation as a centre for the revival and preservation of Palauan culture and
to some extent as a vocational school, however, as evaluator Bernard Ostrowski
pointed out, the fact that it became more academically oriented did not mean
that its academic reputation impoved greatly (Ostrowski 1977: 11-4). Its
unclear goals appear to be partly a result of wanting to be all things to all
people, and while definitely a change-oriented and experimental institution it
did not have the long-term perspective of experiment which bodies such as Tutu
have demonstrated.

Nor did it confront head-on the likely obstacles to the

achievement of its aim of self-sufficiency as the Maisons Familiales Rurales
do.

Clearly Vitarelli underestimated the extent to which the American model

of schooling and its reward structure had become part of the ideology of the
Modekngei elders, even though they professed to be aiming at something
completely different.

4.2.11 Aramas Kapw Micronesia Bound

Aramas Kapw means "new person" or "changed person" in the language of Ponape.
As mentioned in section 3.4. 10, it is otherwise known as "Micronesia Bound"
and is part of the international "Outward Bound" network.

Nevertheless, in

the case of Aramas Kapw the intention appears to be to bring about
psychological change and changed behaviour, rather than simply broadening
experience or teaching survival skills.

Participants in the full-time,

four-month program are largely referred to it by school counsellors, probation
officers or community leaders and many are young people whom these authorities
define as·

I

lacking in direction I

or

I

at risk of becoming delinquent I ; some

have already been charged with offences.

The course has six phases, first a

training phase at a base camp, where the trainees are instructed in physical
education, nutrition, first aid including traditional

Pon~paean

treatments,

202

and take part in a community service project as a group.

The second phase is

the Ocean Expedition when the trainees circumnavigate the island of Ponape in
small canoes.

They also learn life-saving, water safety, underwater diving

and spearfishing for food.

The third phase is a long mountain expedition,

during which bush shelters are built and food collected or hunted on the
mountain.

The major test of the mountain phase of the course is when each

trainee is required to rappell (abseil) down the rock face of Sokehs Rock, a
700-foot rock which dominates the landscape of Kolonia, the capital of Ponape.
The fourth phase is a solo expedition of three days during which many of the
"survival skills" learned in the previous phases are put into practice,
building a shelter, finding food, etc.

This is often found to be the most

difficult part of the whole experience particularly after the strong group
life built up in the earlier phases.

It is intended to give each participant

time to reflect on his life, on his experience of the last three weeks, and on
his community, and to think about his future.

The fifth phase is a formal

graduation ceremony, although graduates do not receive their certificates
until after the sixth phase.

It is at the graduation ceremony that trainees

publicly inform their parents, friends and community leaders of their
experiences and their future plans.

The final phase is a three month period

of voluntary work supervised by counsellors from Micronesia Bound. This phase
stresses the re-integration of the trainees back into the society, as adults,
after their period of separation and gruelling tests (Hezel & Masterson, 1982:
46-48) •

The program has been compared by anthropologist Tom Keene to the classic
phases of separation, transition and incorporation back into the society,
which traditional initiation rituals and other rites of passage follow (Keene,
1982: 26}. It is clear that its promoters see it in this light to same extent,
as they have incorporated a great deal of Ponapean folklore, traditional
medicine etc.

in the program, which would traditionally have been part of an

initiation ritual.

Although the program is open to males and females the
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overwhelming majority of participants have been males.

In 1980 Kadalino

Damarlane, a former participant, carried out a tracer study of the graduates
of the first seventeen Aramas Kapw courses.

He came to the conclusion that

the program was very successful, as a large number of participants who were
previously unemployed had jobs, or had returned to full-time formal education
(including college in the US), or were working in farming.

Of the former

participants interviewed, 50% said their future plans included better jobs and
more money.

Only 3% said their future plans involved farming even though 22%

were actually farming when interviewed (Damarlane 1980).

The Belau Modegknei Learning Center and Aramas Kapw both represent a
fusion of local Micronesian culture with strongly articulated American ideas
about education and social change.

The first, however, sees the community as

the basic unit for changing or strengthening, while the second sees the
individual as requiring attention in order to fit better the existing
community.

Aramas Kapw is very much a program of individual change, and

measures its success by the extent to which its participants conform to
societal norms after return to their community, societal norms which are a
mixture of traditional conformity and American achievement-orientation.
notably the

on~y

It is

project in this section which does not aim to teach

productive skills to its participants, nor any skills which would necessarily
be used for livelihood in present-day Ponape; the so-called "survival skills"
are really taught for purposes of confidence raising and "character-building"
rather than because of their usefulness in an occupation.

"
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4.2.12 Some Comparisons and Discussion of these Projects

4.2.12.1 Institutionalization

Each of the projects so far described in this chapter represents, to varying
extents, an extension of the schooling model into nonformal education, in that
each requires full-time attendance at some institution outside the village for
at least part of the time.

In the case of the Maisons Farniliales Rurales and

the Tutu Training Centre, the drawbacks of this are recognized and attempts
made to ensure that learning takes place in the village setting ln addition to
that which takes place in the institution.

With some projects, including

Navuso Student Farmer Scheme and Montfort Boys' Town, institutionalization is
seen as a positive good.

Boys' Town in particular stresses the removal of the

young people from their environment which is seen as holding them back, and to
which many never return to live.

The Student Farmer Scheme is a good deal

more ambivalent about institutionalization and removal from one's village; it
can be seen as a temporary necessity, helping the participant to save some
capital and gain some skills free from any family responsibilities or
diversions.

other nonformal educators, such as the Y.M.C.A. Mobile Training
instructors, fear institutionalization and try to avoid it by ensuring that
their programs are short, meet specific needs, and are open to all in the
village.

They see a positive impact of the training being transmitted

directly to the village on the spot, rather than by selected individuals who
go away to be trained.

Aramas Kapw, like Navuso and Boys' Town, stresses

removing the participants from their environment, but into a small group, and
later a highly individualized challenge, rather

than a physical

institution, yet there is a sense in which Ararnas Kapw, or Micronesia Bound,
is as institutionalized as Boys' Town with its strict behavioural expectations
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of the participants.

Another perspective on institutionalization, which sees

it as either a positive good or a necessary evil, is that of the Multicraft
Centres and ALEPs which fulfil a need for a number of young people who lack
the means and skills to occupy themselves productively after leaving school,
and who appreciate the school-like environment.

This has been what Illich and

Reimer refer to as the "custodial function" (see section 1.2.2).

4.2.12.2 Level of Technology

The level of technology and investment in each of these projects is directly
related to its source of financial support and relationship to governments.
The centres operating at the highest level of technology in this section are
undoubtedly the ALEPs of New Caledonia. Not only are the buildings very
substantial and modern but the courses in carpentry, mechanics, etc. make use
of expensive machinery similar to that which would be found in a French
secondary technical school.

However some attempt is made to teach some of the

basics of so-called "appropriate technology", particularly in the field of
solar energy.

The centre with the next highest level of technology is PATS in

Micronesia. Despite being a privately-run body, PATS has been able to mobilize
a high level of public and private funding.

Its substantial and impressive

buildings are largely the work of students and local residents over a number
of years.

In spite of the emphasis on agriculture, and the intimate knowledge

of local food crops shown by some of the teaching staff (see for example
Soucie, 1975), it is a highly American version of agricultural technology
which is taught, e.g.
imported feed.

driving tractors, and the raising of chickens using

Indeed it is just this type of agricultural education which is

criticized as being irrelevant by the staff of the Maisons Familiales Rurales
in New Caledonia. The M.F.R.s, of necessity, concentrate on improving and
increasing the productivity of subsistence agriculture on the small, and often
inaccessible, plots of land available to the Kanak people in New Caledonia.
This has led to an interesting mixture of the most useful aspects of both

"
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traditional and modern scientific agriculture.

4.2.12.3 Ethnic Mix of the Participants and Language of Instruction

In Fiji there is likely to be a great deal of ethnic segregation in nonformal
education projects designed for rural unemployed youth, due to the different
position of Fijians and Indo-Fijians in agricultural production as a result of
their differential rights to land.

In effect Navuso and Tutu only enrol

Fijian youth in the Student Farmer Scheme and the Youth Course, because of the
requirement that they have access to land.
extensively in these centres.

The Fijian language is thus used

The Multicraft Centres located in urban areas

have attracted more Indian than Fijian young people although, because there
are more Centres in rural areas, Fijians outnumber Indian overall.

In 1981

71% of Multicraft students were Fijian, 23% Indo-Fijians and 3% others
(Bamford et ale

1982: 7). The urban-based courses, Montfort Boys' Town and

the old Y.M.C.A. Vocational Training, attract a higher percentage of Indian
participants than the rural based courses.

In none of these courses did there

appear to be an explicit aim of ethnic integration, nor was multi-racialism a
noticable specific part of the philosophy' or ideology as is the case with some
of the less structured youth projects (see next section).

In the case of New Caledonia, all nonformal education projects looked at
in this section are aimed at Melanesians only.

This reflects both the

extremely disadvantageous position of the Melanesians in the formal schooling
system and the view of the French that this type of education is more
"appropriate" for the Kanaks. One of the major differences between the
government-run ALEPs and the private Maisons Familiales Rurales is that in the
former the leadership is predominantly European, whereas in the latter it is
Melanesian • . One outcome of this is that the Kanaks often resent the type of
course taught at the ALEPs, regarding it as a 'second-rate French course'
taught by Europeans who have no knowledge of Kanak culture, whereas the course
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at the M.F.R.s, which is under the control of the parents and other local
personalities, is regarded as meeting the needs of the Melanesian economy and
lifestyle, despite the fact that there might not be very much difference in
the content of the course.

In the ALEPs, as part of l'Education Nationale,

French is, by law, the language of instruction.

In the M.F.R.s, there is

often a local language, spoken by both instructors and learners, that can be
used; such local languages are often necessary when talking to parents or
grandparents, or when having instruction from elders on aspects of Kanak
culture.

Rolland Paulston's concept of "social movement education" could well

be used to explain the great difference in the views of the Kanaks towards the
ALEPs and the M.F.R.s. Although they have no formal link with the independence
movement, the M.F.R.s stand in a similar relationship to the Kanaks as an
ethnic group to the Folk High schools and the Scandinavian ethnic groups which
were the prototype of Paulston's model (Paulston 1980, Paulston & Lejeune
1980). The application of this concept in the Pacific is further discussed in
section 6.4.9.

In the case of Micronesia some Territory-wide projects such as PATS and
Aramas Kapw are being actively used as a way of integrating participants from
different cultural and language groups throughout the American Territories.
For this reason English is used as the language of instruction, and is
required for most social contact between participants.

Americans continue to

predominate among the staff and leadership of these projects, whether they are
government-funded or privately financed.

In the case of Belau Modekgnei

Learning Centre there is a definite emphasis on the culture and language of
Palau, but in the light of increased desires to gain US-recognised
qualifications the English language has increased in importance.

4.2.12.4 Age of Participants

Most of the full-time non formal education courses for unemployed youth looked
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at in this chapter take participants straight from full-time schooling.

The

reason for this is no doubt because this particular age group is seen as being
in need of something to occupy themselves, they cannot enter employment due to
lack of jobs, and they often cannot find productive work in the village due to
lack of skills or because of parental expectations.

The provision of

full-time nonformal education is often seen as a solution to that particular
question rather than arising from needs for particular forms of training
expressed by the participants themselves.

The team evaluating the Tutu Centre

in 1977 posed the question:
Is it better to give the agricultural education at 18 or wait
till after marriage? They would probably learn more after marriage
but the young unmarrieds express a strong wish for some kind of
training and while agriculture is not their first choice, it is the
only avenue open to most (Finau et ale
1977: 4)

Philip Callaghan, a staff member at Tutu for 10 years, has come to the
conclusion that, in Cakaudrove Province of Fiji
the "critical age" for rural education is in the first five
years after marriage. In rural schools most children are dreaming
that they might be a pilot or a school teacher or a secretary or a
doctor's wife. After school, if they have no way of escaping from
village life they then live a rather carefree life, without their
own land, without paid employment and without responsibility for
anything. They will help and obey their parents, at this stage they
are not really interested or motivated to think hard about their
future. With marriage, however, the situation changes radically.
Now they have a spouse and children coming, land to develop and a
house to build. It is only now that they begin to think seriously
about where they are going and what they must do. How are they to
build a house, to pay for the transport to the hospital, to get
money, to grow cash crops? ••• The "critical age" has now been
reached, and they are ready for rural education. The young couples
are highly motivated for both vision and skill education (Callaghan
1982: 21).

4.2.12.5 Nature of the Leadership

Chapter 3, which outlined the historical evolution of nonformal education in
the three countries, showed that many of the projects which have been
significant throughout the region are the result of an extraordinary level of
foresight and commitment by certain individuals.

The role of people such as

"
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Dennis Oliver within the Fiji Y.M.C.A., Jacques Trompas in the Maisons
Familiales Rurales, and Father Hugh Costigan of PATS make interesting studies
in educational leadership, but perhaps more important is the quality of the
indigenous leadership which remains long after these individuals are gone.
Each had strong views about youth and about the process of development, but
not fixed views.

Each operated somewhat like a "charismatic leader" to the

extent that he operated outside bureaucratic structures but was able to take
advantage of those structures once his project became operational.

Although

each of these three people has been particularly influential in framing goals,
designing structures and mobilizing financial and other support for their
projects, in none of these cases has the rest of the leadership become
dependent on these individuals.

Of all the projects looked at in this section it is the Maisons
Familiales Rurales which pay the most attention to the identification and
training of leadership.

Other projects, such as the Multicraft Centres and

the ALEPs rely on a more bureaucratic or academic selection and training
process with the ALEPs often recruiting personnel from France who have had
experience in other developing countries but sometimes no local knowledge.
The Multicraft ,Centres were able, in their early years, to benefit by the
skill and enthusiasm of very dedicated rural teachers and skilled tradesmen
and women.

However the new method of recruitment and training for staff is

integrated into the formal teacher training system in an unfortunate way,
which could well mean that Multicraft teaching becomes an occupation of second
or third choice for those secondary school graduates who fail to be accepted
into university or teachers college, and who could look to the completion of a
Diploma in Multicraft Education as a back-door method of moving into the
formal schooling system.

The 1982 Evaluation Committee criticized this

course, arguing that its graduates would 'be prepared to perform in the
controlled situation of the classroom or workshop but will not have the
training and experience (and therefore confidence) ', to operate in the
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community'.

They advocated opening the positions at Multicraft Centres to

people with experience as 'women's interest officers ••• , S.P.C. Community
Education Training Centre graduates, and others with experience in community
youth and adult education programmes or industrial experience' (Bamford et
ale

1982: 59).

4.2.12.6 Future Aspirations of Participants and Relationship to Development

In discussing these eleven courses it is useful to consider what future is
envisaged for the successful participants of the courses, and where these are
located in the paradigm of development used in this study.

Judging from the

aims of the projects, views expressed by their organizers, and tracer studies
of the participants, at least three separate positions can be identified where
it would be expected the majority of trainees would be found.

Sucessful Transition to
Cash Sector Employment

Arriving at a balance
of cash/subsistence sector

C.F.P.R.
Boys' Town
PATS
Aramas Kapw (generally)
Y.M.C.A. formerly

Tutu
M.F.R.
Belau Modekgnei

These are

Intensification
of subsistence
Navuso
ALEPs
Multicraft
Y.M.C.A. now

There are still obvious differences between those in the same column.

Those

in the third column are not against entering into the cash economy, indeed the
Multicraft Centres and ALEPs now base their rationale on helping people to
establish "income-generating" projects, but these are still on a basis of
intensification of some already existing skills and capital usually
traditional to the group.

Y.M.C.A. on the other hand teaches skills such as

carpentry and mechanics with a view to improving the quality of life in the
village and reducing its cost in cash terms.

,I
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The projects in the centre column differ most from those on the right in that
they recognize and aim to make the young people aware that they live in two
worlds (on the intersection of two modes of production), that social forces
will be pushing them in one direction or the other, and that if they wish to
decide which path they want to follow they must resist pressures pushing them
along the other.

The projects in the centre column are characterized by more

discussion on philosophies of development on the part of staff and
participants than most other projects.

While many projects articulate aims

such as keeping young people happily employed in the rural areas, and
preventing rural-urban migration, this centre group does so with much more
realism than those in the right hand column, recognising that this objective
cannot really be achieved by nonformal education.

In the case of the Belau

Modekgnei Learning Center it could perhaps be argued that the realization of
some of these realities came toolate, and in its final form the project would
more appropriately be located in the left hand column.

This project then, has

been moving in the opposite direction to the Fiji Y.M.C.A., The Y.M.C.A.,
which started out with its urban-based voca t ional training unit, abandoned
that activity when it suspected it might be contributing to rural-urban
migration.

Its training activity then moved clearly to the rural areas, being

directed primarily at intensification of production in the subsistence
sector.

The table used here to describe the future aspirations of participants
and their role in development is not one which is used by the promoters of the
projects use themselves.

A version of it could perhaps be of assistance to

them in helping to clarify their objectives both at the individual and the
local community level.
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4.3 LESS-STRUCTURED PROJECTS FOR OUT-OF-SCHOOL YOUTH

The typology of Seth Spaulding discussed in section 1.4.3 classified nonformal
education projects along the axis "highly structured" to "unstructured". The
projects considered here are regarded as less structured than those in the
previous section as they generally do not require full-time attendance at a
centre, do not require enrolment or membership on the part of participants, or
are very short-term.

4.3.1 Fiji National Youth Council's Rural Loan Scheme

As mentioned in section 3.2.10, the Youth Project Loan Scheme was initiated in
1974 by the Fiji National Youth Council. This gave great impetus to youth
groups to get involved with economic projects and to begin to think about the
economic future of those of their members who had no employment.

A review of

the Loan Scheme in 1976 found that 126 groups had made use of the loans for
agricultural, livestock, sewing and fishing projects.

While loans were

generally being repaid, there had not been a great deal of profits re-invested
in new ventures once the loans were repaid.

The researcher, Peceli Viriki,

concluded that the scheme had 'achieved a certain level of educational and
financial development', but found that the main obstacles to success were poor
management, natural disasters, lack of proper marketing outlets and high
transport costs (Viriki 1976: 1). He found that not enough training and
technical assistance had been given, that training courses were often too
short to enable participants to absorb the principles being demonstrated, and
that the service of a Community Youth Worker was an important factor in
guiding the management of successful projects (Viriki 1976: 3-4). Viriki was
also of the opinion that the Scheme had had an effect on stemming the flow of
young people from the rural areas, although the length of 'time it had been in
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operation was scarcely enough to tell whether this would be lasting.

4.3.2 Y.M.C.A. Rural Work Programme

As mentioned in section 3.2.6, the Y.M.C.A. Rural Work Program in Fiji was one
of the earliest exponents of the "on farm" approach to agricultural training
in this part of the Pacific. The Y.M.C.A. Rural Work Program is unstructured
in that anyone who wishes may participate in it at the village level.

The

selection and training of the "Rural Workers" who are really the backbone of
the program, is the task of the Rural Work Committee which is highly
structured.

Each rural worker is responsible for a particular region, and

most are from that region themselves.
have formal agricultural training.
were men.

All are successful farmers and many

All are Fijians and in 1980 all but one

The Rural Workers are encouraged to see themselves as fulfilling

six roles viz: guide, educator and trainer, encourager, linkman, enabler and
broker (Oliver 1976: 26). All of the Y.M.C.A. Rural Workers interviewed for
this study seemed to be very aware of these six roles, but there were
different interpretations of them, depending on the interests and experience
of the individuals, and. the degree of cash-sector development in the region in
which they worked.

Pamela Peck, who conducted a detailed participant-observation study of
several rural Y.M.C.A. groups

In the late 1970' s , f ound a marked contrast in

the ways in which Rural Workers in Gau and in Ra interpreted their roles.

The

Rural Worker in Ra, saw his role as working with, and encouraging the galala
(independent farmers who were discharged from customary obligations, see
section 2.3.5). It is clear he had in mind the further commercialization of
agriculture and was responsible for the introduction of tractors, which he saw
as necessary for Fijian agriculturalists to compete with the Indian farmers in
the area (Peck 1982: 283-289). The rural worker in Gau, on the other hand,
operated by strengthening traditional village institutions, such as communal
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work and traditional exchange, using them to encourage villagers who had
migrated to the city to re-invest some of their wealth in projects which would
improve the life of the village generally (Peck 1982: 289-300). The F.N.Y.C.
Loan Scheme provided a good opportunity for Rural Workers to encourage
villagers to attempt something they would not otherwise do in terms of
economic projects, and served as a way of creating a ready demand for other
Y.M.C.A. services such as the mobile outboard motor repair course, the village
carpentry course and the house-building course.

The Y. M.C.A. Rural Work

program, while varying from place to place, bases itself very much on a
development model of "growth from within"; its workers are among the few rural
change agents who see their task in a very comprehensive manner, not merely as
agricultural extension advisors, but as educators, knowledgeable in the social
dynamics of change, as well as technicians.

Its concept of "youth" is the

broadest among all the projects examined in this chapter as in effect it
includes all, male and female, of any age who wish to participate.

The Fi ji

Y.M.C.A. has been used as a model for Y.M.C.A.s in oth er developing countries,
and as a training centre for Y.M.C.A.s elsewhere in the Pacific, particularly
Western Samoa.

4.3.3 Association of Rural Youth Councils - Fiji

The Youth clubs making up the Association of Rural Youth Councils, founded in
1976, (see section 3.2.10) are based, much more than any other project of
nonformal education, on traditional Fijian social structures and cultural
practices.

In some areas they have a place within the local structures of the

Fijian Administration; in others, the Methodist Church was the body which
en~uraged

their formation and gave them assistance.

When the Association was

formed in · 1976 it served to link pre-existing District Youth Councils,
enabling full-time youth workers to be attached to them.

These workers were

able to tap into the services of government departments, particularly the
Ministry of Agriculture, Forests and Fisheries, to gain expertise to help the
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youth club members with productive projects funded under the loan scheme.

The Association of Rural Youth Councils has four main areas of activity,
educational, economic, community and religious programs.

Educational work

includes leadership training at village, district and national level;
technical training, agriculture, fisheries, co-operative management and in
some areas youth groups run pre-schools and train the pre-school leaders.
Economic projects include not only agriculture and fishing but the
establishment of small industries such as incense-making, tailoring, mat and
basket weaving and other handicrafts.

Community service is seen as a

necessary part of youth club activity, cleaning up villages, road construction
and sea-wall building.

The development of Fijian cultural identity and

religious belief is another aim of the youth clubs.

Fund-raising for sporting

and cultural activities is another common activity of the clubs.

In some

districts the Youth Councils have problems when they are not recognised by the
elders who sometimes try to take control of them and their assets.

In a

Fijian village most moves to initiate new activities require long negotiations
with chiefs and other elders; sometimes a youth worker fram the district level
will come in to assist a club with this, but in general the village youth
clubs are requi.red to be fairly self-reliant.

The performance of the clubs as

channels for nonformal education is very variable indeed.

Generally they lack

resources, motivation and ideas for the really concerted mobilization of young
people that was envisaged at their founding, and which the Fiji Employment and
Development Mission (see section 3.2.19) believes could still take place
through the revitalization of the Association (Bienefeld et ale

1984: 111).

4.3.4 Youth Camp of the Fiji Ministry for Youth and Sport

As seen in section 3.2.17 the Youth Camp, established by the Ministry of Youth
and Sport in 1980, was what eventually emerged fram nearly a decade of debate
over a National Youth Service. Located at Nacocolevu, in Sigatoka on the
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western side of Viti Levu, the Camp was only intended for youth from the
western side.

The initial proposal was for courses in vegetable gardening and

pig-keeping; later goat-farming, popular among the Indian community, was
added.

Courses at the camp are 3 months long and are open to males between

the ages of 15 and 25 who have access to their own land, have the support of
their families, and are recommended by a committee of local farmers.

In

general it is those most likely to succeed as farmers who are chosen to attend
the camp.

After three weeks at the Camp the trainees are sent to live for a

week on the farm of a successful farmer in the district who has volunteered to
teach practical aspects of farming.

Here the trainees get free board, lodging

and instruction in return for their labour.

They then return to the Camp for

another two months of theoretical and practical work.

When the course is

finished they begin work on their own farm and staff visit them and assist
them to evaluate their work.

The plan of the course obviously owes something

to the Tutu Training Centre but is much shorter, and the staff would have very
much greater problems following up all the former trainees, due to their wide
geographic dispersal.

Staffing has been such a problem that the Camp is not

operating at full capacity nor keeping up a full program.

Its main problem is

that, unlike Tutu which evolved, it was hastily put together without adequate
thought being given to its relationship with the other parts of the Rural
Youth Program, of which it was intended to be an adjunct.

A common complaint

by former participants is the authoritarian application of rules which many of
the young people feel are out of keeping with their preferred lifestyle.
Other problems include the loss incurred by the commercial piggery, intended
to generate income for the project.

Administrative problems are not helped by

the fact that the officers in the Ministry responsible for the Camp are based
on the other side of the island in Suva.
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4.3.5 Association Caledonienne Pour l'Animation et Formation
A.C.A.F. and Association Caledonienne Pour la Formation au Developpement
A.C.F.D.

The A.C.A.F. was founded by the Federation des Oeuvres Laiques (F.O.L.), (see
section 3.3.4) to run Centres de Vacances et de Loisirs for young people
throughout New Caledonia. Together with the Association Caledonienne Pour la
Formation au Developpement, (formerly the Association Caledonienne Pour les
Loisirs et les Vacances), it provides training for young people to enable them
to qualify for the certificates awarded by the Direction de la Jeunesse des
Sports et des Loisirs (see section 4.4.3). While the activities of both these
organizations fall more properly within the category of complementary
nonformal education, being aimed at young people in schooling, and while
animateur training is mainly undertaken by people with a high level of formal
education, the organizations are included here as they represent the closest
approach within the official French system to organized youth work in New
Caledonia. Sport has been the main area of Melanesian participation in the
official youth program.

The A.C.F.D., in addition to preparing candidates for

the certificates awarded by the French State, organizes 2 to 4 day stages on
request for local youth organizations in the urban or rural areas, or seminars
for trade unions or other associations, on education populaire.

This is the

closest that organizations working within the official French framework go
towards providing development-oriented training in youth work for
out-of-school youth, although it is not explicitly aimed at this target
group.

One needs to look to the youth wings of some of the pro-independence

political parties to find youth work which is aimed at income-generating
activities', formation of co-operatives etc.
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4.3.6 The Neighbourhood Youth Corps

The Neighbourhood Youth Corps, a program funded federally under the US
Economic Opportunity Act, and administered in Micronesia by the Community
Action Agencies (see section 3.4.3) is the closest that the Trust Territory
comes to an unstructured program for out-of-school youth.

In reality it is a

remedial (formal) education program in English and mathematics lasting 6
months, combined with work experience, for which the participants are paid the
basic wage.

It is open to high school drop-outs aged between 16 and 21

(Bazinet 1970: 5). After the six months some return to high school; others are
employed by the government or private enterprise.

Jean-Michel Bazinet, then

S.P.C. Youth Worker, who visited the Trust Territory in 1979, expressed great
surprise that youth work was so underdeveloped in the Trust Territory by
comparison with the Southern Pacific, and pointed out that
the name "Neighbourhood Youth Corps" is very misleading. The
word "Corps" gives the erroneous impression that the young people
concerned are re-grouped in an organization within which they
develop and act as a structured group.
In fact, they participate as
individuals without any links to each other, in a programme
administered by the Community Action Agency. In the particular
Micronesian urban context, the difference is very significant. The
Youth Corps does not provide any form of civic education.

More generalized criticism of the program is now voiced by many in Micronesia
who argue that young people are dropping out of high school in order to join
it because of the financial inducement of the employment offered.

4.3.7 Some Comparison and Discussion of these Projects

A consideration of less structured programs for out-of-school youth
illustrates quite graphically the different roles which the Administrations in
each country see both for youth in development and for nonformal education.
In Fiji these programs are seen very much as a way of 'reaching the
unreachable' - the rural youth who have dropped out of formal schooling, who

"
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are not likely to enrol in a more structured nonformal course, who are seen as
not playing a role in the economy - and of mobilizing them for productive
work.

There is also a belief, very much fostered by the early lobbying of

F.N.Y.C., that these are the youth on whom least government resources have
been expended, particularly when one compares them with university graduates,
that the government owes them something more, and that this can at the same
time help promote national development.

Most projects in Fiji are aimed at

Fijians, and rely very much on encouraging youth to respect Fijian culture,
unlike those in New Caledonia and Micronesia which rarely have this solid
grounding in the indigenous culture.

In the case of New Caledonia, youth work under the aegis of the French in
seen very much as leisure-oriented.

It is justified in developmental terms

only in the sense of promoting French culture and thus "modern" ways of doing
things, but as this interpretation has been very much under challenge from the
Kanaks since around 1975, it is no longer prominent.

Since the Plan Dijoud of

1979, which gave emphasis to the "pluriethnic" nature of New Caledonian
society, attempts have been made to stress the diverse cultures, French,
Vi e tnamese, Indonesian, Polynesian and Melanesian, which are present in the
Territory. Outside the governmental youth activities, politics has become the
main item on the agenda for Melanesian youth, with political parties forming
their own youth groups.

These often concentrate on political and economic

education for their members, current affairs discussion groups, etc., and
often involve the creation of co-operatives or other economic enterprises.

In the case of the US Trust Territory it is noticable that the major
impetus for youth work comes from the fear that if youth are unoccupied,
either in the district centers or in the village, they will become delinquent,
turn to drugs or alcohol, and generally become a disruptive influence on
society.

This view is partly engendered by the nature of the professionals

from the US who have occupied themselves with the question of the role of
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young people in Micronesian societies, and made recommendations to the Trust
Territory Administration. These have more often been people involved with law
enforcement (e.g. Kenney 1976), criminology (Rubenstein 1980) or the sociology
of alcohol consumption (Marshall 1979) rather than educators, youth worker
trainers or agriculturalists as is the case elsewhere in the Pacific. The
unstructured projects for out-of-school youth considered here do not address
the question of involving young people in the economic development of the
country so much as how to distribute to some of the villages the money which
is available from Washington for projects such as the Neighbourhood Youth
Corps or the youth programs of the Community Action Agencies.

Thus different meanings of "mobilizing youth" are evident in the three
territories.

In Fiji it means getting them to help themselves in an economic

sense and contribute to national goals such as lowering the nation's food
import bill, the creation of racial harmony etc.

In New Caledonia most

"mobilizing" is now done by the Kanak parties in support of Kanak culture and
future political power, while in the Trust Territory it seems to mean paying
young people to do odd jobs and keep them out of harm.

4.4 COMPLEMENTARY NFE PROGRAMS FOR YOUTH IN SCHOOLING OR EMPLOYMENT

As seen in section 1.3.1 Phillip Coombs and Manzoor Ahmed identified four
types of relationships between nonformal and formal education: it can be
preparatory to formal education, complementary to it, a substitute for formal
education or an extension of it.

Usage of the term "nonformal education" in

the Pacific has tended to be restricted to that variety of nonformal education
which substitutes for formal education, such as the projects so far considered
in this chapter.

However there is another application of nonformal education

which is very important in the Pacific yet less often recognised as such.
includes the extra-curricular activities for youth in full-time formal

It
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education or in the workforce, such as the uniformed youth groups, Scouts,
Girl Guides,etc., denominational youth groups, youth wings of political
parties, volunteer corps and youth leadership training courses, which
frequently draw on a pool of educated youth for their leadership.

Another reason for focussing on complementary nonformal education is that
in a number of occupations training in the formal system is by no means
adequate, although it is the certificates in the formal system which are the
prerequisite for the employment.

Many development-related (or

change-oriented) occupations are in this category.

In addition, the schooling

systems in the Pacific place so much emphasis on rote learning and performance
in examinations that learning in domains other than the cognitive (i.e.
1

perceptual, psychomotor and affective domains is often neglected.

As Marvin

Grandstaff has put it.
Not all useful knowledge exists in the sort of codified form
that is the basic instrument of schooling. Important human
knowledge is possessed by practitioners only. One thinks, for
example, of crafts, many of which have been permanently lost with
the passage of the craftsmen who were their only repository.
Other
knowledge resists codification because it is too complete for
coherent notation - such things as l -eadership skills, musical
improvisation or effective bartering. If knowledge of these sorts
is to be transmitted at all it must probably be transmitted through
vehicles such as imitation and apprenticeship that are
unquestionably nonformal in character (Grandstaff 1976: 303-304).

The remainder of this chapter looks at the role of leadership in projects for
youth in the Pacific, the nature of training for that leadership, and the
relationship between formal and nonformal education in that training.

4.4.1 Fiji National Youth Council

As shown in sections 3.2.5 and 4.3.1 the Fiji National Youth Council was one
of the first youth organizations in the Pacific region to promote the notion

1. these words refer to the "Taxonomy of Educational Objectives" developed by

Benjamin Bloom and others (see Bloom et ale

1971).

"
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of youth work as development-oriented and to move it away from primary concern
with leisure-time pursuits to economic projects and training for out-of-school
youth.

Nevertheless the leadership for the F.N.Y.C. has often come from the

more educated sectors of the population, predominantly from the christian or
muslim youth groups in urban centres.

It includes both those who desire to

become professional youth leaders and those who, while active in leadership
roles as voluntary participants while they are young, seek other careers,
often those for which a high level of formal education is necessary.

These

are two distinct groups, yet the F.N.Y.C. can be said to have given important
nonformal education to both.

For the first group it has provided vocational

training, albeit in a nonformal mode, and training in the running of youth
clubs, applying for grants, publishing newsletters, negotiating with
authorities, and running courses at village level.

This learning has

generally been on-the-job and could not have been done through a formal
course.

For the second group the learning has been more a matter of gaining

intangible "leadership skills" through experience of working with people,
which are later applicable in other areas of work, often in the public
service, teaching, political parties, business, unions or the church.

Again

it has been the kind of learning which could probably not have taken place in
a formal school.

4.4.2 Fiji Volunteer Movement

The Fiji Volunteer Movement had its origins in a resolution at the 1970
National Conference of the Student Christian Movement, an organization mainly
made up of university students.

The thinking of the participants had been

influenced by the large number of overseas volunteers in Fiji, including Peace
Corps from ' the USA, Volunteer Service Overseas personnel from the UK and
Volunteer Service Abroad volunteers from New Zealand. The objectives of the
scheme were:

"
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1. To give appropriate service to people who are in n ee d;
2. To promote understanding between the highly educate d and the less
and uneducated people of Fijij
3. To promote understanding among the different cultures in Fiji;
4. To localise the voluntary services given by overseas groups.
(Vunaceke 1971 :199)

In its early days the Fiji Volunteer Movement (or Students' Volunteer Movement
as it later became) was involved in community development style work during
the long vacations, carrying out surveys, working with the people of various
communities to help them identify their problems in a manner which appeared to
owe much to the philosophy of Paulo Freire (see for example Samy 1973). Part
of its philosophy was that educated young people needed special experiences of
manual and intellectual work with the disadvantaged communities if they were
to 'find reality less remote' and to make better choices regarding their own
futures (Vunaceke 1971: 200). It also drew attention to the feeling of some
graduates that volunteers from overseas were doing work that they themselves
could do, given an adequate organization, and some students began to demand
the formation of a full-scale, government-supported Fiji Volunteer Service.
With the demise of the radical christian group which had been the sponsor of
the S.V.M. it became institutionalized within the Community Services section
of the administration of the University of the South Pacific, and now
continues as a two week "community service" effort, involving mainly manual
labour and cultural exchange (see for example U.S.P. Information Bulletin,
15(30) :1982: 1-2.) In recent years there has been some collaboration between
the U.S.P.'s Student Volunteer Movement and the UN Volunteers Scheme (U.N.V.),
enabling South Pacific graduates to serve in other countries as volunteers.

4.4.3 Direction de la Jeunesse, des Sports et des Loisirs

The Direction de la Jeunesse, des Sports et des Loisirs is part of the
Vice-Rectorat (Department of Education) and concentrates on financial and
technical support for extra-curricular activities in schools, particularly
sport.

In addition it administers and subsidizes competitive sport throughout
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New Caledonia and co-ordinates physical education.

Its socio-educatif section

organizes stages for teachers and youth leaders in art and craft and its
teaching.

In recent years this has included some Melanesian crafts.

The

Direction is also responsible for liaison with organizers of cultural
festivals e.g.

Festival of Pacific Arts, and for co-ordinating New Caledonian

observance of occasions such as U.N. International Youth Year. Its youth
section is responsible for examining and awarding certificates for youth
leadership including the Brevet d'Aptitude a la Fonction de Animateur
(B.A.FaA.), and the Brevet d'Aptitude a la Fonction de Directeur (B.A.F.D.),
for professional or voluntary youth workers.

4.4.4 Federation des Oeuvres Laiques

As seen in section 3.3.4, the F.O.L. is a non-governmental organization
committed to the defence of the free, compulsory and secular schooling system
and opposed to its weakening by non-secular forces.

In practice it

co-operates very closely with the governmental Direction de la Jeunesse, des
Sports et des Loisirs by organizing colonies des vacances (school holiday
camps) and centres des loisirs (youth centres) in suburbs and villages
throughout New Caledonia. The A.C.A.F. (see above, section 4.3.5), based
within the F.O.L., and the independent Association Caledonienne Pour la
Formation au Developpernent, also provide stages for candidates for the
B.A.F.A. certificate which qualifies its holder to be an animateur in a
cultural, youth or holiday centre and the B.A.F.D. which qualifies its holders
to be a director of such a centre.

The training closely follows the French

system of animateur training which, while highly centralized, allows for
significant local variation (Oxford 1977: 32). Until recently the content of
these youth leadership courses was very much restricted to traditional sports
and European-style cultural activity.

In 1979 the Direction de la Jeunesse

des Sports et des Loisirs appointed an assistant d'education populaire
Melanesien, with the specific task of promoting these activities in the

.,
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Melanesian milieu, including the introduction of more Melanesian culture.
However content retains an emphasis on youth work as a leisure-time adjunct to
the school, particularly sport, culture and recreation.

4.4.5 Youth Conservation Corps

The Youth Conservation Corps is another program, designed for the US mainland,
which also operates in Micronesia with federal funding.

It is a work

experience and environmental education program open to out-of-school youth or
students during their long vacation in the northern summer.

Enrollees work on

projects such as the construction of sea walls, beautification of historic
sites, construction of sporting facilities.

Its aim is to provide employment

for youth aged 15-18, to provide meaningful work experiences for all
enrollees, and to teach them to be aware of their environment and ecology (T.T.
Youth Report 1976: 2-3). Participants are paid for 30 hours of work per week
at the minimum wage and limited to one summer's participation.

Many district

administrations see the program as a good way to get public works done.

As

with other federally funded programs there is no long-term membership,
participation or opportunities for leadership development with the exception
of those few graduates of the program who are selected to be leaders the
following year.

The main limitation on the numbers of young people who can

participate is the sum of money allocated by Washington to the district.

226

4.4.6 Youth Programs of Community Action Agencies

There is no tradition of training for youth work in the Trust Territory. The
Youth Programs of the Community Action Agencies, which are the closest
equivalent of the Youth Councils in South Pacific countries, are generally
staffed by people who are not trained in youth work, nor have even been active
youth club members; rather they are liberal arts graduates of US colleges.
Despite the official status of the C.A.A.s as "non-governmental organizations"
(see section 3.4.3) a job in one of their programs is regarded by many as a
good "desk job", in similar terms to a job in the government service.

While

there is considerable variation among the C.A.A. Youth Programs and the
leadership varies enormously, this tendency to regard formal qualifications as
the main criteria for appointment, t .he urban nature of the appointments, and
the fact that a major prerequisite for appointment is ability to tap the
various titles of the US funding programs, gives the youth programs In the
Trust Territory a much more bureaucratic aspect than those in Fiji. This,
together with the tendency, already mentioned, in Micronesia to view youth
work as a form of prevention against delinquency and crime, means that youth
workers in the C.A.A.s often have a tendency to view themselves as social
welfare officers or sports administrators rather than nonformal educators.
There is a heavy American cultural influence in much of the C.A.A. 's youth
work, for example Little League Baseball. This activity, which occupies a
major part of the C.A.A. 's staff time, is 'chartered by the US Congress to
promote (American) nationalism' (LaBelle 1981: 325).

There are nevatheless a few exceptions to the predominance of
leisure-time activities for youth by the C.A.A.s. An agricultural project was
initiated by youth workers in Truk. However, rather characteristic of the
bureaucratic orientation of the C.A.A., it operated by guaranteeing to
purchase all the produce from the farmers rather than, as in the case of Fiji,

227

giving them loans and training in marketing.

A visit to the office of the

youth program found the staff trying desperately to find a market for the
fruit and vegetables purchased by the C.A.A. In Koror, Palau, a fishing
project was set up by the C.A.A. with financial assistance from a Japanese
nongovernmental organization which has a possibility of developing into an
income-generating activity for some young people and giving them training in
leadership and managerial skills in addition to fishing and boating skills.

4.4.7 Youth Mobile Teams, Ponape

In contrast to the government and semi-government youth work ln Micronesia the
Youth Mobile Teams run by the Catholic Church in Ponape show a certain
dynamism and strong educational content not often seen in complementary
nonforrnal education in the Pacific. The project was originated by Wendolin
Sue, a Ponapean who studied in the Philippines and who is, incidentally,
highly critical of the fact that so many students go to the USA for their
tertiary education.

A team of four people visits rural communities to which

they have been invited, for periods of two weeks.

During the mornings they do

agricultural work with the local people and in the afternoons they set up
discussion groups on problems facing the village or on national themes which
have been chosen by the team.

These have included topics such as "The Draft

Compact of Free Association", "Tradition, Culture and Change", the nature of
schooling in Micronesia, economic problems, the history of Micronesia,
marriage and the family.

It is intended to encourage critical reflection on

the meaning of "development" and social and religious life in Ponape and
Micronesia generally.
male and female.

The teams combine experienced and new members, both

Participants are 17 to 29 year olds of any religious

denomination but in practice most are catholic.

They are selected from local

participants who attend a training course and then undergo a further three
week full-time training which is also done mainly by means of small group
dialogue.

About 30 people at anyone time are members of a team.

When they

"
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are away from home visiting villages their families are paid an allowance of
$25 for the two week period.

The local communities they visit provide

transport, food, lodging and incidental expenses (Sue 1980: 89). The program
has been very important in providing training in leadership roles for young
people and also in promoting public debate of national issues.

Wendolin Sue

is critical of the dependent status which Micronesia has, of the role of
federal funds in creating a spirit of consumerism and dependency, and of local
leaders who advocate more independence while 'holding their hands out for aid
funds'.

He sees the Youth Mobile Teams as 'encouraging young people to take

charge of their lives and the future of Micronesia' (Maurovich 1980a: 49).

4.4.8 Complementary Programs and their Role in Expanding the Concept
of Nonformal Education

One of the difficulties observed in the countries studied is that
administrations and sometimes non governmental organizations have a limited
view of what nonformal education encompasses and what it could be.

This means

these agencies start at a disadvantage when trying to devise programs of
nonformal education or when working out policies which will enable nonformal
education to be Go-ordinated, better funded or to be a more effective
component of development strategies.

It also contributes to the tendency

observed in many projects of nonformal education for the "mission" of the
project to be subservient to its form, rather than the other way around (see
sections 1.3.3 and 7.1.4 for further discussion of this point.)

It is also

unfortunate that the formal schooling model is too often used as the basis for
designing a learning environment, i.e.

a room with desks facing the front and

a blackboard will often be used, and trainees expected to be quiet, take notes
and listen to the instructor, even though it is known that adults, or even
children, do not necessarily learn most effectively under such conditions.
Some of the projects of complementary nonformal education described in this
section such as youth groups, with their emphasis on teamwork, forward
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planning, the development of organisational or entrepreneurial skills,
knowledge of the environment and how to get things done, offer a more
action-oriented model than the formal classroom which could be used in
designing programs.

The encouragement of "anticipatory" rather than

"maintenance" forms of learning requires the development of such learning
n

enviranents.
/'.

4.5 THE PROFESSIONALIZATION OF YOUTH WORK - REGIONAL PROGRAMS

4.5.1 The South Pacific Commission

Youth work in the South Pacific Commission goes back to the Moturiki Project
in 1950 when a boys' camp was set up as part of the community development
project (see section 1.1.4.1). Since then the S.P.C. has always had someone on
its staff concerned with programs for youth.

4.5.1.1 The Out-of-school Youth Specialist

As mentioned in section 3.1.1.1, the South Pacific Commission changed the
designation of its "Youth Work Officer" to "Specialist in Out-of-school Youth
Education" in 1972. The holder of this position, Peter Higginson, ran the
first course - for professional youth leaders in the South Pacific in Fiji in
1972 (section 3.2.8). This was so successful it was followed the next year by
a 5 week course for rural youth leaders fram the Nadi area using the training
modules which had been developed the previous year (Nalo 1974). Much shorter
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courses were also run by the out-of-school youth specialist in Papua New
Guinea (Higginson 1973) and American Samoa (Bell 1973). However a persistent
problem for the Commission was that its specialist could not visit all
territories in order to carry out such courses, and he was doubtful that short
courses, of two weeks, were sufficient to enable significant learning and
assimilation of new ideas (Higginson 1973: 46). A sub-regional (i.e. only
English-speaking territories) Planning Conference on Out-of-school Youth in
Suva In November 1974 recommended that a decentralized training program in the
form of a mobile training team, be established as soon as possible.

The idea

was that this would leave the S.P.C. specialist free to give assistance to
more countries in other ways if he was not continually tied up running
training courses.

At that time it was hoped that the Commonwealth Secretariat

would be one of the sources of funding, but the decision to establish the
sub-regional Commonwealth Youth Program came around the same time and
co-operation was pre-empted.

4.5.1.2 S.P.C. Mobile Training Unit For Development Workers

The Mobile Training Unit for Development Workers was launched in October 1979
with a nine-month course in the Solomon Islands. The thinking behind the
establishment of the Mobile Unit was that training can most effectively be
given to a group of youth leader trainees if they are in their own environment
and can learn partly on-the-job and partly in sessions with experienced youth
leaders fram other countries.

A government must invite the S.P.C. to send the

Mobile Unit and provide premises, counterpart staff, carry out the selection
of trainees and release them fram their employment in order to participate in
the course which is usually around nine months.

In practice the countries

which have ' benefitted fram the Mobile Unit are the smaller countries, the more
remote ones or those where out-of-school youth work is least developed.

The

countries with the well-developed, experienced cadre of youth leaders such as
Fiji and Papua New Guinea have usually provided the staff.

The staff includes
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a Director and two instructors.

The title of the course, for Development

workers rather than youth workers, seems to indicate that a broader
perspective is intended although the training given is basically youth work
training, of the development-oriented type evolved from the early courses with
Peter Higginson and the F.N.Y.C. described in section 3.2.8. This includes
three modules, each of three months.

In 1979 the first module included topics

such as: understanding society, youth in society, community development,
communication skills, structure of government, health education, physical
education and sports, basic practical skills such as carpentry and repairing
outboard motors, cultural development and field study visits.

The second

module was a three month period of supervised work in the trainees own youth
organization, with regular individual and group evaluation sessions.

During

this time trainees carried out a community profile and a school-leaver tracer
study, participated in local development projects and gave instruction in club
organization.

The third module is designed after assessing the needs of the

participants, in 1979 it covered agriculture, media communication, sociology,
business development, further studies in community development and
understanding society, sports coaching, health education, and basic practical
skills with particular emphasis on each trainee specializing in what they
believed they needed to learn.

Much of the instruction was conducted by local

resource people appointed on a short-term basis, or other S.P.C. staff, with
the Mobile Training Unit staff responsible for co-ordinating and counselling
trainees on their own work.

A committee of local residents guided the staff

in the design of the training program and helped to identify suitable local
resource people (G. Gale 1979).

This model was successfully used again in 1980 in the New Hebrides (now
Vanuatu), and in 1981 in Kiribati. In 1982 the Unit moved to the Marshall
Islands, for the first time to an American territory where further
modifications were necessary due to the relative absence of networks of youth
clubs and almost no tradition of this type of training.

Nevertheless the need
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was very great and the training was greatly welcomed.

Just as the Community

Education Training Centre has been a way of spreading the experience of
women's club organization from the Commonwealth countries to the American
territories during the 1960s and 1970s, so the mobile training unit for
development workers is fulfilling a similar role with ideas on youth
organization during the 1980s. The question of the French territories has not
yet been approached by the Mobile Training Unit.

4.5.2 The Commonwealth Youth Program

4.5.2.1 Internationally

The Commonwealth Youth Program, launched in 1973, is administered by the
Commonwealth Secretariat in London. It has three Regional Training Centres in
Chandigarh, India, Lusaka, Zambia and Georgetown, Guyana which run year-long
diploma courses in Youth and Development, mainly aimed at leaders of national
youth organizations within the developing countries of the Commonwealth.
Funding comes largely from the developed countries in the Commonwealth, the
UK, Canada, Australia and New Zealand. During the mid-1970s participants from
Fiji attended all three Centres for Diploma Courses in Youth and Development.
However it was found that in most of these centres the average level of
trainees' formal education was much higher than that of the participants from
the South Pacific,

usually

a,

Bachelors degree and sometimes a Masters

degree, whereas most South Pacific participants had not attended university.
The general conditions of work in Asia, Africa and the Caribbean were regarded
to be sufficiently different and the numbers in the South Pacific requiring
training to be sufficiently high to make the establishment of a sub-regional
centre a worthwhile proposition.

The Pacific regional centre, located at the

University of the South Pacific, has had a more difficult time fighting for
its finance from the Commonwealth Secretariat than some of the other Centres.
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4.5.2.2 The Suva Centre

The first residential diploma course at the C.Y.P. Suva Centre began on the
campus of the University of the South Pacific in November 1978. Participants
from all the Commonwealth countries and British colonies in the region were
accommodated at the university immediately after the end of the academic
year.

They spent three months on the campus following a lecture programme

covering Pacific studies, economic development, techniques and methods of
youth work, community studies, youth project planning, the use of audio-visual
aids and report writing.

They spent some time on attachment with youth clubs

in Fiji and prepared a project on which to work during the following nine
months back in their own country.

The final phase of the course was a second

three month residential session during which they presented the findings of
their research and attended further lectures on techniques and methods of
youth work, problems of youth, social psychology, communication and community
education, community needs and resources, planning and programming and
structures of governments and social agencies (C.Y.P. 1979). Governments and
agencies continued to pay the salaries of the trainees while at the course.
The Commonwealth Youth Program paid one-way air fares to Suva, an incidentals
allowance, and contributed $F100 towards expenses of the project carried out
during phase two, back in the participants' home country.

Many of the

projects have been income generating projects with rural youth groups,
assisting them to make use of youth loan funds available in their countries
(Thomas (ed.) 1981; Low (ed.) 1984). The implementation of the projects and
the writing up of the reports were supervised locally by experienced people
appointed by the C.Y.P. The successful participants were awarded a C.Y.P.
Diploma in Youth and Development.

This diploma is regarded differently by different governments, in Fiji
all the successful holders, who must already be" working in youth
organizations, are entitled to have their salary paid by the Ministry of Youth
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and Sport. The University of Papua New Guinea recognizes it as a qualification
for entry to formal study at the University, while the Solomon Islands
Government recognizes the C.Y.P. diploma for promotion purposes in the public
service.

However many governments do not recognize it as a formal

qualification.

In 1980, when the research for this study was begun, the sandwich type of
organization of the course was generally regarded as satisfactory as it gave
participants an opportunity to do a supervised year of work on their own home
ground, and to

test the theories learn-t during the first phase, it also

had the great advantage that participants did not have to be spared from their
employment for a long period of time.

However there seemed to be some

dissatisfaction that the theoretical content was covered in a way too
remtniscent of formal schooling, and as a result some participants had
difficulty in assimilating it into their work.

One obvious problem was the

wide range of formal schooling of the group, ranging from second form to
University Entrance examination levels.

Although the course had been carried o"ut on the campus of the University
of the South Pacific, during university vacations, there was no physical
presence of C.Y.P. on the campus.

In 1983, however, the decision was made to

upgrade the South Pacific Centre to equal the Asia, Africa and Caribbean
Centres and an office and resource centre was opened on the campus.

The

format of the diploma course also changed from the sandwich type to one
continuous course of six months duration.

In-country short courses have also

been held in the Cook Islands, Tonga and Papua New Guinea, and a short-course
for women youth leaders held in Fiji, justified on the grounds that most youth
training in Fiji has been "male-oriented" (C.Y.P. 1984).

Being located in Fiji, the C.Y.P. Centre is heavily dependent on
Fiji-based resource people and on F.N.Y.C. clubs for the participants to visit
on attachment.

The Fiji Government and the F.N.Y.C. have _been pacemakers
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regionally with their loan schemes and other ways of assisting rural youth and
several other Commonwealth governments in the region have followed with
similar schemes.

4.5.3 Some Conclusions on Regional Youth Leader Training

The South Pacific Commission Mobile Training Unit and the Commonwealth Youth
Programme residential Diploma Course are two very different regional
approaches to the training of leadership for non formal education for
out-of-school youth.

Regional training courses have a very long history in

the South Pacific for obvious reasons, and large numbers of organizations are
now mounting regional courses in a wide range of professional and practical
skills.

The original justification for regional training was to provide

economies of scale.

Cultural exchange, i.e.

exchange of experiences with

those whom one would not meet in one's own country, and visiting innovative
centres or observing courses from which one can learn is another.

An

assumption is often built into regional courses that when participants travel
to a single location outside their own country they are representing their
country and that more will be expected of them, both during the course and on
their return, than those who attend a course in their own country or
province.

While there is nothing wrong with this expectation, it is often

over-inflated.

The assumption that a regional course will necessarily be of

higher quality than a national course it not always

jus~ied

and the belief

that a person returning from a regional course in youth leadership will be
able to pass on lessons learnt during that course on his or her return often
places unnecesary pressures on the participant.

The mobile unit approach

which brings together participants who may also work together can have useful
outcomes for their ability to implement change after the course, as they can
plan their learning with particular joint actions in mind.

No general study

appears to have been done of the usefulness of regional training in the
Pacific as compared to in-country training, or of the extent to which the
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so-called "multiplier effect" can be expected from regional leadership
training, but these are all issues which need to be addressed.

The Commonwealth Youth Programme and the S.P.C. Mobile Training Unit for
Development Workers represent two different approaches to maximizing the
impact of regional resources.

The relative merits of each type still require

further evaluation in order to identify the best way of organizing regional
youth leader training.

The comparative study of both has implications for

other types of nonforrnal education.

The differing political structures of the

C.Y.P. and S.P.C. courses are also of great significance.

A major advantage

of the S.P.C. course has been its ability to introduce development-oriented
youth work into the American Territories of the Marshall Islands, Federated
States of Micronesia and Palau, using experienced trainers from Fiji and Papua
New Guinea. So far the mobile team has not been invited to visit the French
Territories. The C.Y.P. Centre, by contrast, serves only the Commonwealth
countries which have more similar formal education systems and youth work
traditions.

Pacific regionalism and its influence on nonformal education are

further examined in section 6.4.8.
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Chapter 5

NONFORMAL EDUCATION FOR WOMEN AND GIRLS

If women do not have enough education they will not understand
the new agriculture ways or the new ways of thinking about village
life. That is they will be backward and will hold everybody else
back and so the village communities will not be able to make
progress because the women will not be willing to help with new
ideas. Then the men will become tired of trying and the village
will just stay the same as it always was (Cottrell-Dormer 1962: 111)
As a short cut to raising levels of living in the home, a
programme of basic education for women cannot be beaten by the
longer term methods of economic planning. Women in all countries
have shown themselves very responsive and receptive to educational
programmes which involve in the first instance their care and
concern for the betterment of their families, and because, although
equally hardworking, they are often less tied to time in the
daylight hours than their menfolk, they are able to devote
enthusiasm, time and energy to educational programmes which appeal
to them, often through the formation of women's clubs which have
done so much to widen horizons and increase skills. Women in Fiji
are no exception (Mercer 1973: 26)

During the 1960's, ideas such as those of W. Cottrell-Dormer, agricultural
advisor to the Australian administration in Papua New Guinea, and Edith
Mercer, British consultant to the government of Fiji on adult education, were
behind many of the efforts made to expand educational opportunities for
women.

Education for women was seen as a necessity either so that they would

not "hold back" men with their traditional ideas or as a "short cut" to the
pranotion of "modern ideas", particularly in rela tion to hygiene, food
preparation, health and child care, areas identified with women's concerns.
The knowledge assumed to be needed was that of western techniques of domestic
tasks and the pedagogical model was that of the "diffusion of innovations"
approach (see section 2.2.1.2) whereby influential women were chosen for such
training who could serve as good role models.
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As shown in Chapter 3, employment-related nonformal education in either
the cash sector or the subsistence sector in the Pacific Islands is generally
aimed at increasing efficiency in the processes of production.

Much of

women's work in traditional Melanesian and Micronesian societies has been
involved with agricultural production (see sections 2.3.1, 2.4.1 & 2.5.1) and
a substantial proportion of subsistence cultivators are female.

(In New

Caledonia, according to the 1976 Census, 70% of all economically active
Melanesian women work in subsistence agriculture.)

Nevertheless almost all of

nonformal agricultural education has been targetted at males throughout the
region of this study, and most nonformal education for women is directed
towards their role in reproduction, both biological and social, rather than in
production.

It is also significant that most nonformal education for women, with the
exception perhaps of a narrow range of trade courses e.g.

hairdressing, and

some trade union courses, is aimed at women in the rural areas and in the
subsistence economy.

This is despite the fact that some of the early

advocates of nonformal education for women were highly educated professional
women, such as those in the leadership of the Pan Pacific and South East Asian
Womens Association (see section 5.4.1). Health education is one area of
nonformal education where women have gained some expertise and leadership
roles in the Pacific, while it is not confined to them alone.

This is

particularly the case in fields such as nutrition education which are not the
preserve of the medical profession.

Health education is an area in which the

"change-agent" role of wanen is emphasised in contrast to their role as
conservers of culture and reproducers of traditional society, although as
Nancy Rody shows in her study of nutrition education in Yap State of
Micronesia, it is often by appealing to traditional values and foods that the
message of breastfeeding and eating local foods is conveyed (Rody 1978).

This chapter looks at possible reasons for some of these observations,

"

239

using a historical analysis of the factors which have influenced the
development of nonformal education for women in the Pacific region as a
whole.

In particular it examines the South Pacific Commission's Community

Education Training Centre in Suva, a regional institution which has
undoubtedly influenced every other women's nonformal education project in the
South Pacific through its leadership training courses.

The role of Women's

Interest Officers and of non-governmental women's associations in helping to
determine the direction of nonformal education projects for women is also
examined.

These projects are also looked at fram the point of view of their

effect on the participation of women's labour in both pre-capitalist and
capitalist modes of production and the extent to which they strengthen women's
capacity to make choices about who benefits from the exertion of this labour.

5.1 DIVISION OF LABOUR BETWEEN MEN AND WOMEN IN TRADITIONAL PACIFIC
SOCIETIES

As illustrated in Chapter 2, in the three societies under consideration, women
traditionally played a considerable role in agriculture, fishing, the raising
of livestock, in addition to the preparation of food, making mats, caring for
children etc.

This fact was not carefully analysed by promoters of education

in those early days despite the warnings of people such as Camilla Wedgwood,
Senior Lecturer in Education at the then Aus tcriJ ian School of Pacific
Administration, who pointed out in the mid 1950's that
In determining upon the choice of technical and vocational
training for women, it should be remembered that the demarcation
between men's work and women's work ••• is not everywhere the sarne.
In the islands, activities which in our own culture are primarily
associated with men, such as agriculture and the rearing of pigs,
are often the concern primarily of women or of men and women
equally. Conversely there are places where the men traditionally
play a much larger part in cooking and the tending of small children
than is approved in our culture <Wedgwood 1957: 497).

As Penelope Schoeffel and Eci Kikau have shown, in the case of Fiji, the
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influence of English protestant missionaries was crucial in deciding the
content of education for women in the mid-nineteenth century.

Although mainly

from the lower middle class, their ideal of womanhood was that of the
Victorian middle class Englishwoman: totally economically dependent upon her
husband.

Thus missionary wives in Fiji in the 1850's were teaching Fijian

women English methods of washing, ironing, knitting, crocheting, embroidery,
sewing and cake baking (Thomas 1982: 115-116). Despite the fact that these
skills were not easily applied to village life, and women continued in their
traditional roles of food growing, fishing, mat making, etc.

a certain

prestige attached to the new skills and they became sought after (Schoeffel &
Kikau 1980: 23-24). A good deal of this domestic instruction was to the wives
of Fijian students for the Methodist ministry, the idea being that clergymen's
wives would be in a good position to 'set an example of cleanliness and the
proper care of families'

(Wood 1978: 267). Schoeffel has argued that this

colonial home economics training, with its emphasis on the use of imported
ingredients, served to legitimize a downgrading of local and more nutritious
foods with disastrous results in the long term for the balance of payments of
Pacific countries, and the nutritional status of the islanders (Schoeffel
1982).

5.2 FEMALE PARTICIPATION IN FORMAL EDUCATION IN THE PACIFIC

As Chapter 2 shows, formal education in Fiji and New Caledonia is fairly
selective.

In Fiji school fees prevent many, particularly girls, from going

as far as they might be capable of academically.

In New Caledonia there are

high drop-out rates among the Melanesians and in the Trust Territory, even
though students stay on at school longer, relatively few make the transition
sucessfully to jobs in the cash economy.

Girls have, until recently, had

lower participation rates in formal schooling in all three countries, despite
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the fact that they performed no worse academically.

For example, the Unesco

statistical Yearbook of 1983 gives the following figures.

Percentage Distribution of the Population 25 years and over, of the
Three Countries by Educational Attainment and Sex

Fiji (males)
(females)

No schooling
19.7
27.0

Primary
20.5
17 • 1

Secondary
3.9
2.4

Post-Secondary
3.3
2.5

New Caledonia (males)
(females)

9.7
10.5

13.1
12.2

n.a.
n.a.

2.0
1.4

T.T.P.I. (males)
(females)

34.1
38.5

25.3
24.4

6.6
4.2

6.4
3.2

Table 3.

Note that the Trust Territory has a higher number of people with no schooling
at all, due to the late start to mass formal education in the Territory. It
has, however, many more with post-secondary qualifications than the other two
countries (even though the figures for T.T.P.I. are from 1970 and the others
from 1976) and the number of males is approximately double that of the
females.
two.

Fiji has less disparity betwen males and females than the other

The figures for New Caledonia include the population over fourteen years

of age and, of course, include the French and Caldoche populations.

An American Association for the Advancement of Science seminar in 1975

identified four sets of obstacles to women's education.

These were, the

cultural attitudes which militate against women's full participation in
educational institutions, the lack of relevance of much girls' education to
the local or national economy, the language of instruction which often created
a barrier between educated elites and the villagers, and the teaching methods
used within classrooms, which often encouraged girls to remain passive
participants in the educational process (Tinker, Bo Bramsen & Buvinic 1975:
158-160). In the South Pacific it is probably the second and the fourth of
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these factors which are most influential in deterring girls from schooling.
In the case of the Indian community in Fiji the first one, the cultural
attitudes, has also been significant as Indian girls were traditionally
expected to marry young, and to cease their schooling upon marriage.

Economic

factors, in the case of both Fijian and Indian girls in Fiji, often lead.
boys' education getting higher priority than that of their sisters.

to

In

Micronesia and New Caledonia, where the state contributes more financially to
schooling, attitudes playa much more important role in determining who
benefits from schooling.
urban communities.

These attitudes vary considerably between rural and

Where it is necessary for students to fly to another

island and board with relatives or in a boarding school, parents are much less
likely to approve of daughters continuing their education even where money is
not a problem.

The inequalities produced over the past decades by differential access to
formal education are even greater among girls and women than they are among
boys and men, yet women are more often lumped together as a single category
when it comes to discussing what sort of nonformal education programs they
need.

Nahau Rooney of Papua New Guinea, at a conference in Suva in 1973,

pointed to the necessity of considering at least three separate groups of
women in the Pacific:-

1. The traditional village women - mainly in the rural areas and of
great I\umber;
2. The urban uneducated or semi-educated women;
3 -. The educated women - a small minority.
(Rooney 1975: 119)

Each of these groups has particular problems with "development". The
traditional village women, while often well served with women's clubs and
Women's Interest Officers, are often too overburdened with work to take
advantage of them.

The urban uneducated or semi-educated women are often

neglected; many of them are rural-urban migrants who do not understand English
or French, the language of the town, and lack the village networks which
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enabled them to cope in the rural areas.
avenue to participation for them.

Nonformal education could be a real

Finally there are the urban educated women,

a small minority but also with their own problems.

Many of them are more

highly educated than men in similar positions yet often they find themselves
marginalized within their work situations, not being promoted or being
prevented from having an input into policy.

Not surprisingly, many of them

have become active within women's organizations working for change (Hill 1984:
190-191.)

5.3 WOMEN'S INTEREST OFFICERS - THEIR ORIGINS AND DUTIES

As mentioned in sections 3.1.1.1,3.2.1 and 3.4.6, Women's Interest Officers
were appointed in the 1950's and 1960's in most of the English-speaking
territories of the Pacific. They were government appointees, often graduates
in home economics from Britain or the USA whose main task was to organize a
network of women's clubs at the village level and to train leaders for them.
Most of the British colonial administrations in the South Pacific modelled
their Women's Interest Offices on the womens organizations of the protestant
churches (Lechte 1981: 86). In Fiji, Mrs R.A. Derrick, the wife of the eminent
Methodist educational pioneer, R.A. Derrick, was the founder of a national
women's organization, the Soqosoqo Vakamarama (see 3.2.1) in 1924. In addition
to running women's clubs and training courses for club leaders in subjects
such as home management, food preservation and child care, the Soqosoqo
Vakamarama recommended to the government of Fiji in 1961 that a Women's
Interest Office be established to service these clubs.

The American territories, in addition to being influenced by the South
Pacific Commission to appoint Women's Interest Officers (see 3.4.6), were
influenced by the US Home Economics tradition associated with the post-war
promotion of housework as scientific.

The Women's Interest Officers in the
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Trust Territory were required to take on a more bureaucratic and a more
entrepreneurial role than their counterparts in the British colonies as the
actual teaching of skills to women in the field was often done by other
agencies such as Adult Education, or the Community Action Agencies, with which
the Womens Interest Offices merged in 1973.

By contrast there was a complete absence of Women's Interest Officers in
the French Territories. Indeed, the only area were similar work was done with
women in the French territories was among the protestant churches, which, as
seen in section 2.2.4, were not always looked on favourably by the French
government.

The South Pacific Commission appointed its first full-time Women's
Interest Officer in 1959. Among the aims of this appointment were

- To develop Women's Groups as one of the means of furthering the
process of adult education towards family and community betterment
- To examine some of the means by which women may be helped towards a
fuller understanding of opportunities and ways of meeting them from
their individual resources and those of the community (Slatter 1983: 6).

Why was this emphasis placed on women's clubs as a strategy for community
education?

Some idea of the thinking behind this can be gained from a paper

by Marjorie Stewart, the first S.P.C. Women's Interest Officer (see section
3.1.1.1) •
There are seldom enough trained government officers to serve
the people in the areas of Health and Sanitation, Childcare,
Agriculture and Economics. The Club constitutes an admirable
ready-made group through which teaching in all these subjects may be
effected, though it takes persistent effort to persuade government
personnel of this fact, mainly because they are already
overworked •••• It is important that governments should be helped to
realize the potential of women's clubs as a training ground for
citizenship and improved standards of living so that regular
consultation be held between departmental officials both at
headquarters and district level and Women's Interest staff to
explore ways of collaboration (cited in Slatter 1983: 7).

The Women's Interest Officer was thus seen as a type of extension officer; one
of her jobs was to ensure that the women's clubs flourishe,d so that they could
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be the locale for the work of other government extension officers and
specialized instructors in homecrafts, health, handicrafts etc.

In the early days of women's clubs and Women's Interest Officers the
staple course offerings were club management, handicraft, cooking and sewing,
often taught by European instructors and involving western techniques.

In

more recent years, since the cash economy has come to playa larger part in
the life of the villages, further topics have been added.

However most of

these new areas, including nutrition, budgeting, consumer education
(particularly in Micronesia), and family planning, are still areas considered
to be part of women's role in domestic labour and reproduction.

There is also

increasing emphasis among the Women's Interest Officers, and in the clubs they
serve, on teaching traditional skills such as mat weaving, and cooking of
traditional foods, as it is believed that these skills are in danger of being
lost by the younger generation.

While the early indigenous Women's Interest Officers in the immediate
post-independence period in most Pacific countries were older women who were
experienced in village life, skilled in handicrafts and respected as leaders
due to their age, there is now a tendency for young urban high school leavers
to apply for training as Women's Interest Assistants as an alternative to
teacher training in the formal system.

At present the salary for the 20

Women's Interest Assistants in Fiji (apart from the four senior officers) is
lower than those in the Department of Education or Social Welfare, which means
the job is often a third preference after University or Teachers College. All
the Women's Interest Officers in Fiji are trained at the S.P.C.'s Community
Education Training Centre.

The nature of recruitment to the Women's Interest Department has been the
subject of some controversy in Fiji. In December 1980 the Senate held a debate
on it.

The Government announced that it intended to spend $F146,400 to

upgrade the Department the following year.

Several of the Senators were
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critical of the fact that young school leavers were being trained as Women's
Interest Officers and urged that 'successful, mature women' should be in such
positions as they 'would contribute more effectively to the welfare of the
people in the outer islands'

(Fiji Times, 24-12-80).

5.4 WOMEN'S VOLUNTARY ASSOCIATIONS & THEIR CONTRIBUTIONS
TO NONFORMAL EDUCATION

Non-governmental organizations (N.G.O.'s), both regional and national, have
been quite crucial both in raising the issues of women's rights to education
and in providing some of that education themselves.

The phenonemon of N.G.O.

initiative and involvement in nonformal education is, as seen in Chapter 3,
particularly strong in Fiji, less strong in New Caledonia and almost nonexistent in the Trust Territory, although some organizations, being regional,
have had influence in a number of countries.

5.4.1 The Pan-Pacific and South East Asian Womens Association

The Pan-Pacific and South East Asian Women's Association, (P.P.S.E.A.W.A.),
was one of the first bodies to promote the cause of women, including their
rights to education, throughout the islands.

Its founding meeting in Honolulu

in 1928 was chaired by the prominent American reformer and feminist, Jane
Addams, and P.P.S.E.A.W.A. has, fram that date, continued to attract the more
educated, middle class, women from Hawaii, Australia, New Zealand, the Pacific
Islands and later fram Southeast Asia. Strong branches of the Association have
been in existence in Fiji, American Samoa and Tonga since World War II, and
more recently have been established in the Trust Territory but not in New
Caledonia. P.P.S.E.A.W.A. has had consultative status with Unesco since 1955
(Hooper 1976).
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The Fiji branch of P.P.S.E.A.W.A. was instrumental in founding the Fiji
Y.W.C.A. and in pressing for the establishment of the Women's Interest Office.
Most of its members are university graduates, Chiefly women or wives of
prominent citizens, both Fijian and Indian. Many P.P.S.E.A.W.A. members are
active in several other voluntary organizations, e.g.
Y.W.C.A., Red Cross etc.

churches, Girl Guides,

Over the past two decades P.P.S.E.A.W.A., influenced

as it was by "first wave feminism", was at the forefront of discussion on all
issues affecting women, including nonformal education but, unlike some other
organizations, was not involved in actually providing educational programs.
In recent years the formerly influential role of the regional P.P.S.E.A.W.A.
has been somewhat eclipsed by the occasional conferences of women which have
been organized at the regional level for International Women's Year (Griffen
(ed.)

1975), for the mid-point of International Women's Decade (Goodwillie &

Lechte 1985), by the South Pacific Conference to consider women's programs
(S.P.C.

1981) or to prepare for the UN End of Decade Conference in Nairobi

(S.P.C. 1985). These conferences have created a new network of younger Pacific
women to some extent influenced by "second wave feminism" who, like their
P.P.S.E.A.W.A. predecessors, are also highly educated but seem to be more
action-oriented and more keen to see women break out of the limitations of the
roles they traditionally held in colonial days.

This group is also more vocal

on regional political issues, for example nuclear weapons testing, nuclear
waste dumping, the passage of nuclear ships in the Pacific, and on the role of
multi-national corporations.

5.4.1 Soqosoqo Vakamarama of Fiji

A very different, but no less influential women's organization in Fiji, the
Soqosoqo Vakamarama, (Fijian Women's Society), was founded by Mrs R. Derrick
of Davuilevu in 1924 with education in homecrafts for women as one of its main
activities.

Its first Vice-President, Lolohea Akosita Waqairawai, a Fijian

graduate of Sydney Teachers' College, travelled throughout Fiji talking to
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women's groups about child care, cooking, hygiene etc.

Since then the

Soqosoqo Vakamarama has concentrated its activities on rural women, and on
Fijian women.

The President, since 1944, has always been a chiefly woman, or

the wife of a chief, and the Soqosoqo's channel to the government has always
been through the Great Council of Chiefs. It was the Soqosoqo Vakamarama which
recommended to the Great Council of Chiefs the establishment of Adi Cakobau
School, the first academic government secondary school for Fijian girls.

The structure of the Soqosoqo Vakamarama goes right down to village level
and in many villages comprises all the women and girls of the village.

It has

been a strong defender of Fijian culture, in particular of respect for the old
and for chiefs and of women's traditional role (Baro 1976: 34-36). Great
emphasis is also placed on the preservation of traditional Fijian handicrafts;
in 1968 a handicrafts centre was built where annual displays and craft
competitions are held.

The Soqosoqo Vakamarama has been affiliated to the

Associated Country Women of the World since the early 1970's.

Soqosoqo Vakamarama was one of the organizations which called on the
government of Fiji to set up the Women's Interest Office in the 1950's. The
1960's saw the beginning of an even closer association between the government
and the Soqosoqo Vakamarama when in 1967, the government Women's Interest
Officer rented part of the Soqosoqo Vakamarama Handicraft Centre as an office
and training centre.

Most of the clubs which the Women's Interest Officer

services are Soqosoqo Vakamarama village groups; in 1980 there were 1100
Fijian clubs, (most of them Soqosoqo Vakamarama), 244 Indian and 41
multiracial clubs (Flikkema 1980: 13). During the debate in the Fiji Senate in
December 1980 on the Government's appropriation for the Women's Interest
Department there was some discussion about the Soqosoqo Vakamarama. It
illustrated the problem that many women's organizations face due to the
extremely small numbers of women in Parliaments in the Pacific, and the
contradictory attitudes towards the Soqosoqo Vakamarama as both a guardian of
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Fijian tradition and an organization with close links to the government in a
professedly multi-racial society.

One Senator (of Indian origin) called for

the Soqosoqo Vakamarama to become 'practical, multiracial and not restricted
as a soptisticated women's organization', while a Fijian Senator (representing
the Great Council of Chiefs) replied that Soqosoqo Vakamarama had played an
important role in society, helping women of all races.

While the Soqosoqo is generally regarded as a conservative organization
dedicated to the preservation of Fijian tradition, Asasela Ravuvu has reported
that in some areas it was seen by the husbands of its members as enticing them
away fran their traditional roles in the family, raising their aspirations
unnecessarily high and giving them skills which were irrelevant to their life
in the village such as baking sponge cakes.
the family has been the result.
"cultural lag

ll

In some villages conflict within

Ravuvu interprets this as an example of

between husbands and wives (Ravuvu 1981: 203-211). Ironically

the IIlag li is in the opposite direction predicted by observers such as
Cottrell-Dormer, (quoted at the beginning of this chapter), and illustrates
that through the Soqosoqo Vakamarama work with women has reached far more into
traditional Fijian society than much development-oriented work with men.

5.4.2 The Y.W.C.A. of Fiji

The Y.W.C.A. of Fiji was founded in 1961, one year after the first Women's
Interest Officer had been appointed.

The participants at the public meeting

which urged its foundation (see section 3.2.1) wished to see something done
for the women and young girls in the urban areas as it became evident that the
Women's Interest Office would be concentrating its efforts in the rural
areas.

In addition to the traditional Y.W.C.A. activities of sports and

recreation, the first Y.W.C.A. staff members, Ruth Lechte and Anne Walker,
devoted a great deal of attention to the need for training facilities in the
capital for young female school leavers and other women with no means of
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livelihood in Suva. As mentioned in section 3.2.12 the Y.W.C.A. established a
vocational Training and Harne Industries Training Programme with the assistance
of the I.L.O. and U.N.D.P. in 1974.

However the influence of the Y.W.C.A. on nonformal education for women in
the 1970's went far beyond the organization of its own nonformal education
projects.

The Y.W.C.A. was one of the founding member organizations of the

Fiji National Youth Council, and its members were involved in the lobbying and
negotiating between that organization and the government which culminated in
the establishment of the Ministry of Youth and Sport. Its members were among
the first participants in the South Pacific commission's Youth Leaders
Training Course (section 3.2.8). In addition to its interest in nonformal
education as an alternative to formal schooling, the Fiji Y.W.C.A. has also
been a leader in preparatory non-formal education, with its interest in
pre-school work, and in complementary nonformal education in the form of clubs
and further training for women with formal education and already in the work
force.

In 1965 a Public Affairs Committee was formed which aimed

1. to enlighten the members of the Y.W.C.A. (with the use of newsletters,
attitudes kit and viewpoints club).
2. to study community problems.
3. to take acti~n within the community, as a non-political, non-sectarian lay
movement on questions affecting warnen and girls and to co-operate with
other organizations having a like concern.
(Y.W.C.A. Public Affairs Newsletter, 1 1965.

Some of the issues which the committee took up in its newsletter included
vocational training for girls, family planning, immigration and citizenship of
male spouses, a new controversial public order bill of the then colonial
government, and the question of French nuclear testing in Polynesia. Through
this committee, which involved Fijian, Indian, European and Chinese women, the
Y.W.C.A. became well known as a body with strong views on most of the
controversial issues in Fiji. In the late 1960's the Fiji Y.W.C.A. was a
leading mover in the founding of a campaign known as ATOM, Against Testing on
Moruroa, which later became the Movement for a Nuclear-Free Pacific.
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During the late 1960's and early 1970's the Y.W.C.A. began thinking of
itself more as a women's organization than as a youth organization, and its
members were active in the formation of the National Council of Women of Fiji
in 1968. The Fiji Y.W.C.A. is a high profile organization partly due to its
ownership, since 1974, of a building in a prominent position in central Suva,
the Y.W.C.A. Community Resource Centre. The $F600,000 which it cost to build
was raised by Y.W.C.A. members, club fundraising efforts, and donations
supplemented by a Fiji Government grant and loans.

In addition to premises

for the Home Industries Training Programme, the six storey building has two
residential floors, for long-term and transient residents, two floors of
offices currently rented out to international organizations, a gymnasium,
cafeteria and gift shop and offices which house other national women's
organizations including the National Council of Women. As part of an
international movement the Y.W.C.A. has been instrumental in bringing feminist
ideas to Fiji; not necessarily western feminism, but rather a strong call for
greater recognition of the role of women in the economy, particularly in
agriculture, and for steps to overcome the lack of female representation in
many decision-making bodies in Fiji and in the South Pacific.

Internationally the World Y.W.C.A. has been an arena for the
dissemination of feminist views among both western and Third World women,
despite the fact that they often had different needs and priorities.

In 1974

a Pacific Regional Office of the World Y.W.C.A. was established in Nadi, Fiji
to co-ordinate the work of several national Y.W.C.A.'s which had emerged in
Papua New Guinea, Western Samoa, the Solomon Islands and American Samoa, in
addition to Fiji and to work with other women's organisations who wished to
co-operate (Lechte 1983). Its aims were

-To assist women in economic and social development
-To upgrade skills and development of new areas for women
-To awaken political consciousness in women (Crocombe et ale 1981:158-9)
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The World Y.W.C.A. Office in Nadi has seen its task predominantly as regional
communications and expanding opportunities for training.

This has been done

by the regional office running courses and workshops itself, by ensuring
female participation in courses run by other bodies in the Pacific, or by
organizing individual study visits to other Pacific countries, to Australia or
New Zealand for women with specific training needs.

For example, it organized

a workshop in 1980 for those interested in pre-school education, which led to
the formation of the Pacific Preschool Association, the introduction of
on-the-job training courses for preschool teachers and the publication of
Pacific-oriented preschool children's literature (Crocornbe et ale

1981: 47).

Appropriate Technology to lighten women's work load has been a particular
emphasis of the Pacific area Y.W.C.A. office in Nadi. In 1981 it gained
permission and funding for five women from five countries to attend a Rural
Technology workshop in Suva organized by the Commonwealth Secretariat. The
workshop was attended by 100 males and 11 females, despite the fact that a
good deal of the technology discussed was relevant to women's work.

Health

education is another area of particular emphasis and the Y.W.C.A. has
supported initiati .ves of other groups, such as the formation of the Action
Centre for Women in Need, A.C.W.I.N., in Suva.

In 1975 a regional conference of women was held in Suva as part of the
observance of International Women's Year (Griffen (ed.) 1975). One of the
outcomes of this conference was the establishment of a Pacific Women's
Resource Centre in Suva, housed in the Y.W.C.A. building (Griffen &
Waqavonovono 1980). Y.W.C.A. members had been active in urging the
establishment of the Centre, and while after its disbanding they continued to
lobby the South Pacific Commission for the establishment of a Pacific Women's
Resource Bureau under S.P.C. auspices, the Y.W.C.A. regional office in Nadi
came to the conclusion that there was need for a regional networking-type
~-governrnental

organization of women which would extend far beyond the

members of national Y.W.C.A.s, and so in early 1982 the Of is Blong 01 Meri was
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born.

I~name

is in Melanesian Pidgin (spoken in Papua New Guinea, the

Solomon Islands and Vanuatu) and means "Office for All Women" or "Women's
Office". Its main purpose is to assist all women's groups in Papua New Guinea,
the Solomon Islands, Vanautu, New Caledonia, Kiribati, Tuvalu and Fiji. This
assistance often takes the form of mobilizing of funds from non-governmental
organizations outside the Pacific region for training projects, or of lobbying
at regional meetings for more attention and resources to be directed towards
the needs of women (Goodwillie 1982: 36-37).

5.4.3 Association Feminine Pour un Souriant Village Melanesien

The origins of the Association Feminine Pour un Souriant Village Melanesian
(Feminine Association for a Smiling Melanesian Village) among Kanak women who
were left In their villages after the departure of the males to work in the
nickel mines is described in section 3.3.5. Its members were particularly
concerned at the depressed state of Melanesian villages, of housing and food
gardens, as men left them to work on the mines, bringing back large amounts of
cash, much of which was spent on alcohol.

This led to discussion about the

contradictions between the collective life of the village and the
individualism of ,western society, which in turn led to participation in the
M~lanesia 2000 Festival (section 3.3.5). The Association came to be the female
expression of the nationalist and later pro-independence movement under the
leadership of Madame Scholastique Pidjot, wife of the pro-independence Kanak
Depute in the French National Assembly. Its main aim and program is to
encourage women to take greater responsibility for life in the village,
including the family budgeting and the spending of any cash, which would be
frequently spent on alcohol if such decisions were left in the hands of
males.

It highlights the problem that greater access to cash, e.g.

through

work in mines, does not necessarily lead to greater welfare in the villages,
indeed can lead to a worse situation if agriculture is neglected and the cash
income is not great enough to purchase imported food.
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5.4.4 Federation des Femmes of New Caledonia

As mentioned in section 3.3.12, there are no Women's Interest Officers in the
French system, and no government-sponsored women's clubs.

Women's

organizations in New Caledonia, grouped together under the Federation des
Femmes, are highly polarized along ethnic lines, with the European
organizations concentrating on charity fund-raising type activities and the
Kanak ones being involved in the struggles for political independence.

The

emergence of women's organizations has also been influenced by the policies of
the French Administration. For example during the period of the Plan Dijoud of
the Giscard government an association of Kanak women, Tradition et Avenir
(Tradition and Future), was promoted very much as an association of Kanak
women who wished to assimilate themselves to "modern" "individualistic"
values.

Following the election of the Socialist government and the

establishment of ODIL (Office de Developpement de l'Interior et des Iles
Loyaute) as one of the government's reforms, a graduate of the S.P.C.'s
Community Education Training Centre, Mlle Nicole Wamytan, was appointed as
rural trainer for women (section 3.3.7). Her task is to visit women's groups
and to give them training when required on income-generating projects such as
poultry-raising, agriculture, making smokeless stoves etc.

This is the first

time the French administration has appointed anyone in a position like this,
but her task is made much more difficult by the absence of a network of
organized women's groups as in Fiji. Indeed, all the groups she must visit are
groups which have been organized by non-governmental volunteers, mainly the
churches and political parties, which are most active, and tend to look
towards the English-speaking countries for ideas.

For example in 1983 the

women's groups of l'Eglise Evangelique organized an exchange visit whereby 15
Kanak women visited Fijian villages to learn more about the organization of
women's clubs.

A two week course was also organized by the same women's

groups, at which village improvement skills were taught along the lines of the
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S.P.C. C.E.T.C. courses (Of is Blong 01 Meri Newsletter, Jan 1984).

5.4.5 Women's Voluntary Organizations in the Trust Territory

As mentioned in Chapter 3, the Trust Territory has no tradition of voluntary
organizations as does Fiji and, to a lesser extent, New Caledonia. Indeed in
the sphere of women's nonformal education the distinction between government
and non-governmental organizations has become very blurred.

For example the

Girl Scouts of America, a voluntary organization in the US, was introduced
into the Trust Territory by the administration, and all training for Girl
Scout leaders is organized by the Women's Interest Advisors, so it does not
really play the role of a non-governmental organization in the same way that
the Y.W.C.A. does in Fiji. On the other hand semi-governmental bodies, such as
the Community Action Agencies (see section 3.4.3), often undertake activities
such as lobbying the government for more and better women's programs of
nonformal education, an activity which is more often undertaken by purely
non-governmental organisations in independent Pacific countries.

.,
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5.5 THE TRAINING OF LEADERSHIP FOR WOMEN'S COURSES

Due to the small and isolated nature of the Pacific Islands, regional training
programs have generally been regarded as the most cost-effective means of
training leadership, not only for nonformal education itself but in a wide
range of technical and managerial disciplines.

One of the pioneering regional

training courses, and most significant in terms of the number of people who
have passed through its courses, is the Community Education Training Centre
(C.E.T.C.) of the South Pacific Commission.

5.5.1 The Community Education Training Centre of the S.P.C.

As seen in section 3.1.1.1, the Community Education Training Centre was
established in 1963 by the South Pacific Commission to train Women's Interest
Officers for the Pacific island territories.

It was funded by the Australian

Freedom from Hunger Campaign and F.A.O. and housed in buildings provided by
the administration of Fiji. The term "Community Education" was a shortened
form of the title · "Community Education for Better Family and Village Living",
and the course concentrated on food preparation, nutrition, clothing, home
management and organizing women's clubs.

The course is now known as the "Home

Economics" course, although the Centre is still called the Community Education
Training Centre. Although it was apparently originally intended to add further
courses to the C.E.T.C., (see section 3.1.1.1.) this has not been done, with
the exception of a mobile unit, created in 1978, which visits member countries
at the invitation of governments and provides refresher courses for former
trainees and others doing similar work.

As a program of the South Pacific Commission, which is responsible to a
number of governments, the C.E.T.C. has frequently been the subject of
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discussions at the South Pacific Conference, the S.P.C's Planning and
Evaluation Conference, or specialized seminars run by the S.P.C. For example
in 1971 at a seminar on the training needs of welfare personnel in the Pacific
it was suggested that a course in social welfare and community development for
both men and women could be set up at the C.E.T.C. as it was a more
appropriate level of training than a university diploma (Yasas 1971: 14). At a
workshop on women's programs in the Pacific in 1975 a consultant, Seniloli
Sovea, presented the results of a questionnaire In which former participants
had recommended that the length of the training be extended to three years,
and that more instruction be given in program administration, office
management and civics.

One participant at that workshop observed that

'C.E.T.C. had conspicuously failed to teach its trainees how to manipulate the
political power structure'

(Sovea 1975), a criticism which was to become more

common with the rise of the women's movement among Pacific women later in the
1970's. Curriculum revisions in 1978 and 1979 brought in new subjects
including community development, small business development, simple
accounting, consumer education and appropriate technology.

While the focus of

the course shifted from the family to the community, its basis remained home
economics.

As the only "all women" regional training centre in the South Pacific it
also figures highly in more general discussions on women in the Pacifc. For
example, in 1981 the S.P.C. held a Seminar of South Pacific Women in Tahiti.
One of the recommendations to come out of that meeting was that the C.E.T.C.
{'

should be massively upgaded to cover many other types of training, including

"

small business management, leadership, project formulation and managerial
skills.

In other words this seminar had identified it as a women's training

centre, rather than a 'community education' centre, and wished to see it
expand beyond the role of training women's interest officers and similar
personnel.
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5.5.1.1 Selection of Participants

Recruitment of students to C.E.T.C. is done through governments and
administrations.

The S.P.C. annually sends out application forms to all

member governments, who pass these on to relevant departments or private
organizations in their own country.
different for each country.

In practice the selection procedure is

In the case of Fiji, the forms are forwarded to

the Women's Interest Office, which makes a selection of candidates from among
their own staff or prospective staff.

In other Pacific territories

non-governmental women's organizations are frequently invited to nominate
candidates.

The main requirements for selection are that the participants be

able to make use of their training in full-time employment on their return
horne; for this reason, as well as for reasons of language, there are few
participants nominated from the French Territories, as such employment is very
rare.

There is no educational requirement for entry to the course, and levels
vary widely from older rural women who have completed only primary education
to those who have completed University Entrance or even Foundation Year at a
Pacific university.

The course is in English but many participants have

difficulty with the language and thus do not benefit from it as much as they
might.

Claire Slatter of Fiji, who carried out an evaluation of the C.E.T.C. for
the South Pacific Commission in 1983, was surprised to discover that many of
the officials responsible for selecting candidates for the course did not have
a clear idea of its objectives and curriculum or the type of work it was
designed to train the women for.

For example, some countries, such as the

Solomon Islands, used the C.E.T.C. as a college for training their Horne
Economics teachers for the formal schooling system.

Others, for example

Kiribati, used it for training the leadership of their national councils of
women.

In the US Trust Territory it has been used to train Horne Economics
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teachers for the formal schooling system, although the C.E.T.C. certificate is
not recognized and graduates must complete another course at the University of
Hawaii in order to qualify for promotion.

At the time of Claire Slatter's evaluation there had been 117 women
attend the course from Fiji, 52 from the Trust Territory and 11 from New
Caledonia. 588 women had attended the course since its inception from
throughout the Pacific, (including 5 Aboriginal Australians from the Northern
Territory). Fiji was by far the largest user of the Centre. Papua New Guinea
was second with 76 participants, French Polynesia had only sent one woman to
the C.E.T.C. over the nineteen years (Slatter 1983: 49).

5.5.1.2 Curriculum

The one year course at the C.E.T.C. is made up of 13 different sections of
work; community development, family food & nutrition, housing and household
equipment, home management, family relationships & family planning, maternal &
child care, clothing & textiles, family sanitation & health care, skills in
local handicrafts, education techniques, consumer education, income generating
activities, home gardening and appropriate technology.

There is no

differentiation between these topics and all are expected to be mastered by
all participants.

Some already come with many of these skills, e.g.

dressmaking, growing vegetables, while some are skills that some participants
feel they will not require in their future work.

The "community development"

part of the syllabus includes

(1) Understanding the community and developing the skills to assess the
needs of homes and families as a basis for community work through
surveys, case studies, questionnaires, etc.
(2) Developing of proficiency in programme planning and implementation to
meet expressed needs and interest.
(3) Acquisition of skills in working with groups, such as creation of
awareness, communication, motivation, decision making, leadership
development and others.
(4) Provisions of opportunities to practise and improve skills,
approaches, techniques in presentation before groups.
(5) Understanding the role of women in national develo,p ment,
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(Slatter 1983:43).

While community development is regarded as an important part of the course,
only four to six hours per week out of a 25 hour week would be spent on it,
the remainder being spent on food preparation, nutrition, health, clothing and
textiles, handicrafts, accounting and appropriate technology (Slatter
1983:19). The crowded curriculum seems to indicate some ambivalence as to the
type of leadership the Centre is aiming to produce.

Is it that of a super

proficient craftswoman with expertise in a range of practical skills, or is it
a woman with organizing abilities and knowledge of how to work in the
community?

This is definitely a vague area, about which different people have

different views.

The solution usually suggested is to have another

"curriculum review".

However this inevitably fails to address the question of

the objectives of the Centre, which is fundamentally a policy question.

5.5. 1. 3 Staffing

The C.E.T.C., while a regional body, has a close relationship with the Fiji
Government. The land on which the Centre is located, at Samabula, in Suva,
belongs to the Fiji government.

The Director of the Centre is Ms Mee Kwain

Mar, a Fiji citizen, whose initial training was at the Emily McPherson School
of Domestic Economy in Melbourne. She has worked on the staff of the C.E.T.C.
continuously since graduating and in 1980-81 did a Masters degree in Adult
Education at the University of Reading in the U.K. The other staff are also
trained home economics teachers, on secondment from the Fiji Ministry of
Education or the Women's Interest Office. The Centre makes great use of
outside lecturers who come in for a short series of classes on health, child
care, handicrafts, appropriate technology etc.

The women attending the Centre

all carry out "field work in Fijian villages which is organized and supervised
by the Women's Interest Office and Soqosoqo Vakamarama.

5.5.1.4 C.E.T.C. 's Philosophical Orientation and Pedagogical Methods

.,
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In 1963 when the C.E.T.C. was founde d there was little talk of "development",
and what little there was referred to the growth of the modern sector of the
economy, and not to any of the concerns of women's clubs.

The term "community

development" was, as described in section 1. 1 .4. 1, somewhat discredited in
Fiji and not used.

The Women's Interest Officers, who formed part of the

colonial structure, operated on the assumption that the reason that native
women did not use new, improved methods of cooking etc.
information about them.

was that they lacked

Thus the "diffusion of innovations" strategy (see

section 2.2.1.2) was being followed to bring this knowledge to the rural
villages and the identification of women's club leaders as "change agents" was
part of that process.

A reading of some of the early evaluation studies (e.g.

Fredrickson 1972) shows that the purpose of the Centre was originally
conceived of in terms of amelioration of living conditions in the rural areas,
rather than contributing to socio-economic development.
task it has had a certain success.

In that particular

Indeed, it could even be argued that its

success at, and identification with, that particular task made it more
difficult for the Centre to adapt to a new and more difficult task which it
found itself called upon to attempt in the later 1970's and early 1980's,
namely the so-called 'integration of women in the development process'.

This

has meant that numerous new aspects have been added to the curriculum,
including appropriate technology, small business management, project
administration etc., but without removing any other topics to make more time
for them.

The result is that the Centre suffers fram many of the same

problems as rural women themselves: more and more tasks being required of them
in the same number of hours and no means of rationalizing or prioritizing
tho se tas ks •

The pedagogical methods used by C.E.T.C. were also developed at a time
when the schooling model, even for non-school instruction, was the only one.
Lectures, taking notes and observing demonstrations are still the main methods
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of teaching and learning, with the exception of the field-work in the
villages, which all agree is an extremely useful part of the course and from
which a great deal is learnt.

Demands from some governments have meant that

lesson- preparation for school teaching is included in the course in addition
to community work.

This has had the effect of pushing the pedagogical

practice of C.E.T.C. further in the direction of formal schooling, but without
its advantages in terms of textbooks and other reference materials.

This in

turn can have the effect of making the Women's Interest Officers trained at
C.E.T.C. see their role primarily in terms of teaching whereas, if done well,
it should be much more than that.

5.5.1.5 C.E.T.C. 's Influence in the Region

Claire Slatter has made the comment that
Teaching such skills as improved food gardening methods,
preparation and preservation of food produce, construction of
smokeless and charcoal stoves and water-sealed toilets to the more
than 500 people who have passed through the Community Education
Training Centre in the 19 years since its establishment, could by
now have had quite significant results in Pacific communities.
This, however, has obviously not happened. The vast majority of
women in rural areas in the Pacific are- still, for instance, cooking
over open fires (Slatter 1983: 8).

Even in Fiji, which has had the greatest concentration of C.E.T.C. graduates
working in its rural areas, the vast majority of women still cook over open
fires.

Suliana Sawatibau, during an extensive survey of energy use in Fiji,

found that in 92% of rural households, most cooking was done over an open
fire, (this included both Fijian and Indian households) despite the fact that
all the women interviewed had heard of other methods of cooking, complained
about the smoke and the time taken to collect wood, and desired a better
system (Sawatibau 1978: 113-115). Clearly if women are to be of any use in a
program to encourage use of smokeless and fuel-efficient stoves they need to
study more than simply how to make and use them.

For example Indian economist

Bina Agarwal has concluded fram extensive research on the use of wood stoves
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C.E.T.C. instructor demonstrating the construction
of a stove by filling a kerosene tin mould with
cement. This model has the advantage of being
cheap and easily made by women themselves, and is
thus more popular than the more complex varieties
of smokeless stove.

"
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in many countries that at least five factors are involved in their adoption by
a population.

1)
2)
3)
4)
5)

These include

Technical aspects - wood stove design and development;
economic aspects;
infrastructure aspects (extension and credit);
cultural aspects, especially attitudes to change;
social structure (Agarwal 1983: 22).

Each of these should be thoroughly discussed and analysed with the women
before assuming that any skill passed on to them (not only that of making
smokeless stoves) will actually be put to use.

The Community Education Training Centre then, of all the projects of
nonformal education looked at in this study, is probably the one least clear
in its mission, most susceptible to outside forces, including regional
governments and the weight of tradition.

As a result, it is one of those

programs whose "mission" is considerably subordinated to its form (see section
1.3.3), although, given the lack of clarity of its mission, this is not
immediately obvious.

The fact that there is always a market for its type of

training takes some of the pressure off the S.P.C. to make its objectives and
structure more precise.

Its presence as a regional institution raises the

question whether 'such training might not more effectively be given on a
national level.

This is never questioned at S.P.C. Conferences because

governments believe they are getting the training for free, or very cheaply
(the cost of a one-way air ticket to Fiji for each trainee), and the
establishment of national centres would involve them in considerable budgetary
expenditures.

5.5.2 The Womens' Resource Bureau

The other major regional avenue for the training of women for leadership roles
is the Womens' Resource Bureau, also part of the South Pacific Commission, but
of much more recent origin.

The Bureau had its origins in a recommendation
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made at the Tahiti Meeting of Pacific Women organized by the South Pacific
Commission in 1981. While not specifically a training body, one of the
1

earliest programs of the Resource Bureau was an E.S.C.A.P.

funded project on

'Strengthening the Planning and Implementation of National Women's Progammes
in the Pacific'. It was carried out by Ms Pari Soltan-Mohamrnadi, an Iranian
national, experienced in working with national and international women's
organizations.

The project took the form of a number of workshops in several

Pacific countries regarded as being most in need of such assistance, Kiribati,
Niue, Palau, Solomon Islands, Tuvalu, Vanuatu and Western Samoa. The training
courses were aimed at assisting women to become organized nationally and to
work out what types of national machinery would be most appropriate in order
to ensure that governments consulted women on matters relating to development
planning.

Five-day workshops at both local and national level covered topics

such as familiarization with local and national decision-making bodies,
recognition of basic needs, knowledge of problem-solving methods, identifying,
planning and implementing projects, seeking outside funding and identifying
local economic and other resources in order to reduce dependence on aid
(Soltan-Mohammadi 1984).

While some criticisms were voiced, during an evaluation of the work of
the Bureau, that the project had been imposed from the outside and caused the
work of the Bureau to be displaced away fram those priorities which Pacific
women had given it at the Tahiti meeting, there is no doubt that, as a
training program, the 'E.S.C.A.P. project achieved a great deal in terms of
learning, for those women who took part in it (Wilson-Smillie 1984: 11). A
regional program such as the Pacific Women's Resource Bureau will always be
subject to conflicting pressures from different directions.

In this case

different priorities seem almost always to be observed between the regional

1. Economic & Social Commission for Asia and the Pacific, a U.N. regional
body.
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government delegations (almost 100% male) and the women activists of the
region.

Another noticeable trend in the debate about women's training in the

Pacific region is that there is a tendency to believe that training is the
answer to a number of prOblems which clearly it is not, e.g.

that political

education will overcome women's lack of political power, that training in
business management will automatically produce successful businesswomen.
While women should certainly have access to these forms of training, it is
naive to suppose that training of itself will give rise to an increase in
women's political influence or to their success in business.
to so-called "leadership training".

The same applies

In reality leaders are not produced by

leadership training courses, although useful organizational skills can be
learnt at them.

The real prOblem appears to be that women with natural

leadership skills at the local or village level cannot exercise those skills
at the national level because frequently they lack formal education, and thus
legitimacy, in the eyes of the educated women and men.
could be designed to address this prOblem.

Nonformal education
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5.6 COURSES FOR RURAL WOMEN AND GIRLS

The Community Education Training Centre, while possibly not as effective as it
might have been in encouraging the widespread use of smokeless stoves,
water-sealed toilets and improved food-preparation methods, has succeeded in
influencing courses for rural women and girls run by government and
non-government agencies throughout the Pacific. In this section, some of these
in Fiji, New Caledonia and the US Trust Territory are discussed, together with
some .of the ideas about women's role in development which these centres
envisage.

5.6.1 Methodist Handcraft & Farming School, Delainavesi _ Fiji

This School, founded in 1967, was one of the first such centres established
for girls.

Its aim was to give girls who had failed their secondary school

entrance examination, skills which would -enable them to return to their
villages, in addition to some general education in English and book-keeping
skills.

Its origins are described in section 3.2.1. Ages of trainees ranged

from 12 to 28, during 1982. The course is residential and fees are $F85 per
term.

The Methodist Handcraft & Farming School was one of the first courses for
girls to include agriculture as part of the curriculum; all students do two
hours a week of home gardening and study chicken, goat and bee-keeping.
Particular attention is paid to handicrafts, from the collection of raw
materials to their design, production and marketing.

It is widely agreed that

the standard of handicraft production at Delainavesi is superior to that of
the C.E.T.C. students.

While not claiming to train women in club leadership

or "community education" the students are often invited by rural women's clubs
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to teach handicrafts.

The rest of the curriculum consists of sewing, cookery

and child care, subjects originally taught with the aim of preparing girls to
return to village life.

However, increasingly the sewing and cookery are

taught with a vocational emphasis, with mass production techniques in sewing
and hotel catering recently added to the curriculum.

Commercial catering for

outside organizations is commonly done and helps finance the school.

In 1977 the school became part of the Ministry of Education's Multicraft
system, and now eight teachers are seconded by the government, seven horne
economics teachers and one agriculture teacher.

In addition there are three

I

craft teachers, all former students of the School. It seems that, for
graduates of the Methodist Handcraft and Farming School, the role of
independent craftswoman is that which is envisaged for the most successful of
them.

Those who do return to rural village life will be better prepared in

agriculture but less well prepared in village level technology than would
graduates of other courses.

Large scale catering and commercial sewing are

valuable skills in village life, particularly for fund-raising for schools,
church buildings and similar tasks which often fall to women's clubs.

5.6.2 Tutu Married Couples Course, Taveuni - Fiji

The Marist Brothers' Adult Education Centre on the island of Taveuni is
described in sections 3.2.2. and 4.2.4. In 1972 a course for married couples
from Cakaudrove Province was instituted at Tutu. Lasting six months, each
course brings together some 10-12 couples who have been married about 5
years.

This age group is selected because it is believed they are still young

enough to be anxious to learn, idealistic and hopeful of a more satisfying
life than that of their elders, but committed to living in the rural area
despite the enticements of the towns (McVerry 1982: 93). Most of the
participants have completed primary school and some have one or two years of
secondary schooling.

The vast majority are in the 20-29 age group (Lewaravu &

---

---
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Hunfeld 1983: 20-21). The couples spend blocks of four weeks at the Centre
interspersed with three week visits horne, on the same "block release"
principle used in the Tutu Youth Course. The periods of time spent at horne are
regarded as particularly important for the couples to see any children they
may have left behind, (small children can be taken to Tutu where child care is
available) , and also to talk to relatives and neighbours about the course.
The content of the course for men is based on that taught in the Tutu youth
course (see section 4.2.4). The women's course is 'adapted from the South
Pacific Commission's Horne Economics course and includes child care, and
nutrition, cooking, hygiene, making clothes, house decoration, simple
construction, crop cultivation and consumer education'

(Finau et ale

1977: 7).

Men have occasionally done parts of the women's course if they felt they
already knew sufficient of what was being covered in the men's course at that
time.

Courses are given in Fijian and some instuctors are able to teach in

t h e local dialect (Lewaravu & Hunfeld 1983: 12).

A major difference between Tutu and the C.E.T.C. is that Tutu h as a
highly specific set of beliefs about development and the role of its students,
and a methodology for getting them to think about how they will apply their
knowledge.

It also has the advantage of working with a relatively homogeneous

group of people from one province of one country.

Although it is hoped that

Tutu will train leaders, the men and women who go there are not taught how to
run clubs, chair meetings, keep minutes etc.) as the women are taught at
C.E.T.C. Instead discussion sessions are held every evening which are aimed at
heightening awareness of changes going on in the province, the government's
plans, and other social issues.

This is the so-called "vision education" also

used in the Tutu Youth Course (see section 4.2.4). The couples are challenged
to think about and to discuss what they hope for in the categories of 'life
with our family, life with our village, life with our work, life with material
needs and money and life with God'

(Finau et ale

1977: 8).

---

.
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Near the end of the course the couples are asked to draw up a plan of how
they would like to see themselves and their children in five years, in some
detail, e.g.

what outboard motor, sewing machine or cattle they would like to

have, what sort of house they would like to be living in.

Then they work out

priorities for achievement of these goals, and finally a production plan
outlining how they hope to gain the necessary money and skills.
of this exercise

lS

A major aim

to make the couple aware of the economic potential of

their land and how they can gain maximum benefit from it.
open to those who have access to land.

The course is only

The couples, as all students at Tutu,

are also encouraged to look at their plan in the context of the Fiji
government's current development plan and to discuss it with local
agricultural extension officers, women's interest assistants, and other
government officials (McVerry 1976: 103-104).

Many observers have claimed that the Married Couples' Course is one of
the strongest and most effective courses at Tutu (Finau et ale
that the women's section of it is particularly strong.

1977: 7) and

Women arriving at Tutu

have been reported to be quiet and submissive, with a low self-esteem and not
questioning the authority of the instructors.

When the coup l e s return home

for each three week break, staff from Tutu visit them at home, This is seen as
an important part of the course because
when the staff visits the family in its own environment, it is
the staff which is on foreign territory.
It is the staff which
feels unsure of itself and seeks to be careful in the particular
cultural setting. This is an opportunity for the staff to be
dependent and needy in relation to the students.
It gives the
students the chance to speak with more authority and confidence
about the particular problems and difficulties facing them in their
concrete situations~ ••.
It is prestigious for the students to have
the Tutu staff come to visit them personally and in some cases helps
put the students in a strong leadership position in the village
(McVerry 1976: 97).

Women who have attended courses at Tutu have sometimes banded together after
their return home to teach skills they learnt at Tutu to women's clubs in
their home villages.

Some of them have assumed leadership roles In clubs
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despite the fact that most of them have been relatively young.

However the

more common "success story" from Tutu is the so-called "model couple" who are
able to farm sucessfully, perhaps run a small store or mechanics workshop,
keep poultry, make clothes or sell cakes for profit, and grow all their own
In other words it seems to be economic success rather than leadership

food.

skills which is the expected outcome, although this appears to be changing
somewhat.

Most do not adhere to their "five-year plans" yet most agree that

it was a useful exercise and taught them a good deal about planning and
money.

5.6.3 Loreto Centre for Domestic Arts, Ovalau - Fiji

This Centre was set up in 1974 by the Loreto Sisters, a teaching order which
runs two schools on the island of Ovalau. It takes around 15 girls a year who
have failed their Fiji Junior, for a two year course.
15 to 20, all are Fijian, not necessarily catholic.

Their ages range from
The course aims to teach

rural self-reliance for village life and most return to their villages
afterwards.

Some have gone on to the third year of the course at the

Methodist Handcraft and Farming School (which has a much stronger craft
section).

The teaching is done by five Loreto sisters, all Fijian, plus some

part time help from Women's Interest assistants and other local people.

Two

of the sisters are graduates of the S.P.C. Community Education Training
Centre. Great emphasis is placed on Fijian culture; half an hour is devoted
each week to religious instruction and one hour to Fijian custom.

Crafts

taught include making of Tapa, basket-making and mat weaving, and, according
to the staff, young students often teach these skills to their mothers and
older relatives who have lost them.

The basic curriculum consists of food preparation and nutrition, sewing
and textiles, home management, first aid and home nursing, child care and
budgeting.

Each afternoon the girls work in the gardens and look after pigs
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and chickens, on Saturday

afternoons they go fishing.

Although no formal

training is given in "community education", the second year students go on a
one week field work trip to assist women's clubs where they teach sewing and
cooking, and encourage women in the breast-feeding of babies.

The course does

not appear to be particularly change-oriented, concentrating mainly on
preparing young girls for traditional roles in the subsistence economy, and
not even necessarily on the increase of productivity within that sector.

A

suggestion to include a typing course in the curriculum was rejected on the
grounds that the girls would become much less respectful of their parents if
they were trained for jobs in the city, than if they were trained in domestic
arts.

5.6.4 Multicraft Home Economics Course - Fiji

The courses hitherto looked at are all small, single-location centres,
initiated by private bodies (in this case Christian denominations or religious
orders) to meet perceived local needs.

In some respects they could all be

called experimental or pilot projects in that they were never expected to
solve problems on a national level.

The government of Fiji, as mentioned in

Chapters 3 and 4, has been concerned about the problems of early school
leavers in general and of young girls as part of that problem.

In the early

1970's the Multicraft Centres were proposed as part of a solution (see section
3.2.16). While the early objectives of the Multicraft Centres proposed that
the training should be 'available ••• on a basis of equality to women as well as
men'

(Bamford et ale

1982: 1). There are three courses available to males,

agriculture, building and light engineering, while only one, home economics,
is open to females.

The original intention of the Multicraft Centres, for

boys as well as girls, was to provide training which would give skills for
life in the village and in subsistence agriculture.

The curriculum of the home economics course includes food preparation and
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service, sewing, handicraft, general horne management, childcare and personal
grooming, community living (culture and tradition) and horne gardening.
Students often undertake income-generating projects as a group such as
catering, or sale of handicrafts, and the profits are divided between all who
contribute their labour, after the purchase of materials etc.

At the time of

the evaluation of the Multicraft program for the Ministry of Education there
were 29 Multicraft Centres throughout Fiji, nine of which taught the horne
economics course, seven of these in rural areas.

A survey of 1981 graduates

from nine centres (an admittedly small sample) , showed that more girls had
gone into wage employment or self-employment (in the clothing trade) than were
working in their villages.

A number of the graduates from the two year course

had gone on to do a third year at the Methodist Handcraft & Farming School,
and a number of its graduates had themselves become teachers in Multicraft
Centres (Bamford et ale

1982: 32). Although the horne economics course in the

Multicraft Centres is intended to be very distinct from the horne economics
course in the High Schools, and directed more towards village life, all the
teachers in it in 1981 were trained as horne economics teachers for the formal
system at Nasinu Teachers College or the University of the South Pacific's
Department of Horne Economics in the School of Education. None were trained at
the C.E.T.C. (Bamford et ale

1982: 2 1 ) •

In 1980 a report to the Ministry of Education recommended a complete
change of program content for the Horne Economics Multicraft course, moving it
in the direction of the Women's Interest Office, 'where the teacher is
attached to the school and travels to villages conducting short courses'.

The

Multicraft evaluation team thought this was not feasible but recommended some
way of ensuring that more work be done in the villages rather than in the
school.

Suggestions included one day a week on project work in the village,

or three weeks at school and one week in the village, or three days a week at
school and two days in the village.

They also recommended that the Horne

Economics course be renamed 'Horne Crafts and Industries' , that it be
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reoriented after a study of business and employment opportunities for women in
each locality and also include mathematics, business studies, and English as
these were likely to be needed if graduates went into self-employment.

They

also made the recommendation that all Multicraft courses, including
agriculture, building and light engineering, be open to girls as well as
boys.

In particular girls (and boys) should be able to do a combination of

agriculture and home economics (Bamford et al.

1982: 49-50,54-55). This was

implemented and since 1984 most girls at the Multicraft Centres have been
studying agriculture in addition to home economics.

The Multicraft Centres also raise some questions about the relationship
of schools to local communities.

One would imagine that a Multicraft Centre

teaching a course in home economics would be a useful resource in any rural
community.

Nevertheless there are usually obstacles, associated with the

public service nature of the teaching service and the low rates at which they
are paid to work overtime, which operate to discourage use of school
facilities or teaching staff out of school hours in Fiji.

5.6.5 Section Feminine, Maisons Familiales Rurales - New Caledonia

In 1979 the Comite Territoriale des Maisons Familiales Rurales decided to
commence training for girls in addition to boys after receiving many requests
for this training from local associations (see 3.3.9). During 1980 an advisor
from the Union Nationale des Maisons Familiales Rurales in France toured New
Caledonia holding meetings with local M.F.R. associations to discuss the
content of courses and to identify local women to train as monitrices for the
centres.

During 1981 five local women began this training and in March 1982

the first two . Maisons Familiales Rurales for girls .opened in Lifou and
Poindimie with 13 students each.

The system of alternance is used, where the

trainees spend one week in three in the residential centre and the two
following weeks at home working on problems posed during the week of course
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work.

The leadership training in the M.F.R.s also uses the principle of

alternance with trainee monitrices alternating training at the Centre de
Formation Antoinette de Basseti~re in Noumea, with work ln their own M.F.R.
and visits to their students at horne.
elements to that for boys.

The course for girls has many similar

One major difference, however is that girls are

recruited for the first year of the three year course at the age of 14, two
years younger than their male counterparts.

Animal and plant biology,

chemistry, physics, French and mathematics are all taught, as much as
possible, in connection with the applications for which they are used, e.g.
mathematics with sewing, chemistry with cooking, plant biology with
agriculture, human biology with health.

There is, as with the boys' course, a

considerable emphasis on Melanesian culture, taught by elders from the tribu.
The two first two female conseilleres techniques from the M.F.R. in France,
Marie-Claude Ranc and Veronique Trirnouille, found it difficult to recruit
women as monitrices as most were lacking in technical knowledge and all those
they recruited needed extra training.

There was some discussion initially as

to whether the alternance system was appropriate for girls, the final
agreement being that it was.

Marie-Claude Ranc, who was herself trained by

the M.F.R. in France through the alternance method at all levels, believes
that it is of even greater benefit ln New Caledonia than in France, given that
the young Kanaks are, as she put it, 'in reality, living in two worlds'.

5.6.6 Community Action Agency - Marshall Islands

In the Marshall Islands, as in most of the Trust Territory, women's programs
are the responsibility of the Community Action Agencies, which also run youth
programs, "Project Head Start" and others (section 3.4.3). The C.A.A.s,
al though of f icially "voluntary organizat ions" are federally funded, wh ich
means their money comes direct from Washington (from the Department of Health,
Education and Welfare) and not from the local budget.

The Women's Interest

Office of the Marshall Islands C.A.A. runs a Nutrition Education Program with
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4 staff, all trained at the C.E.T.C. in Fiji; they spend nine month periods on

different atolls at the invitation of the women's organizations there.
very far-flung, sparsely populated

territor~

As a

the Marshall Islands has great

difficulty with communications.

The Women's Interest Office in Majuro runs a

weekly half hour radio program.

The current progam has been in existence

since 1978; prior to that it also included sewing, which was taken over by the
Department of Adult Basic Education and health education, which was taken over
by the Department of Health. There is great enthusiasm in the outer islands
for the program of the Women's Interest Office, however its main problems seem
to spring from the bureaucratic requirements of the federal funding which
impose strict requirements on the content of the courses, (based on a US
mainland distinction between "basic education" and "vocational education"
which are funded under different titles).

The Marshalls is probably the part of the Trust Territory where women's
activities are best organized.

The Marshalls has been able to take maximum

advantage of the Pacific Women's Resource Bureau's training project, and has
established its own Women's Leadership Training Program to train leaders from
all atolls in four areas, leadership skills, business skills, health education
and horne skills'.

A Marshall Islands Women's Credit Union was established in

1983, and there are plans for a national womens' organization and a national
food production project.

Health education is a top priority; the high rate of

teenage pregnancies, venereal disease and infant mortality is of great concern
to the Department of Social Services and women's training programs are seen as
the way to combat these problems.

5.6.7 Ponape Domestic Training Center

Another Centre in the Trust Territory which makes use of training at the
C.E.T.C. is the Domestic Training Center in Ponape run by two Catholic Sisters

associated with the Catholic Mission in Colonia, Ponape, a centre of
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considerable non formal education activity including educational broadcasting
and the Youth Mobile Teams (see section 4.4.7). The Centre was modelled on the
girls' school at PATS which closed in 1977 (see section 4.2.9). It is aimed at
girls who fail to qualify to enter high school, most of whom are about 14 or
15 and who stay until the age of 17 or 18. Fees of $20 per year are charged
during the three year course.

The course includes studies in basic

mathematics, conversational English, Christian morals, pandanus weaving, home
gardening, nutrition, cooking local foods, basic sewing, making clothes,
embroidery, etc.

The sewing is regarded as particularly important and

occupies most of the final year.

Clothes are exhibited and sold as a way of

raising funds for the Center. Those who complete the course are awarded a
certificate although many drop out in order to get married.

This Center,

unlike similar projects in Fiji, pays more attention to English language and
Christian teachings than to traditional Ponapean culture.

Although based on

traditional skills of domestic labour it is clearly oriented towards the
market and to income generating skills for its graduates.

5.6.8 Discussion of these Centres

Some observations can be made about these courses for rural women and girls in
the Pacific. First, it appears that all have a certain similarity in terms of
content of curriculum, heavily influenced, as many of the instructors admit,
by the C.E.T.C.'s Home Economics course.

But within the similarities of

curriculum there are many differences in the philosophical approach taken by
the centres towards change and development and towards the role of their
graduates in that change.

There .is considerable similarity between Loreto Centre for Domestic Arts
in Ovalau (Fiji) and Ponape Domestic Training Center in Micronesia. Both
stress traditional roles of women, and by their dismissal of students if they
get married, implicitly indicate that one of the purposes of the Centres is to
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keep young female school-leavers occupied until marriage, i.e.
role.

the custodial

Aside fram this it is really only the Loreto Centre on Ovalau and the

Community Action Agency in the Marshalls, of the centres discussed here, which
train women for the C.E.T.C. 's original purpose, that of "Better Home and
Family Living" (see sect ion 3. 1 • 1. 1 ). Every other centre assumes its graduates
will be involved in some form of income-generating activity or other
participation in the capitalist economy.

The main reason the C.A.A. in the

Marshalls cannot assume it is that most of its participants live on far-flung
atolls.

The Methodist Handcraft & Farming School in Fiji is the most

vocationally oriented of all these centres.

It sees the role of independent

craftswoman as the most desirable outcome for its students, and many have
succeeded at this.

Other skills taught at the centre such as cooking are also

taught in such a way that they can be oriented towards vocational uses such as
catering.

The Multicraft Centres, of which the Delainavesi School is now a

part, seem also to stress the income-earning possibilities of what were
initially domestic tasks, but usually with a view to women using them as a
supplementary form of income, not for full-time employment.

However there is

great variation depending on the location of the Centre. It is only really
Tutu and the Maisons Familiales Rurales, Sections Feminines which stress the
role of their graduates in leadership and social transformation, Tutu in a
much more systematic way, and as part of a married couple.

It is likely that

when the M.F.R.'s Section Feminine has been going for longer it too will
develop a more clearly articulated strategy for the role of women in
development in rural New Caledonia. This will probably involve a larger role
for women in public health than is the case in English-speaking countries in
addition to more recognition for and a higher skill component for women's
already considerable role in agriculture.

Another notable trend in the Pacific women's non formal education courses
is that projects which started out as concentrating on women's role in
domestic labour are now moving into the field of "income-generating"
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projects.

This is particularly noticeable, over the period of time of this

study, in the case of the Multicraft Centres in Fiji. It is understandable
that women wish to raise income in order to pay school fees, buy clothes and
supplement the diet with imported food, and much more status attaches to
earning money than to performing domestic tasks or even growing food crops.
However care must be taken to analyse which other tasks are being neglected in
order to devote time to income-generation if the family's nutrition and
women's existing status are not to be jeopardized.

In the Trust Territory,

where incomes are much higher than in Fiji, family food crop growing has given
way to massive spending on imported food, much of it nutritionally inferior to
local food.

Nutrition education programs, while strongly promoted in

Micronesia as in Fiji, often cannot compete with commercial advertising to
overcome the high status attached to imported food (Rody 1978; Parkinson
1985).

5.6.9 The Training Not Given to Women

While this chapter has concerned itself with training courses for women in the
Pacific, an equally important issue, in the eyes of many, is: why is it that
certain other forms of training are not given to women?

Training in

agriculture, fishing and raising livestock, even though these are often
women's work, has been provided predominantly to men.

One outcome of this is

that men have learnt to use advanced tools and techniques in these fields
while women have often continued to do things by traditional methods.
have thus become more eligible for government loans etc.

Men

to grow cash crops.

As men's agriculture becomes more oriented towards the market, increasing
reliance is placed on the subsistence gardens, often the work of women, to
provide food for the whole family.

As Epeli Hau'afa and Gerard Ward have

described it.
Men have taken on the more prestigious role of producers of
non-traditional cash crops for export, while women remain engaged in
production and marketing of local, and often lower valued, food
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crops. Not only have women in rural Melanesia received less benefit
from the new technology than men, but the increase in commercial
agriculture has often increased the burden of their subsistence
role. Cash crop gardens, and cattle enclosures, the arenas of male
farming, tend to be located on prime lands near the settlements.
Food gardens tend to be pushed further from the settlements, thus
increasing the time and energy inputs required for transport which,
in Melanesia, fallon women (1979: 53).

The provision of more nonformal education opportunities for women in
productive fields including agriculture and fisheries promises to be one of
the most important issues ln the debate on women and nonformal education in
the Pacific in coming years.

Using data from African countries where women

also have traditional responsibilities for farming, Eileen Byrne has argued
that agricultural productivity is increased as a result of providing more
agricultural training for women (Byrne 1984: 55). Nonformal education clearly
fits in better with women's other roles and educational needs than does formal
education in agriculture.

5.7 WOMEN'S ROLE IN DEVELOPMENT

Viewed from the perspective of the preferred paradigm of development (see
section 2.3), women's nonformal education in the Pacific, particularly in the
English-speaking territories, has been aimed at lowering costs of production
and reproduction and keeping the tasks such as food production, clothes
making, child-rearing etc., in pre-capitalist modes of production to the
greatest extent possible.

This has had less success in the US territories due

to the greater prevalence of cash in those economies.

As discussed in section 2.2.3.2, writers such as Carmen Diana Deere
(1976) andVeronika Bennholdt-Thompson (1981) have argued that women's
contribution towards the maintenance and reproduction of labour power permits
the non-capitalist mode of production to absorb the costs of production and
reproduction of that labour power, thus enabling male workers to sell their
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labour at less than the cost of its reproduction.

Thus women's work in the

subsistence economy provides a hidden subsidy to employers which enables
higher levels of profits to be realized.

The segregation of male and female

labour in separate modes of prad~~tion also helps perpetuate this
disadvantageous economic status of the family unit as a whole.

While aspects

of this relationship have been recognised in the Pacific by Ruth Lechte (1978:
158) and Ward & Hau'ofa (1980: 53), evaluations of women's projects in the
three countries of our study have not tried to measure the extent of this
subsidy, nor even the number of hours per day which women work to contribute
to this "conservation" of the pre-capitalist modes of production (see section
2.2.3.1). It is, of course, a much bigger issue for nonformal educators in
Fiji where pre-capitalist modes of production are much more conserved than in
the other two countries, and under the special conditions of the Fijian
Administration. It

1S

an issue which prQ~oters of nonformal education for

women must address if they are to make a long-term contribution to
improvements both in women's working conditions and in nonformal education.
The use of the term "family livelihood strategies" (Preston 1984) in
preference to terms such as "occupation" or "employment" draws attention to
the varying combinations of subsistence goods and wages produced by all family
members which contribute to the survival strategies of a family unit on the
borde rline of capitalist and non-capitalist product ion.

The Harried Couples'

Course at Tutu is the one project of nonformal education in the Pacific which
is closest to facilitating the addressing of this issue.

Eleonora Cebotarev, who has made a detailed study of women's nonformal
education projects in Latin America, argues that the planning for all rural
women's courses should be preceded by careful participatory research to
identify their current roles and responsibilities in the family.

Nonformal

education for change should then be directed at teaching skills which will
shorten the time and lessen the energy required to perform those tasks, and
the time saved should be applied to the development of new roles.

Home
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economics courses should specifically address the time and energy requirements
of all tasks and examine the economic implications of substituting
income-generation for traditional tasks.

The other element she emphasises is

opportunity for personal learning and growth through discussion groups and
information about other possible economic and community roles for the
participants (Cebatorev 1980). This is in contrast to many of the women's
non formal education projects in the Pacific which see their main task as
socialization of women into pre-determined roles rather than assisting them to
find new ones.

Vivian Lowery Derryck, in a study on women and nonformal education mainly
based on African data, concludes that all nonformal education for women should
include a literacy component as it 'provides a socio-economic boost for the
household in terms of income, exercises a multiplier effect on school age
children, and works to maximize options for further training' (Derryck 1979:
103). Literacy is, for historical reasons, not a major form of nonformal
education in the South Pacific (except in the Trust Territory where it is
really English as a second language).
women, in Fiji for example.

This has operated to the detriment of

There it is generally believed that there is no

need for adult literacy classes as the rate of literacy is high.

While it is

true that protestant missionary activity led to a high rate of literacy in the
vernacular (see section 2.3.7), and most can read the Bible or a Fijian
newspaper, the overall use of written language could well do with improvement
and those with better language and literacy skills have a wider range of
options open to them.

This topic is pursued further in section 7.1.6.
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Chapter 6

THE ROLE OF NON FORMAL EDUCATION IN THREE PACIFIC COUNTRIES

This chapter looks at the particular factors in the case of each country which
have affected, adversely or otherwise, the development of nonformal education
and its concerted application to the problem of strategies of development.
While it might appear that unlike categories are being compared, namely the
racial question in Fiji, the elitism of the formal education system in New
Caledonia and the massive flight of students to the US mainland for formal
education in the case of Micronesia, each of these has been selected as being
the major problem which both determines the manner in which nonformal
education has emerged and also is a question which needs to be addressed more
by nonformal education.

However this is by no means the complete comparative

picture of nonformal education's history and mission in these three
countries.

Aspects such as the role of the churches, the relationship between

government and nongovernment programs, the sources of ideas for nonformal
educators, and the level and manner of articulation of pre-capitalist and
capitalist modes of production are all factors in which differences among the
three countries can be identified, with differing consequences for the
emergence of nonformal education.

6.1 FIJI

As mentioned in section 2.3.14, conditions should be particularly favourable
in Fiji for the widespread use of nonformal education as an element in
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strategies for development.

However Chapters 3, 4 and 5 show that this has

not necessarily been the case.

While nonformal education has been championed

vigorously by certain individuals, both inside the government and in
non-governmental organizations, its principles are not widely understood, even
among some providers of nonformal education.

Some of the reasons for this as

they apply to youth and to women's projects are canvassed in Chapters 4 and 5.
In addition there are society-wide factors in Fiji which impinge on this
problem.

These include the racial composition of the country and its cultural

segregation, the external domination of the formal education system, the
religious climate, the perennial problem of co-ordination among Fiji's
governmental and non-governmental providers of nonformal education, and the
nature of the state in Fiji. On the other hand there are positive factors,
such as Fiji's dominant position in the region resulting in its playing host
to a number of regional institutions including the University of the South
Pacific, Pacific Conference of Churches and Pacific Theological College,
leading it to be a centre of ideas in the South Pacific, and its relatively
strong economic position, vis-a-vis many of the other small island groups.

6.1.1 External Domination of the Formal Education System

As mentioned in section 2.3.13 the students of Fiji are among the most heavily
examined in the South Pacific. According to Tony Hopkin, former Professor of
Education at the University of the South Pacific, this has not only inhibited
educational change but has been a factor in promoting rote teaching methods
and '" academic" studies of the worst kind'.

The examinat ion system, while

introduced with the intention of raising standards has, Hopkin concludes, led
to a greater inappropriateness of secondary education for more students
(Hopkin 1978: 115-6). This rote learning problem has also spilled over into
nonformal education.

Too often education is seen as a product, and

certificates as a commodity, rather than a process where skills are acquired.
This can be quite dangerous in the case of some practical nonformal education
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courses such as the repair of outboard motors or electrical goods, where
teaching is often by rote rather than by an understanding of the principles of
electricity and mechanics.

Another major problem with the external domination of the formal system
is that the failure rate in externally set examinations is higher than that in
examinations set by the Fiji education authorities.

This has the detrimental

psychological effect of making large numbers of students feel that they are a
failure at an early age, while the high rate of such failures indicates that
the problem is more systemic than individual.

It is these "failures" of the

secondary examination system who, for reasons discussed in Chapter 4, are
largely the target group of nonformal education as it is officially understood
in Fiji. This gives many nonformal instructors the idea that they are working
with a second-rate group of young people which often pre-disposes a project to
failure before it has begun.

But the problem, for nonformal education, goes

further than that, because education is generally equated with schooling,
which is equated with passing examinations, rote learning and the
credentialist mentality also pervades nonf·o rmal education and organizers find
it difficult to design courses which encourage initiative and where learning
is valued for its own sake.

Also because there is a tendency to judge even

non formal education courses fram the point of view of paper qualifications,
rather than the useful skills, insights or experiences they might offer, there
is a tendency to evaluate performance in nonformal education by methods which
appear similar to formal examinations.

6.1.2 The "Fijian Education Problem"

As seen in . section 2.3.10 problems of inequality between Fijian and Indian
children in the formal schooling system, characterised as "the Fijian
Education Problem", have been a major pre-occupation of those attempting to
improve the quality of schooling.

Nonformal education, to some extent, also
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suffers from this pre-occupation, although in a different way.

It means that

less attention has been paid to strategies for reducing inequalities within
the Fijian and Indian communities and less attention is paid to nonformal
education within the Indian community.

Failure to analyse the nature of the

respective ethnic groups from the point of view of their class and location
within a mode of production has meant that a simple model of the Fijians
"lagging behind" the Indians educationally is one which prevails even in the
most academically rigorous of studies (e.g. Baba 1979 and 1982, Stewart 1983).
This has the effect of encouraging strategies for education and development of
the Fijian community which will allegedly make them more like the Indian
community.

For example BOMAS was set up in 1975 to advise Fijians on entering

business (see section 3.2.7). According to the I.D.S. Employment and
Development Mission (Bienefeld 1984), it is very Suva-oriented and tends to
encourage Fijians to initiate ambitious business ventures in sectors where the
competition from established Indian businessmen is already considerable,
rather than concentrating on rural industry and building on existing Fijian
areas of expertise and comparative advantage (Bienefeld 1984: 344).

While this is not the place for extended discussion of research on the
"Fijian Education Problem" it would appear that this research could benefit
fram some of the insights of the development paradigm employed in this study.
In sections 2.2.3.3 and 2.3.10 reference is made to the hypothesis of Frank
Youngman (1985) who posits a connection between levels of literacy and the
mode of production, with higher levels of literacy and education being
associated with the replacement of pre-capitalist modes of production by
capitalist or socialist modes.

If that hypothesis is valid - and a comparison

of the history of literacy between Fijians and Indians relative to their
location within different modes of production would appear to be an
illustration of it - then improvement of Fijians levels of literacy and
education will require the greater penetration of capitalist relations of
production in the viii

ages

(

l '
.
or a ternatlvely a socialist revolution - not
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likely in Fiji). More modestly, the sorts of proposals which could arise out
of this paradigm are those which seek to overcome the institutionalised
separation of the two races in educational and other institutions.

This would

inevitably involve, in the case of nonformal education, those institutions of
the Fijian Administration such as the Women's Interest Officers, BOMAS and the
Association of Rural Youth Councils extending their work beyond the Fijian
community.

6.1.3 Problems with the Concept of Nonformal Education

Conceptual difficulties with the term "nonformal education" are discussed in
section 1.3.2. Many of these difficulties, particularly those arising out of
its being a negative descriptor, hence having no essence, have been keenly
felt in Fiji. One is forced to conclude that the term "nonformal education"
has been both oversold and sold short in Fiji. The word itself has been
promoted excessively without, at the same time, sufficient promotion of a
vision of the almost infinite possibilities for activities which could be
encompassed by the concept.

Nonformal educat i on is frequently confused with

informal education, or it is identified only with one particular target group,
rural unemployed early school-Ieavers.

Worse still, it is often identified

with a particular pedagogical style requiring little or no training in the
instructor and little or no organization or planning.

Of Coombs & Ahmed's

four types of nonformal education, preparatory, complementary, substitute and
extension, (see section 1.3.1) it is mainly the type of nonformal education
which substitutes for formal schooling which has received attention in Fiji.
While there is some awareness of non formal pre-school education, little
attention is paid to on-the-job training, trade union training, community
theatre, extra-curricular activities for university students or professional
continuing education as legitimate types of nonformal education.

This has led

the concept of nonformal education to lose its power as a tool for further
understanding the role of education in development, and for implementing

287

programs which make the best use of experience gained elsewhere.

Perhaps the

greatest obstacle now in Fiji to the deeper understanding of the possibilities
of nonformal education is the establishment of a section in the Ministry of
Education called the Nonformal Education Section. This section includes the
former Ministry of Youth and Sport, the Multicraft Section and the Adult
Education Advisor (see section 3.2.19). Its formation means that nonformal
education in Fiji is effectively defined for many as the activities of this
section of this Ministry, de facto excluding activities of other ministries:
Health, Agriculture & Fisheries and even Fijian Affairs and Rural Development.

6. 1 .4 Fij ian Concept ions of the term "Development"

The way in which "development" is conceived in the Pacific is closely tied to
the language used to describe it.

The Fijian word for "development" is

veivakatorocaketaki, literally translated this means 'together making to move
upwards' or 'mutually moving upwards'.

According to anthropologist Christina

Toren the ideas of mutuality and moving upwards are fundamental to the
symbolic construction of na i vakarau nu bula vaka Viti, the "Fijian way of
life" which in certain contexts is explicitly contrasted with na i vakarau ni
bula vakailava se vakavavalagi, "the organisation of life in the manner of
money or in the European way" (Toren 1984: 39). This, Toren argues, often
results in a situation of considerable ambivalence as to what is meant by
"development" and one's attitude towards it, particularly as development in
the "European way" has connotat ions of up setting the status quo wh ich is the
"Fijian way of life".
Fijian writers.

This problem has been recognized for some time by a few

In the words of Fijian sociologist Rusiate Nayacakalou

Fijians think they can resist change and yet embrace it, retain
their culture and yet change their way of life, or again, simply
take the middle of the road and either confidently or with
resignation avoid the painful choice between change and
preservation •••• The belief that they can do both simultaneously is
a monstrous nonsense with which they have been saddled for so many
years now that its eradication may be very difficult to achieve
(Nayacakalou 1975: 135).
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Since this was written the contradictions between Fijian tradition and the
messages which young people (and others) receive through the formal education
system, the radio and other avenues have become deeper.

Several researchers

including sociologists Mike Davis (1982), Chris Griffin (1983), Ropate Qalo
(1984) and Lasarusa Vusoniwailala (1985) have commented on the stultifying
effect this has on the ability of Fijians to plan for their future.

While pre-capitalist modes of production have been transformed massively,
even in the rural areas, by capitalist penetration, their cultural and
ideological underpinnings remain surprisingly unchanged.

Vusoniwailala (1985)

has pointed to the traditions of customary exchange which, while they
initially served valuable purposes in the pre-capitalist Fijian society, now
impose increasing burdens, particularly on urban Fijians in terms of time and
money, thus limiting options for investment of these scarce commodities in
economically productive ways.

Qalo sees the promotion of lithe Fijian way of

life" as an ideological construct as a politically motivated strategy of the
current leadership of the country designed to block change (Qalo 1984: 51).

The way Fijians think about the past has a very strong impact on how they
think about the future.

Due to the particular form in which pre-capitalist

modes of production have been conserved in Fiji as a result of the land laws
and the Fijian administration (see section 2.3.6) this question looms larger
in Fiji than it does in New Caledonia or the Micronesian islands.

Chris

Griffin has identified the problem in terms of two alternative ways of looking
at culture and tradition, a first view which sees the essence of culture in
the village or ethnic Fijian community, and a second view which locates it in
the market-place where communities meet, and where cultures interact, compete
and co-operate.

He also identifies these with the terms used by Margaret Mead

to distinguish approaches to cultural change, post-figurative cultures, where
the future relies heavily on the past and authority is derived from the older
generation, and pre-figurative cultures where change develops fram exchanges
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between the generations and looks to the future (Mead 1978: 13). Griffin sees
a key role for education (including, one would imagine, nonformal education)
as encouraging discussion about cultural change in the Fijian community and
its relations with the Indo-Fijian community (Griffin 1985: 18). Fijian
sociologist Simione Durutalo goes further by criticizing Pacific educational
institutions for producing an unquestioning and servile group of Pacific
academics, who romanticised their past, glorified passivity as tradition, and
thus obscured the nature of contemporary Islands reality, in particular that
of the relationship between different social classes (Durutalo 1983). The
debate on Fijian culture and social change is therefore clearly already
beginning in academic circles.

Can it however spread beyond these?

Of the

projects visited during the course of this study, only the Social Analysis
Group in Suva (see section 6.4.9) and, to a lesser extent, the Tutu Training
Centre seemed to be aware of the need to address this question.

Many youth

and women's projects, in particular those associated with the Fijian
administration, would find it difficult to initiate a program which questioned
the role of Fijian tradition even to the mild extent suggested in Chris
Griffin's recommendations.

6.1.5 The Role of the Churches in Promoting and Preventing Change

Almost no generalizations can be made about the role of Christian churches in
social change, yet their importance in Fiji is undisputed.

The Fiji census of

1976 found that 51% of the population described themselves as Christians of
which 37% were Methodists, 9% Catholic and 4% other denominations.

Of the

Christians 4% were Indian. Hindus comprised 40% of the population and Moslems
8% (Parliament of Fiji 1979: 1-3). While some church groups are active in
various projects of social change, structural analysis and radical social
action, others, which might even be part of the same denomination, playa
conservative role, stressing respect for authority, adherence to traditional
ways of doing things, and avoidance of questioning

governm~nt

policies.

As
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described in Chapters 3, 4 and 5, a good many projects of nonformal education
have had their origins in recommendations or programs of religious bodies, in
particular the Methodist Church of Fiji and religious orders of the Catholic
Church.

According to Asesela Ravuvu, the Protestant ethic, with its emphasis on
individual hard work and responsibility for one's own welfare, was lost when
Protestant Christianity came to the Pacific. His assessment of the church in
his own village was that while it was a major unifying force in the community,
helping to maintain harmonious relationship, 'there was little effort ••• to
encourage, support and organise innovative and productive activities unless
they were meant for the church itself'.

The church made heavy demands on

people's effort and time, requiring them to participate in extensive
fund-raising activities for the church buildings and upkeep of the minister,
while discouraging individual

i~itiative

and participation in the market

economy (Ravuvu 1981: 199-200).

In rural areas of Fiji religious belief tends to exhibit what Paulo
1

Freire calls "magical consciousness",

while many of the organisers of

nonformal educat'ion within the church would come into his category of "naive
consciousness".

Only in central offices of churches in Suva, in established

mission stations, in theological colleges or in the Pacific Conference of
Churches is one likely to find church leaders with a perspective of "critical
consciousness" (see section 1.2.2). This is in contrast to the Protestant
Church in New Caledonia (see section 6.2.4), and sections of the Catholic
Church in Micronesia (see section 3.4.7), both of which have taken a strongly
critical position, ' often in opposition to their government administrations on
social and educational issues and adopt more change-oriented perspectives on

1. This includes fatalism, apathy and a failure to distinguish between nature

and culture, between what can be changed and what c"annot (Freire 1973: 42-44).
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their work.

6.1.6 Problems of Co-ordination Among Nongovernmental
Organizations and Government Departments Providing Nonformal Education

One of the persistent complaints of those working In nonformal education in
Fiji over the last decade has been the failure of national co-ordination (see
sections 3.2.3 and 3.2.18). The main reasons for this appear to be rivalry
between government departments and sections and individuals within them, lack
of clarity as to the meaning of the term "nonformal education" by many
government officers, and the economic and political weakness of
nongovernmental providers of nonformal education.

Rev. Manasa Lasaro, active

in nongovernmental non formal education in Fiji for over a decade, has
identified a number of structural factors within the government bureaucracy
hindering adequate co-ordination.

These include the evaluation methods in the

public service used for promotion purposes, linear hierarchies inhibiting the
flow of innovative ideas from the person in the field to the policy maker,
frequent transfer within the public service which inhibits long-term
commitment to particular projects and the continual interference by
politicians in planning and implementation of nonformal education (Lasaro
1985: 105-6). Many of these are manifestations of a more general problem which
Fiji and many other Third World countries have as a result of being
post-colonial states, states which under the colonial powers were designed for
a totally different task, namely that of preserving colonial interests.
Nevertheless on Independence these states have, for the most part, simply
"localized" all the existing positions in the bureaucracy without questioning
whether the continued existence of these posts was in the best interests of
the resources of the newly independent country.

In Fiji there is thus a

totally inappropriate centralization of most civil servants in Suva, even
those working in Ministries which require close co-ordination with the rural
communities, including the non formal education section of the Ministry of
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Education. As the case of the National Youth Camp at Sigatoka illustrates
(section 4.3.4) , public servants in Suva have great difficulties in managing a
project on the other side of the main island, let alone on the outer islands.

6.1.7 The Post-colonial State in Fiji

Many of the problems identified by Lasaro stem from the nature of the state in
Fiji, and many of them it shares with other former British colonies at a
similar stage of post-colonial development.

Fiji in many ways fits the

description given by Bernard Schaffer of "unequal bureaucratic elitism"
inherited from the British after a period of preparation for self-government,
and administrative localization which saw development as mainly a problem in
manpower planning.

Postponment of radical reform in post-colonial countries,

he argues, arises fran inherited beliefs in "modernization", the criterion of
"standards" and reliance on particular types of administrative training
(Shaffer 1982: 177). While Fiji by no means suffers as much as many African
countries from distortions due to the "post-colonial state" syndrome, (see
section 2.2.3.4) elements of them are present, in particular the tendency for
state functions to expand.

The history of non formal education in Fiji is but

one small illustration of this.

On the other hand non-independent countries,

among them New Caledonia and the US Trust Territory, sometimes also show
similar tendencies.

6.1.8 The Political System and how it makes Policy-making by Political
Parties Unlikely

The political party system reflects the racial division of the country rather
than differences of political ideology or interest.

For this reason it is not

really a source of social change in Fiji. Political leaders do not campaign
for votes on policy differences but rather concentrate on picking up votes
fran the disaffected members of the other ethnic group to their own.

This
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means that the Alliance Party, for example, being fairly assured of the
majority of votes of the Fijian community, is campaigning for the votes of
Indians disaffected with the National Federation Party. It must therefore gear
its campaign in such as way as to be critical of the N.F.P. but not to
alienate the Indian community.

While this might work in the interests of

racial harmony it means that policy initiatives by the parties that differ
fram each other are very rare.

The plight of out-of-school youth is something

that is regarded by both parties as a high priority, yet the political system
has done very little for them.

The only new factor which could change this in

some way is the formation of a new party, the Fiji Labor Party, founded in
June 1985, which could, if successful, put an end to ethnically based voting,
introduce more policy differences into the parties, and possibly develop
policies itself which are more based on the needs of the majority of rural
youth.

6.1.9 The University of the South Pacific

Fiji is the only country of this study to -have located within its borde rs a
major institution of higher education, the multi-national and mUlti-campus
University of the South Pacific (U.S.P.). The U.S.P plays an important role in
educational development within the region, and like the churches, its
contribution to nonformal education is somewhat contradictory.

While not a

major provider of nonformal education, apart fram its extension program (see
section 3.2.7) the presence of the University has quite an impact on the
intellectual environment within which non formal education in Fiji operates.
There is no doubt that the presence of the University in the region, and in
Fiji in particular, has affected secondary schooling considerably, making the
achievement of the University Entrance Certificate of paramount importance,
even for those who will never enter the U.S.P. as students.

The detrimental

effects of external examinations on schooling and indirectly on nonformal
education described in section 6.1.1 are thus exacerbated by the presence of
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the University. However the presence of the University in Fiji does mean that
hundreds of students stay in the country for their tertiary training who would
otherwise undoubtedly go abroad, (probably to Australia, New Zealand or
India). These students are therefore able to study courses which are geared to
the needs of the region, unlike their counterparts in New Caledonia and
Micronesia studying in France and the USA. It also means that research by
academics and postgraduate students, particularly in the sciences and social
sciences, is often done on development-related problems affecting the region,
and publications are produced such as The Journal of Pacific Studies,
Directions, Review and Pacific Perspective, which reach an audience outside
the University and which promote debate on education and social change.

In

addition postgraduate students and university staff are often hired as
researchers for government and international agency investigations, giving
them valuable experience in social analysis and encouraging debate in
university circles about development policies in the region, particularly in
Fiji. These people often also serve as guest lecturers or part-time tutors for
nonformal education projects off the campus.

By comparison, nonformal

educators in New Caledonia and Micronesia have no comparable resource
available to them.
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6.2 NEW CALEDONIA

6.2.1 The Segregation of European and Kanak Economic Life

One of the most marked features of New Caledonian economic life is the total
segregation of enterprises, in particular agricultural enterprises, into two
separate systems.

It is common to hear of Ie monde m~lanesien, Ie milieu

melanesien and other terms which indicate a completely separate world exists
for the two communities.

As shown in section 2.4.5 European and Melanesian

agricultural systems have very different roles in the New Caledonian social
formation.

European farming, with its high level of investment, extensive

land area, and large scale marketing systems, is highly integrated into the
capitalist mode of production and often provides seasonal wage employment for
the Melanesian population.

Kanak farming systems, on the other hand, require

intensive cultivation on often small and inaccessible tracts of land.
Cultivation of food crops is often done by women, who are not usually the
beneficiaries of agricultural training.

Small-holding cash crops, coffee etc,

are usually produced by men, when not engaged in the mining industry.

In the

absence of any thoroughgoing land reform and other social transformation
within the territory, promoters of nonformal education must then decide
whether their objective is to teach young people to make a better life in the
existing Kanak economy or to get out of it altogether.

The Maisons Familiales

Rurales have clearly opted for the former, and are the most advanced in their
thinking about how to overcome the obstacles to achieving this aim.

6.2.2 The French Concept of Excellence in Education and its Failures

It is common for the French administration in New Caledonia to claim that it
has the best education system in the Pacific islands.

In one respect this is
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true, if one takes as a sign of excellence the academic level of those who
succeed and gain entry to French universities, their standard is as high as in
any French province and undoubtedly exceeds that of most entrants to the
University of the South Pacific, the University of Papua New Guinea and the
University of Guam. But the problem with this view of quality in education is
that so many people fail to benefit from it.

It is difficult to sustain the

claim to the best education system in the Pacific if the vast majority of
indigenous students drop out of it at an earlier stage than their counterparts
elsewhere in the region (see Kohler & Wacquant 1985 and section 2.4.10). As
pointed out in section 1.1.3.1, this French view of education is inseparable
from the ideology of "assimilation" in the French colonies.

Michael Crozier

has described the effect of the "assimilation" policy as
a complete lack of realism that prevailed in the relationships
between the dominant and subject cultures prevent(ing) the
administration and white settlers from perceiving the motivations of
the natives' behaviour, and from adjusting to them •••• Whether in
good will or in bad faith they could view them only as unsuccessful
or promising Frenchmen (Crozier 1964: 268-269).

The rigorous and competitive nature of the French education system also spills
over to some extent into nonformal education.

The Maisons Familiales Rurales

for example, have a much more solid theoretical basis to their training than
does Tutu in Fiji or PATS in Ponape. This is an inheritance from the French
emphasis on the sciences and classical studies.

However, interestingly this

theory does not seem to be as divorced from the practical aspects of the
course as in the English-speaking territories, reflecting perhaps the somewhat
lesser distance between manual and mental work in French educational thinking
and practice.

6.2.3 Moves towards a policy of "Adaptation" rather than "Assimilation"

The recent French moves towards "adaptation" in education as exemplified by
the founding of the ALEPs are an example of how the French in the Pacific have
been influenced by the English-speaking territories in the region.

For the
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ALEPs in New Caledonia and the CETADs in French Polynesia are a purely Pacific
phenonemoni they have no counterpart in France nor in other French Overseas
Territories. French colonial experience in Africa showed that the policy of
"assimilation" had a certain success.

While it did not transform the African

colonies into replicas of French society it did create an elite which was very
much imbued with French values, language, culture and which today, even after
independence of many of those territories, is dependent on French institutions
of higher learning and culture, to say nothing of dress, food, language and
ways of thinking about the world.

This has not happened to anything like the

same extent in New Caledonia. The most educated Kanaks in the formal system,
such as Jean Marie Tjibaou and Nidoish Naisseline, are leaders in the movement
for independence and for the regaining of Kanak culture.

While to some

English-speaking Pacific islanders they appear rather French, their attitudes
and values are far removed fran those of the elites of the former French
territories in Africa who are often referred to as "Black Frenchmen" and whom
Franz Fanon and Albert Memmi characterised in some detail in their writings
(section 2.2.2.3). Even the pro-French elite among the Kanaks, which is very
small, finds that in order to achieve legitimacy it must appear to be
Melanesian, and identify with the rest of the Pacific, rather than adopting
too many French values and attitudes.

The "adaptation" strategy being followed now by the French in education,
through the founding of the ALEPs, appears to be a recognition that
"assimilation" has failed for the Kanaks. But it too, is no more popular among
Melanesians than is the "assimilation" educational strategy, thus aggravating
the degree of political alienation which the Melanesians feel for the French
administration.

It should be pointed out that the new moves in the direction

of "adaptation" do not mean that "assimilation" has been abandoned.

It still

remains the preferred strategy of incorporation into French culture and
values, with the Melanesian-oriented courses being seen as a second-best for
those who cannot attain the high pinnacles of French culture.
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Pro-independence groups and teachers' unions have been particularly critical
of the new trend within the Vice-Rectorat towards the ALEPs, which they refer
tQ as un enseignement au rabais (a cheap, second rate education) (Kohler &
Pillon 1982: 91) and there is a sense in which they are quite correct.

At the

same time the Kanak groups have indicated that they want an education which
gives them usable and marketable skills, but which is not culturally
alienating.

The characteristics they wish this education to have, they are

less sure of.

And so they find themselves, albeit coming via a different

route, in a similar position to the Fijian critics of "irrelevant" education quite sure of what is wrong with the formal schooling system, yet unable to
specify exactly how it should be changed.

6.2.4 The Role of the Churches

The history of anti-clericalism versus religious schooling inherited from
France has undoubtedly had an impact on debates on education in New Caledonia
although, as pointed out in section 2.4.9, these debates take a different form
to those in France, due to the role of church-sponsored schools in protecting
the Kanaks from some of the extreme rigours of the state education system and
providing a second avenue of opportunity for some who would otherwise be
regarded as failures.

But the churches impact on nonformal education has by

no means been limited to its role in formal education.

The role of the

protestant church, L'Eglise Evangelique, in channeling opposition to French
colonial rule and in promoting the growth of pro-independence political
parties (sections 2.4.4 and 3.3.8) will probably be more significant in the
long run.

This is not because, as some French government officials suggest,

it is a manifestat·ion of Anglo-Saxon thinking.

I>1ore important are likely to

be the contacts with other denominations in the Pacific Conference of Churches
since 1966 (see section 3.1.1.2). Over this time Eglise Evangelique members
have seen almost all of the countries in which its fellow churches are located
achieve political independence.

One of its leading member~, Yann Celene
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Uregei, was a Minister in an early government in New Caledonia in 1958
(section 3.3.3) at a time when it was believed that New Caledonia was well on
the road to independence (Forsyth 1976: 21). l'Eglise Evangelique gained
autonomy from the French Protestant Federation in 1968 and while it retains
contacts with French-speaking protestant churches in Europe, it identifies
itself far more as a Pacific church than does the Catholic Church. With 95% of
its members and 100% of its pastors

Kanaks) the Church has inevitably been

caught up in the independence struggle.

The Catholic Church, by comparison,

has only one third of its members Kanaks. l'Eglise Evangelique has been
responsible for importing ideas and practices in the fields of
development-oriented youth work and women's club activity fram the
Commonwealth countries of the Pacific to a territory where they were largely
unknown.

The political climate means that these organisations have then

developed in a much more anti-colonial political direction than their
counterparts ever did in Fiji. l'Eglise Evangelique has been closely linked to
one of the pro-independence political parties FULK (Front Uni de Liberation
Kanak) which became part of the independence movement, the FLNKS in 1983.

6.2.5 The Role of the French State in New Caledonia

Much more so than in either of the other two territories studied, nonformal
education, and many other policy areas too, are subject to the vagaries of
changing governments.

Thus in recent years the territory has seen the Plan

Dijoud (1979), the Ordonnances of Nucci (1982), the Pisani Plan bringing with
it the possibility of independence, later the Fabius Plan for partition of the
territory, now likely to be reversed by the conservative Chirac government.
Of these the Plan Dijoud and the Ordonnances or internal reforms by decree put
forward by M. Nucci were those which had most effect on nonformal education.
The Plan Dijoud gave rise to the ALEPs which lasted till the next
administration, and the Commission Pour la Promotion Melanesienne, which did
not.

The Nucci Ordonnances gave rise to the Office Pour Ie Developpement de

300

IIInterieur et des lIes, which appointed the first women1s advisor and
upgraded the Service de IIEducation de Base. The political uncertainty of
colonial rule in New Caledonia is one of the factors which makes planning for
nonforrnal education by nongovernmental organizations very difficult.

6.2.6 Nonformal Education as an Ideological Battle-ground

There is no doubt that ideological debate about the role of education is
carried on with a far greater intensity in New Caledonia than in either Fiji
or the Trust Territory. This debate sees a substantial role for education to
be carried on outside the institutions of formal schooling.

It is also

undoubtedly helped by the fact that the French language requires and allows a
much more precise detailing of options than does the English language or any
of the indigenous Pacific languages.

Also, the present politcal culture of

New Caledonia means that protagonists within educational debates, as in all
debates on social policy, are much more aware of ideologies and their impact
on thinking than are their counterparts in Fiji or Micronesia. The fact that
so many Kanaks have failed, by the standards of the French schooling system,
means that individual blame scarcely attaches to failing at school; the
"system" is much ' more likely to be blamed than in either of the other two
countries.

At the individual level this lowers feelings of personal

inadequacy by the young students which often assists them in searching for
some alternative loutside the system l •

At the political level it means that a

new and sophisticated critique of the French model of education is emerging
from both the Front de Lib~ration National Kanak Socialist (FLNKS) and
Liberation Kanak Socialiste (L.K.S.), two pro-independence groupings which
follow different political strategies.

This critique concerns issues such as

the failure rate of Kanak children in school, particularly in rural areas, the
language of instruction, the recognition of Kanak history and culture in the
curriculum, re-Iearning of old skills such as the building of canoes and
terracing of fields, the training of Kanaks in modern technology and
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management techniques, through promotion sociale in the workplace and Kanak
control over the institutions of education.

In the case of the FLNKS this

debate is particularly well-informed, being led by Andre Gopea, who was for
three years the member of the Conseil de Gouvernement responsible for
education and who, during his term of office, managed to initiate a few
reforms leading to some teaching in the vernacular (see section 2.4.12).

The political situation in New Caledonia thus creates a climate for
nonformal education which differs considerably from that in Fiji and
Micronesia. The political disaffection with the French which most Kanaks and
Kanak-led organisations feel, together with the centralized and prescriptive
nature of French formal education, mean that most Kanak nonformal education
projects stress local control and decentralization.
local culture, languages and history.

In addition they stress

In the "Kanak Peoples I Schools" which

are being established as an alternative to French schooling by the FLNKS, and
perhaps in the Maisons Familiales Rurales, we can see the beginnings of what
Rolland Paulston (1980) has called "education as anti-structure".
formal and nonformal education in Fiji currently rely

Thus, while

more on indigenous

forms and content than in either of the other two countries, it is likely that
New Caledonia is where indigenous and appropriately designed organisations of
non formal education will evolve earliest.

6.3 MICRONESIA

6.3.1 The Role of US Personnel in the Trust Territory

The US Trust Territory has experienced a greater presence of foreign
educational and community development personnel in its territory than any
other Pacific territory.

These have included the US Navy, anthropological

temns, US Department of the Interior officials and contract teachers hired by
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this Department, representatives of other US government departments including
Health, Education and Welfare, Peace Corps Volunteers, private consultants and
university researchers.

As shown in Chapters 2 and 3, the most intensive

presence of these people in the Territory coincided with the time of greatest
expansion in both formal and nonformal education.

This gives the institutions

of nonformal education in the Territory similarities to those in New Caledonia
i.e.

very close links with parent bodies in the metropole, which often direct

policy very strictly and control funding.

6.3.2 US Federal Programs

The fact that federal programs are responsible for most of the funds that come
into the Territory, not only for nonformal education projects but also for
welfare purposes such as care of the elderly and emergency feeding, has become
a matter of great controversy within the Trust Territory. The Micronesian
Seminar and associated catholic organizations were the first to mount this
attack on federal programs, arguing that they ta k e away local initiative, once
shown by Micronesians, and create a mentality of dependence (Hezel 1982:
94-101). Programs such as Head Start, the Aging Program and the School Feeding
Program create jobs and trips to Washington for those who administer them.
But, these groups argue, no account is taken of whether they really represent
the priorities of people in Micronesia, or of the effect which they have on
local communities, for example by taking away families' responsibility to care
for old people, or by taking away incentive to grow food and changing young
people's tastes to imported foods (Micronesia Seminar 1979). Mark Borthwick of
Duke University argues that federal programs are responses to problems that
exist in the United States, not in Micronesia, and that the solutions they
offer are also American solutions.

For example the Older Americans Act of

1971 has spawned an "Office of Aging" in the Trust Territory and programs
being devised in order to make use of the funding available under guidelines
designed to help the USA cope with its own problem of the vast numbers of
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elderly people living alone (Borthwick 1978). In some cases slight variations
can be made to the guidelines for federal programs.

For example several adult

, education directors interviewed mentioned that they made use of funds under
the Aging Program to employ Micronesian elders (those aged over 55, according
to the legislation) to teach traditional skills to young people.

These

included classes in boatbuilding, crafts, traditional means of weather
forecasting and navigation by the stars, all skills at which the Micronesians
were once renowned (see section 2.5.2). Yet they encountered problems, mainly
due to the scarcity of people with these skills to teach.

Borthwick has also

suggested that this practice, while appearing to promote traditional
practices, in fact undermines them.

Knowledge in traditional Micronesia was

not passed on in the public forum of the classroom, but as part of a specific
relationship of exchange between the teacher and the pupil.

Payment in money

by an outside agency can have the effect of devaluing what is learned
(Borthwick 1978: 3). Even more controversial is the US Department of
Agriculture's Feeding Program. Attempts in 1974 to get it transformed into a
nutrition education program based on locally produced foods failed (Borthwick
1978: 2). Since then it has been accused by nutritionist Nancy Rody of
actually

contrib~ting

to malnutrition in addition to removing incentive to

grow the more nutritious local foods (Rody 1982: 30). The apparent failure and
virtual non-existence of agricultural education projects in Micronesia must be
seen in the context of the vast drop in food production which has occurred
since the Feeding Program started.

6.3.3 The Migration to College and the Problems it Causes

While the US Trust Territory has the highest percentage of young people
staying in the formal schooling system of any of the three countries, and a
resultingly high percentage proceeding to higher education, the Territory
appears to gain less than the other countries from the learning of its
graduates.

The federal program which is responsible for funding tuition fees
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and living expenses for disadvantaged students in the USA is the Basic Equal
opportunity Grant (BEOG). In the case of Micronesia, almost all students
qualify for these means-tested grants and a number of smaller US private
colleges send recruiters to Micronesia to recruit students as the colleges
also benefit financially from taking students funded under the BEOG grants.
Many of these colleges are two-year community colleges with open admissions
policies, and thus have no stringent entrance requirements.
Micronesian students have a high failure rate in college.

This means that
A 1981 study by

staff at the Micronesian Area Research Center at the University of Guam showed
that only 49% completed their degrees at their first college, a further 9%
completed a degree after transferring to another college, leaving 42% who
never completed a degree (Workman et ale

1981: 16).

The vast majority of Micronesian students going to US colleges study for
a "Liberal Arts" degree which consists of social sciences and humanities, few
study scienc e , agriculture or engineering.

One of the major drawbacks of this

system of higher education is that it removes young people fram their own
society just at an age at which they are beginning to become aware of social
problems, think about their future and their responsibilities.

Scattered

around the United States in small colleges the Micronesian students are not
challenged to think about their country and its developmental problems the
same way that Fijian and other students at the U.S.P. are daily required to do
in the writing of their essays, in their extra-curricular activities and in
their relationships with their families.

Another advantage which the U.S.P.

has, and which Micronesia lacks, is the informal contacts which students fram
different island groups make during their education, which can often be of
great importance later in their careers.

In the early days of Micronesian

secondary education all the Micronesian elite knew one another as they studied
together at the Pacific Islands Central School in Ponape. Later generations
came together at the Universities of Guam or Hawaii. The current policy, which
results in the scattering of Micronesian students throughout the US, can only
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have adverse implications for future integration of the region.

From the

point of view of the growth of nonformal education in Micronesia, removing
almost all the young students of college age from Micronesia can deprive
voluntary youth organisations of their most educated leadership and those with
the best communications skills.

It also means that few gain experience during

their higher education at practising their skills or profession in the
Micronesian conditions in which they will eventually work.

6.3.4 The College of Micronesia and its Problems

The origins of the College of Micronesia and its constituent parts, the
Community College of Micronesia, the Micronesian Occupational Center and the
College of Nursing, are described in section 3.4.9. Although it was founded at
about the same time as the University of the South Pacific, the College of
Micronesia has not developed anything like the academic standing or influence
on debate about the development of the islands which the U.S.P. has in its
part of the Pacific. The main reason for this is, as Douglas Harlan has
pointed out, that the Trust Territory Administration lacks control over the
money which enters the Territory for college education.

In contrast to the

situation at the U.S.P. where the 11 member governments have control over
scholarships

given by donor countries, (mainly Australia, New Zealand and the

U.K.), in Hicronesia individuals apply for the Basic Equal Opportunity Grants,
and can use them at any institution anywhere in the USA (including the Trust
Territory and Guam) to which they might gain admission.

At the U.S.P. the

member governments have decided that all entrants for basic degrees in Arts,
Science and Education will attend the U.S.P. with universities in New Zealand,
Australia and Papua New Guinea being used for Law, Engineering, Architecture,
more specialized degrees and postgraduate degrees.

In Micronesia by contrast,

the choice is exercised by individuals, who, in general, prefer to study at
colleges or junior colleges in Guam, Hawaii, California or the US mid-west
(Workman et ale

1981: 83-84). The outcome of this for the College of
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Micronesia is that it only attracts the second and third-rate students or
those with family or financial reasons for not going to study in the

us.

This

means not only that the Territory and the C.O.M. lose financially but that
Washington spends a great deal of money training graduates in courses which
are not necessarily relevant to Micronesia's needs.

The College of Micronesia

is a two year college, it is affiliated to the Western Association of Schools
and Colleges and follows a similar curriculum to that of Junior Colleges in
the western states of the USA. The C.O.M. is reputed to be of lower academic
standing than US colleges, nevertheless New Pacific Magazine of July/August
1982 reported that 'insufficient English and math skills kept 91% of the 1982
applicants to the Community College of Micronesia from passing the entrance
exam'.

Its academic level is lower than that of the U.S.P.

(its Associat e of

Arts and Associate of Science Degrees would approximate Foundation level at
the U.S.P.) yet there is no reason why the College could not raise its
academic level and its standards and attract better staff, if the Micronesi an
administrations could control all the federal funding which Washington
allocates to higher education In Micronesia (Harlan 1977: 18).

The failure of the College of Micronesia to develop into a more
academically viable and indigenous educational institution due to excessive
reliance on individual choice and the operation of "free-market forces" in the
sphere of educational decision-making, is illustrative in part, of the whole
disintegrating effect which funding through federal programs has on the
development of education in general in Micronesia. While the Extension Centers
of the C.O.M. undoubtedly fulfil a function, particularly in allowing
elementary and secondary school teachers to upgrade their qualifications, a
comparison with the nonformal education roles played by the University of the
South Pacif1c will demonstrate what could have been achieved had another
educational and funding strategy been tried.
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6.3.5 The Desire to Re-learn Traditional Skills

One outcome of the completely alien schooling system imposed on the Territory
has been the total neglect of traditional skills within the formal or
non formal learning environments provided by the Americans. For while the Fiji
schooling system enables some teaching of traditional crafts, and the New
Caledonian administration is encouraging the rediscovery of traditional skills
such as boatbuilding through one of its nonformal programs, the system of
guidelines for funding of Adult Education in the Trust Territory does not
encompass the learning of any traditional skills.

Nevertheless it is in

Micronesia, more than in the other two countries, that people seem to feel
most strongly about the destruction of their cultural heritage and see
non formal education as a possible way of doing something about it.

In more

than one State of Micronesia staff of the Adult Education Centers try to bend
the Washington-formulated regulations to permit the teaching of traditional
skills under the guise of the "Aging Program" or "English as a Second
Language". This is sometimes difficult as the guidelines for Adult Basic
Education are narrowly "vocational" (see section 3.4.4) and there is a marked
absence of private organisations providing courses in traditional handcrafts
etc.

in comparison to Fiji and New Caledonia.

Another major difference between the Trust Territory and the other two
countries is the way in which indigenous tradition plays less of a part in the
thinking of the young educated or semi-educated people.

Pre-capitalist modes

of production are much less conserved than in Fiji and traditional leadership,
while it may have ceremonial significance in some parts of Micronesia, does
not necessarily have political significance.

The areas of life in which the

Chiefs' views hold sway are much more circumscribed than in Fiji, although
this varies with proximity to the District Centers. Traditional values are
also much more contested by those of commercially-oriented youth culture than
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in the independent countries of the Pacific.

6.3.6 Developments Since the Corning of the Reagan Administration

At the time of the fieldwork visit to Micronesia for this study it was
believed that the Trusteeship would be wound up by the end of 1981. Status
negotiations which had been undertaken under the Presidency of Jimmy Carter
were halted by the Reagan administration and re-initiated with different
negotiators.

So the people of the Trust Territory, like the people of New

Caledonia, have been subject to the vagaries of the ballot box in their
metropolitan country.

The Trust Territory, due to the desires of local

politicians, has split into four separate entities, the Commonwealth of the
Northern Marianas, the Federated States of Micronesia, the Republic of Belau
and the Marshall Islands. The Commonwealth of the Northern Marianas was the
first to negotiate a separate status with the US in 1980, followed by the
Federated States of Micronesia in 1982, the Marshall Islands in 1983 and the
Republic of Belau in 1986. The Northern Mariana's relationship with the US is
that of a "Commonwealth" which is closer than that of "Free Association", the
relationship of the other Micronesian entities to the USA. The UN Trusteeship
is due to be formally terminated at the end of May 1986, this will be subject
to a vote of the UN Security Council in view of its status as a "strategic
trust".

Up till the last days of negotiations one of the issues holding up

final termination of the Trusteeship was the form of assistance which would
replace the US federal programs.

Initially the separate Micronesian

governments wished to see block grants which could be used without strings for
any educational or welfare purposes decided by those governments.

However

more recent thinking seems to indicate that the actual programs themselves,
while much criticized, have actually become so much part of Micronesian life
that to be excluded from them would be seen as retrograde.

While in 1981

fieldwork interviews in Micronesia indicated that federal programs were mainly
valued for the money (or goods) which they could bring into a district, more
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recent discussions with Micronesian visiting Australia (or at regional
meetings) seems to indicate that some valuable technical assistance from
America would be lost in federal programs were not continued, despite the fact
that most educators agreed it was usually not appropriate to Micronesia.
Clearly this is the form of dependence which the Micronesian Seminar warned,
back in the 1970's, that federal programs would produce.

The big test for

nonformal educators and others involved in the debates about development in
Micronesia will be whether they can come up with an alternative structure
geared to meet Micronesian needs.
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6.4 SOME COMPARISONS AND CONCLUSIONS

6.4.1 Failures of Formal Education Systems

As the preceding discussion shows, the formal education systems in the three
countries have all failed the indigenous populations in one way or another,
either by their narrow approach, lack of attention to local cultures, or by
their tendency to create a sense of failure at an early age among young
people.

Even though "drop-outs" or "push-outs" are regarded differently in

the three countries, as individual failures in the Trust Territory, as a
failure of the system in Fiji and as an unfortunate cultural failure of the
policy of "assimilation" in New Caledonia, the effect on the individuals and
their families can be equally devastating at a personal level; and all these
factors influence attitudes towards nonformal education.

This means that

nonformal education (with the exception of complementary programmes) is
generally aimed at people who have had a bad experience of education and will
not necessarily feel disposed to try learning again unless i t

is in a very

different context, or they feel highly motivated to learn for some other
reasons.

On the other hand, failure to receive certificates through the

formal system can motivate people to seek another avenue for the achievement
and recognition such certificates afford, and providers of nonformal education
must be prepared to award certificates if it seems that they will enhance a
participant's life chances, whatever they feel about credentialism or the true
worth of such certificates.

6.4.2 Concepts of "Relevant Education"

One of the most persistent common themes which emerges from discussions with
nonformal education practitioners in all three territories is the regret that

-'
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skills have been lost by the indigenous population and that current systems of
formal education are "irrelevant" to many children.

However there is little

agreement as to what a "relevant" education system would look like, and in
many cases little clarity as to what "relevance" means in the context of
education.

It would appear that the concept of "relevance" is not the most

useful one and that in many cases its use has clouded thinking and debate on
nonformal education.
'relevant to what?'

The real obstacle it poses is that it begs the questions
and 'relevant to whom?'.

If nonformal education is to be

useful as a strategy in development the prior question must always be asked,
'what is the direction and nature of change we are seeking?'.

Should a

program of nonformal (or formal) education be relevant to the present
situation in which people find themselves (e.g. subsistence cultivator),
should it be relevant to another situation which they might prefer (e.g.
salaried professional) , or should it be relevant to helping them transform
their existing community for the better?

Only if these questions could be

answered would the concept of "relevance" have any utility in debates about
nonformal education and development.

6.4.3 Priorities of Programs for Young Unemployed School Leavers

All countries agree that young early school leavers are the top priority
target group for nonformal education, yet the reasoning behind this seems to
vary in the three countries.

In Fiji it is because they must make more of a

contribution to economic development, although often vaguely defined, and
because the government owes them some assistance in getting training.

In New

Caledonia, where young Kanaks who would previously be employed by the mining
companies are now staying in the tribus, nonformal education is seen as one
way of keeping them in the rural areas, rather than having them migrate to the
towns in large numbers.

From the point of view of the Kanak organizations,

nonformal education can make a contribution to the establishment of a
self-sufficient Kanak economy and lessen dependence on colonial France. In the

__
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Trust Territory it appears to be the prevention of crime and delinquency which
are uppermost in the minds of nonformal education projects for youth, in
particular alcohol and drug-related crimes as cash incomes are so much higher
in the Trust Territory than elsewhere in the Pacific islands.

There is,

however, a good deal of overlap in these justifications for non formal
education for young unemployed school-Ieavers, and many lessons which can be
learnt by each country from the experiences of the others.

6.4.4 The Commitment of Governments and Administrations to Nonformal
Education

The level of commitment of governments and administrations to nonformal
education varies considerably throughout the Pacific region.
difficult to gauge the level of this commitment.

It is also very

This is partly because the

term is used differently in the three territories, many administrators have an
incomplete understanding of its possible meanings, and because the sum of
money allocated to a project labelled "nonformal education" is not necessarily
an accurate indicator of the level of commitment shown towards it.

Thus the

\

Fiji Government would appear to have a high level of commitment to nonformal
education, in view of its recently created Nonformal Education Section in the
Ministry of Education and Youth Affairs. However this is, in reality, an
amalgamation of pre-existing programs, and workers in these and other
-

nonformal education programs complain that nonformal educators are still paid
considerably less than their counterparts in the formal system, resulting in
lower status and difficulties in attracting staff of sufficient calibre and
experience.

New Caledonia has no department of nonformal education, yet the

amount of money put into programs which come into this category is quite
substantial • . However it is difficult to argue that this represents a high
level of commitment to nonformal education on the part of the New Caledonian
administration, since in many respects it comes about due to the extension to
the Territory of programs in existence in France,and over which the
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Territorial Administration has no control.

A similar situation applies for

the US Trust Territory in the case of federally funded programs.

Neither of

these two administrations has applied itself to policy-making in any of the
areas of nonformal education, such as out-of-school youth programs, or rural
women's programs, to the extent that Fiji has, the establishment of the ALEP's
in New Caledonia being the closest approach to this.

In the case of

on-the-job training for people already in employment, both New Caledonia and
the Trust Territory have inherited systems from their metropolis which are
advantageous to those in industrial employment, but which are not designed to
address some of the real challenges of employment and unemployment in the
Pacific territories.

Unfortunately governments' financial commitment to nonformal education in
the South Pacific is very much diluted by their incomplete understanding of
the concept and limited conceptions as to what it could include and achieve.
Of Coombs and Ahmed's four types of nonformal education (see section 1.3.1) it
is obviously their third type, the "unfinished business of schooling" which
most attracts policy-makers in the region, - to the detriment, often, of other
types of nonformal education, in particular the complementary and extension
modes of nonformal education.

6.4.5 Relationship Between Governmental and Non-governmental Programs

In the countries of this study, each for different reasons, a high percentage
of nonformal education activity has grown up under the auspices of
nongovernmental bodies.

In the case of Fiji this is undoubtedly due to the

tradition of parent and community involvement in mobilizing resources for
formal as well as nonformal education.

In the US Trust Territory, while less

in extent, it would appear to stem from the very powerful position of the
Catholic Church and its commitment to all forms of education, particularly in
the western parts of the Micronesian islands.

In the case of New Caledonia,
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non-governmental activity in nonformal education is facilitated by the
pervasiveness of an oppositional culture among the Kanaks and distrust, by
many of them, of French government activities.

Each of these situations has

led to a different type of relationship between government and non-government
instrumentalities involved in the provision of nonformal education.

In none

of the three territories is the government regarded as a leading innovator in
nonformal education, yet in each country it is the government which ends up
being its main financial backer.

Whatever type of funding arrangement is used

by a government for financing non-governmental projects, whether it be through
the Ministry of Education in Fiji, the

II

Law of 1901" in New Caledonia, or

federal programs in Micronesia, the initiators of the nongovernmental projects
usually feel that some form of compromise or potential loss of autonomy must
result.

This feeling is strongest in New Caledonia, somewhat weaker in the

Trust Territory and least evi dent in Fiji. The main justification used for
government financing of nongovernmental projects is that costs can remain much
lower, due to the fact that voluntary organizations, rather than public
servants, carry out the planning and much of the management work.

When

governments have instituted their own projects of nonformal education such as
the Multicraft Centres in Fiji or the ALEP's in New Caledonia, the costs of
these projects have usually been much in excess of similar non-governmental
projects.

6.4.6 Evaluation of Nonformal Education

Evaluation of nonformal education is one of the areas in which most gains
could be made relatively simply.

Existing evaluations usually take the form

of a brief questionnaire to participants immediately after their participation
in a course, a tracer study done some years later to find what use has been
made of the skills learnt during the course (e.g. Damarlane 1980), or an
institutional· evaluation where an expert, sometimes fram overseas (often fram
the colonial metropolis) , comes and writes a report, based on interviews with

-
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the organizers, participants, policy-makers etc.
Bamford et ale

(e.g. Finau et ale

1977;

1982; Delion 1982; Ostrowski 1975, 1976 & 1977; Christensen

1980; McCune 1981; Lewaravu

&

Hunfeld 1983; Slatter 1983 and Tietze 1983.)

Less frequent is the type of evaluation where the facilitators themselves
evaluate the project as a whole, its objectives and its impact on its
immediate environment.

The Fiji Y.M.C.A. and the Maisons Familiales Rurales

have been involved in such evaluations.

Indeed, if nonformal education is to

forge ahead in the Pacific it will need to learn and to popularise more
relevant methods of evaluation than those currently used.

Participatory

evaluation and research, promoted by the International Council for Adult
Education and its affiliates, (see section 1.2.2) have yet to make an
appearance ln the Pacific islands.

If such methods were to be developed and

adapted for use in the Pacific it would be a contribution which nonformal
educators could make to a much more wide ranging debate on strategies of
development than simply the evaluation of their own projects.

6.4.7 The Role of Women ln Nonformal Education and Development

As with youth, so there are differences in the role seen for women's projects
of nonformal education in the three countries.

Typically women's clubs based

on the teaching of skills for domestic work have been widespread in
Commonwealth countries since colonial days and later spread to the American
territories under the auspices of the South Pacific Commission. In the wake of
greater capitalist penetration of the economies, these same organizations are
now being used to teach skills for "income-generation", often based on the
traditional female skills such as sewing, handicrafts, with the addition of
courses in book-keeping and small business management.

The French colonial

administration, which unlike the British never saw a role for the development
of production in the pre-capitalist sector in its territories, did not promote
this type of women's work.

With its greater emphasis on promoting French

cult ure and "standards", most women's work concentrated on health and

l
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hygiene.

The French in New Caledonia, as part of their turn towards

"adaptat ion", are belatedly trying to introduce women's training in the
tribus, but with an emphasis on "income-generating" rather than
intensification of subsistence production.

Nonformal agricultural training

for women is still something of a rarity, even in those countries where women
are traditional food producers.
parts of the Third World, e.g.

If this trend follows developments in other
Africa, it will result in women having

progressively more and more tasks and responsibilities such that some,
possibly food production, will be abandoned.

While the Pacific has not

experienced famine or food shortage, apart fram those resulting from typhoons
or other natural disasters, it is not improbable that unless more attention is
paid to women's role in agriculture, and appropriate training given, food
shortages could be experienced.

6.4.8 The Influence of Regional and International Bodies

The influence of regional and international bodies on the small territories of
the Pacific is

i~~ense

and growing.

In addition to the Pacific regional

bodies, the South P acific Commission, the South Pacific Bureau for Economic
Co-operation etc., there are international bodies, the Commonwealth, the
International Labor Organization, the World Health Organization, the UN Fund
for Population Activities and other UN agencies, all of which have their own
programs in the South Pacific. These programs often involve the running of
short courses, the hiring of local staff, or the mounting of in-country
information programs.

While all require the permission and approval of

governments in order to operate within their countries, the planning is not
always done very far in advance.

Central Planning Offices are often

overworked with the visits of too many delegations fran international
organizations and bilateral donors, whose proposals cannot always be
co-ordinated.

Nonformal education is one field which is particularly prone to

this sort of ad hoc approach at the regional level.

International
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non-governmental organizations are now beginning to enter the Pacific with
proposals for courses on appropriate technology, family planning, consumer
awareness, handicraft marketing, trade union training and other subjects which
are very useful, but often the local organizations lack the capacity to deal
with all these offers in the most advantageous manner.

New Caledonia and the

Trust Territory have been much more isolated from this phenomenon until
recently, due to the overwhelming presence of American or French personnel in
these territories.

However, now the local Micronesian State Governments and

the Kanak movements in New Caledonia are encouraging contacts with
non-governmental organizations fran outside their colonial metropolis.

6.4.9 Sources of Innovation and Reflection

Change and innovation in the organization of non formal education in the
Pacific region will only come from people who have a deep knowledge of the
societies, applying themselves to some of the issues outlined above, and
attempting to devise programs based on an adequate analysis of the social,
economic, political and ethnic realities in each country.

So far no group,

organization, department or educational institution has really set out to do
this in any country of this study.

The preceding detailed descriptions show

that several organizations have approached several issues, e.g.

Maisons

Families Rurales and Tutu have addressed the means of getting training onto
the actual farms of trainees and several bodies have addressed the issue of
combining theoretical and practical training.

The Commonwealth Youth

Progamme's South Pacific Centre and the S.P.C. Mobile Training Unit for
Development Workers have addressed the question of on-the-job leadership
training, while the Fiji Y.M.C.A. 's Rural Work Program has pioneered the
"on- farm-in-community" approach to learning.

A number of pedagogical

innovations have also been tested in the Pacific.

The M.F.R. with its system of alternance and its dialectic learning model
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which helps determine subject matter studied, and the questions to be asked
about it, would have a great deal to offer projects in the English-speaking
Pacific with similar problems.

The Fiji Y.M.C.A.'s insistence on the best

"teachable moment" for learning experience s, and Tutu' s encouragement of
future-orientation among young people through its "vision education", are
further examples which would have application elsewhere.

Even the failure of

the Belau Modekgnei Learning Center completely to live up to its expectations
can serve as a useful experience to other groups attempting similar forms of
educational innovation.

Yet when it comes to the overall enterprise of assessing the role of
non formal education in socio-economic development, surprisingly few bodies are
equipped for this task.

Perhaps the closest approach to it is the work of

small action-oriented research bodies such as the Micronesian Seminar in the
Trust Territory (see section 3.4.11) and the Association de Recherche-Action
en Sciences Sociales in New Caledonia (see section 3.3.6). Although neither
has specifically taken up the topic of non formal education as such, both have
developed analyses of social change in their respective territories which lend
themselves to a study of the mobilization of people for development by means
of nonformal education.

No group with similar objectives exists in Fiji,

although one organization which has acquired similar experience in the course
of other work is the Of is Blong 01 Meri based in Nadi. Wnat these three groups
have in common is that they are engaged in a continuing dialogue, over a
period of time, on the objectives of development, the obstacles to achieving
that development and the agencies through which it might be achieved,
invariably this includes people who are, in the broadest sense, nonformal
educators.

Each of these three groups is at the centre of a network which

includes individuals in educational institutions, government departments,
churches or industry who are also addressing these issues.

A newer group in

Fiji which seems to be evolving along similar lines is the Social Analysis
Group, estabished by the Columban Fathers, not as part of the church but as an
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independent group for analysis of current social reality in Fiji. This group
emerged from a visit of an animateur, Philippe Fanchette, from INODEP in Paris
(see section 1.2.2). Groups such as the Micronesian Seminar, AREA, and the
Social Analysis Group, can, by working on their processes of consultation, and
acting as intermediaries between the public and policy-makers, serve an
extremely useful function in clarifying the role of non formal education in
development for each country.

None of them is involved in the large-scale

provision of non formal education itself; they can therefore be impartial in
their advice to other groups and to governments.

The final chapter looks at some of these issues in a broader framework,
considering what lessons can be drawn from the the Pacific experience for
non formal education beyond this region.

320

Chapter 7

NONFORMAL EDUCATION AND ITS CONTRIBUTION TO DEVELOPMENT

This chapter addresses the question of whether nonformal education is a useful
strategy in development programs and, if so, under what conditions.

While a

good deal of research has been done on nonformal education and development in
various parts of the world, this has often been done by practitioners with a
stake in the success of the project they are researching, and assumptions are
sometimes made that social change will necessarily result from a project which
departs sufficiently from traditional pedagogical methods.

Some of the work

of the University of Massachusetts Center for International Education falls
into this category (e.g. Etling 1975, Kindervatter 1979). This study has
attempted to collect data on a wide range of projects, both successful and not
so successful, and to use comparative methods to draw out certain
generalizations about nonformal education in three countries of the Pacific.
This chapter looks at these findings as they relate to world wide experience
of nonformal education.

7.1 GENERAL OBSERVATIONS

7.1.1 Isolation of the South Pacific Region fram Experiences Elsewhere

An overwhelming impression gained while conducting this research is the extent

to which the South Pacific region is isolated, in educational terms, fram
other regions in the world, e.g.
problems and relevant experiences.

Africa and the Caribbean, which have similar
This isolation cuts both ways.

I believe

--
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that innovations in nonformal education in the Pacific are little known
elsewhere, despite links which exist through the Commonwealth, UN bodies and
international non-governmental organizations.

Furthermore, as noted earlier,

there is often little exchange of experiences by nonformal educators between
the French, the independent and the American territories within the region.

7.1.2 Limited Conceptions of Nonformal Education

One problem which seems to beset both practitioners and analysts of nonformal
education in the Pacific and elsewhere is that the meaning of the term
"nonformal education" is little understood, even by many who are directly
involved in the planning and implementation of nonformal education projects.
There is still a disturbing tendency by some to see nonformal education as
something akin to Beeby's "dame school" stage (see section 1.1.2), as
something which might just grow up almost spontaneously in a village.

Beeby's

critique of the "dame school" could well apply to some present-day
administrators' views of nonformal education.
It might well be thought that this dame school stage presents a
golden opportunity for catching teachers before they have become
perverted by formalistic teaching methods, while they can relate
their teaching simply and directly to the practical world they know
so well. But •.• the very real weakness of teaching at the dame
school " stage is that it is confusedly and inefficiently formal.
It
has all the defects of formalism and none of its virtues; it is
formalistic in spirit without having form (Beeby 1966: 59, emphasis
in. original) .

In particular one notices in the English-speaking Pacific territories a

tendency to use the term to refer to programs for early school-Ieavers and
nothing else.

Certainly the range of activities which can be encompassed by

the term "nonformal education" is scarcely realized by any authorities in the
Pacific region.

A similar observation was made by Mr Sam Vanini, Director of

the Commonwealth Youth Programme Regional Centre in Fiji, who on his return
fram a visit to the C.Y.P. Centre in the Caribbean observed that 'the Pacific
employ(s) too many blanket terms and generalized concepts compared to the
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Caribbean'

(Commonwealth Youth Programme 1984: 39).

For example the distinction between preparatory, substitute,
complementary and extension modes of nonformal education is rarely made.

The

corollary of this is that many types of nonformal education such as
pre-school, youth leadership, agricultural extension, extra-curricular
activities and on-the-job training, are not recognized as being part of
nonformal education.

More unfortunately, nonformal education is often

regarded as a sub-sector of the education sector and rightfully under the
control of the Ministry of Education, rather than an element to be considered
in most other sectors including agriculture, fisheries, health, public works,
etc.

What are the implications of this for development planning?

Its greatest

drawback seems to be that it blinds development planners to the possibilities
and necessity of using a wide range of nonformal education programs to
mobilize support for, and participation in, their development projects.

For

example the Central Planning Office in Fiji prior to writing its Development
Plan requests comments on policies and programs in various sectors to be
forwarded for possible incorporation in next year's Plan. Nonformal education,
being buried in the chapter on the education sector, will not necessarily
attract the attention of people working in other sectors.

Furthermore, if one

did not know the meaning of the term "nonformal education" one would assume,
from a reading of the Plan, that it meant a program for people who were
failures in the schooling system.

This leads to further confusion and to a

generally low regard for nonformal education projects.

New Caledonia and

Micronesia, because they use the term "nonformal education" less, are not
subject to quite as much terminological difficulty.

The conclusion that one

seems forced to draw from this observation then is that the term "nonformal
education", covering such a broad category of activities, has not necessarily
been a useful one for encouraging clear and innovative thinking about the
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sorts of programs it is intended to encompass.

7.1.3 The Early 1970's as the Time of Most Innovation In Nonforrnal
Education

Most of the projects looked at in this study had their origins in the early
1970's. This is particularly the case with most of the non-governmental
projects, and some of the more innovative ones.

Yet the needs which gave rise

to most of these projects are still present in all three countries, sometimes
in increasing intensity.

Does this mean that the social, political and

economic climate which allowed those projects to come into being, and survive
to

Qe

1980's, is no longer present?

Many of the more recently founded

projects can be seen as a governmental reaction to successes in the
nongovernmental sphere, for example the ALEP's in New Caledonia and the
National Youth Camp in Fiji. Yet they have often failed to replicate the
success of those projects they sought to emulate and improve upon.

The early

1970's were a time of economic expansion in both Fiji and New Caledonia, and a
time of unparalleled increases in US funding for the Trust Territory. As seen
In Chapter 3, social and economic conditions at the time of their origin
influenced the form and objectives of nonformal education projects,
particularly in New Caledonia and, to a lesser extent, Fiji. Does the fact
that the eighties have not been a time of such great innovation in nonformal
education mean that a certain weariness has set in on the part of the
innovators?, that experimentation has been tried and dismissed?) or that the
situation is regarded as satisfactory and experimentation no longer required?
In the case of Fiji each of these has an element of truth in it.

The early

1970's were the immediate post-colonial period in Fiji, when new ideas are
always easiest to introduce and the mobilization of human resources, which is
after all what nonformal education is about, is relatively easy.

In New

Caledonia there is less weariness, with recent, and probably future,
experimentation, as the Territory is in a stage of transition.

In Micronesia

-- +---- -
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this should also be the case, but innovation appears blocked by the much
deeper socialization into metropolitan models, the desire to relearn
traditional skills notwithstanding.

7.1.4 Common Subordination of "Mission" to "Form" in
Nonformal Education Projects

The typology used for collecting data in this study, described in section
1.5.2, makes a clear distinction between the "mission" and the "form" or
structure of a nonformal education project.

Attention is drawn to the

assertion of researchers at the Michigan State University that a necessary
characteristic of nonformal education is 'the persistent subordination of
"form" to "mission") (Kleis et ale

1974:6; see also section 1.3.3). One of the

problems suffered by many of the nonformal education projects described here
is that, for various reasons, they have a tendency to subordinate mission to
form.

There appear to be three main reasons for this subordination.

These

are: administrative convenience, an example here being the National Youth Camp
in Fiji; secondly, external pressure which often comes if the project is part
of an aid program, the influence of the New Zealand government on the
development of the Multicraft Centres in Fiji being an example of this,
although it is by no means the only cause of the subordination of mission to
form in the case of those centres.

Third there is adherence to "tradition".

This is a major cause of subordination of mission to form and one which must
be fought against if it is to be avoided.

By "tradition" is generally meant

colonial tradition although often it masquerades as indigenous tradition.

The

Community Education Training Centre of the South Pacific Commission, due to
its long history and control by numerous governments, finds this impossible to
avoid.

A possible fourth reason for this subordination might be lack of

imagination on the part of those establishing the project, particularly when
there is no awareness of the possible dangers of subordination.

It is

relatively difficult to start with a mission and then design a form which is

--
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~
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most appropriate for achieving it.

Among the most successful at this have

been the Y.M.C.A. Rural Work project, the Tutu Centre in Taveuni, and the
Maisons Familiales Rurales. The Belau Modekgnei Learning Center obviously
tried to make its form appropriate to its mission, but its originators clearly
under-estimated the external and internal forces which would prevent this.

7.1.5 Predominance of "maintenance" learning over "anticipatory" modes
of learning

In Chapter 1 attention was also drawn to the distinction made between two
types of learning by the authors of the report to the Club of Rome, that
between "maintenance learning" and "innovative" or "anticipatory" learning
(section 1.4.5). One of the observations made in the course of this research
has been that, as with formal schooling in the Pacific, it is maintenance
learning which predominates.

However a number of projects have incorporated

pedagogical techniques which do encourage anticipatory learning.

In

particular there are the "vision education" technique s of Tutu Marist Centre
for both married couples and youth trainees.

The " work

~

re f lection

~
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further training model of the Maisons Familiales Rurales could also serve as
an encouragement to anticipatory learning, particularly as it is part of a
problem-posing pedagogy.

The learning-by-doing approach of the Navuso Student

Farmer Scheme could also serve this purpose, but not necessarily so.
Similarly with the participants in Aramas Kapw in Micronesia. It should be
pointed out that maintenance learning is very necessary; there are many skills
which must be learnt and can only be learnt by rote learning and practice.
However they are insufficient for the prospect of tackling life in a changing
world and contributing towards development of one's village, town or country.
As pointed out in section 6.4.9, there are several centres in the Pacific
which act as centres of evaluation and reflection on questions such as this,
AREA in New Caledonia, the Micronesia Seminar in the Trust Territory and
various informal groupings in Fiji. If they could be enabled to share their

326

experiences more with larger groups working on nonformal education in
different sectors the relative importance of "innovatory learning" could be
increased.

7.1.6 Absence of Literacy as a Subject Matter ln Pacific Nonformal
Education

As mentioned earlier, the South Pacific is not a region of high illiteracy
when compared other Third World regions such as Africa or Latin America, and
mass adult literacy campaigns have never been part of the nonformal education
agenda in most South Pacific countries.

Nevertheless there is a poor level of

written English or French among the indigenous inhabitants and it is often a
cause of failure in the formal schooling system.

However, apart from

schooling equivalence programs ln New Caledonia and the US Trust Territory,
reading and writing are generally not offered as part of nonformal education.
If they are, it is only in the most functional way, e.g.
application, how to order parts for a machine etc.

how to write a job

While the University of

the South Pacific through its Extension Centres has tried to encourage the
writing of local history, fiction and poetry, these programs generally only
attract those with a high level of formal education.

The absence of literacy

from nonformal education in the South Pacific is more significant than might
first appear.

It means that a whole area of nonformal education activities

related to reading, writing and other forms of cultural expression which form
an increasingly important part of nonformal education in other parts of the
world is generally absent.

As discussed in section 5.7 this disadvantages

women, who generally have a lower rate of literacy than males.

It also means

that there is no encouragement for the next stage of nonformal education which
often follows · on from, or accompanies, adult literacy programs, including the
writing and performing of plays, writing poetry, production of local magazines
and stories, and other forms of social and cultural analysis (see Kidd 1980).
One of the major causes of failure in the formal schooling system is lack of
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mastery of written English or French. Nonformal education should aim to make
it possible for those not skilled in colonial or regional languages to achieve
skills for livelihood.

It must also be recognised that improved

communications skills, in any language, will improve learning, and the ability
to make use of that learning.

Most of the nonformal education projects

examined in this study could therefore increase their usefulness by the
addition of a component which encouraged participants to improve their
communication skills.

This would also have an impact on the next issue, the

perpetuation of the distinction between manual and mental labour.

7.1.7 Perpetuation of the Distinction between Manual and Mental Labour

One of the basic problems of the formal education system in the Pacific,
particularly in former British colonies, is the great division between manual
and mental labour.

Nonformal education projects, in general, have not

addressed this question and tried to overcome it in their own programs.

Even

those which specify as part of their mission the changing of attitudes towards
manual labour tend to operate with a "hidden curriculum" that mental labour is
somehow superior and manual labour is only for those who cannot achieve
intellectually • . The British tradition of education in Fiji also perpetuates a
distinction between the sciences and the humanities to the extent that it is
difficu~t

to find leadership for nonformal education which is competent both

in areas of social and economic analysis, educational psychology, cultural
change etc.

and can also pass on simple technical skills, such as repairing

electric motors, agricultural skills, etc.

Many leadership courses such as

the S.P.C. Development Workers course and the Commonwealth Youth Programme
give participants a smattering of all of these but their background formal
schooling usually ensures that they are not as integrated as they would be in
the French-speaking countries.

Some of the non-governmental projects in

Micronesia, including PATS and the Belau Modekgnei Learning Centre, have made
conscious attempts to overcome both the division between manual and mental
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labour and that between the sciences and humanities.

7.1.8 The Nature of Leadership for Nonformal Education

A cursory glance at the history of most nonformal education projects in the
Pacific will reveal that those which are the most innovative have often been
initiated by particular charismatic or highly dedicated and visionary
individuals.

While these individuals usually contribute a great deal there

are sometimes problems when they leave if their ideas have not been
sufficiently well passed on to other people, and sufficient new leaders
identified and trained before the original leader leaves.

A common view among policy makers in the English-speaking countries of
this study is that teachers, facilitators, instructors, leaders (or whatever
they are called), require less training than teachers in the formal schooling
system, indeed some will even go so far as to argue that too much training
makes them too "formal" and academic to be good leaders.

As seen in section

7.1.2 this view has been rejected by C.E. Beeby. The case studies examined in
this research tend to confirm h is view that nonformal education practitioners,
while they need not necessarily have a high level of academic education, need
more and not less training than teachers in the formal system.

Unfortunately

there is not wide acceptance of Beeby's view that
it may well be that men and women with lesser qualifications
can carry out certain functions within a scheme of lifelong
education, for example, the teaching of routine trade skills or the
basics of literacy; only experience will tell the limits to which
they can go, aided perhaps by radio or correspondence courses.
But
the top and middle range people organizing nonformal education, and
those who have to adjust the programme to meet the special needs of
individual learners, will need a breadth of knowledge and experience
and a flexibility of mind that go far beyond the routine skills of
the ordinary teacher at stage III. It takes time to train such
people . (Beeby 1980: 462).

Unfortunately there seems to be a tendency to fall back on methods for
training the leadership of nonformal education that are similar to training
for the formal system, and to use similar selection criteria for candidates

-
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such that those selected for training are those who fail to qualify for
teacher training in the formal system.

As seen in sections 4.2.5 and 5.3,

this is a tendency in Fiji with both the Multicraft Centres and the Women's
Interest Office. One common criticism in respect of both these projects is
that older experienced people, not University Entrance level school leavers,
are needed for these positions.

It is interesting to note how few of the projects have, as an integral
part of the project, the training of leadership for it, and how even fewer of
the projects actually draw the candidates for leadership training from the
target group of people for whom the project is intended.

The Maisons

Familiales Rurales and the Y.M.C.A. Rural Work project are the main ones which
do this.

The Methodist Handcraft & Farming School at Delainavesi in Fiji has

also produced its own teachers from its students, but there is less likelihood
that this will happen regularly now since it has been incorporated in the
Ministry of Education's Multicraft program.

Graduates of Ponape Agriculture &

Trades School have returned to the school as teachers, but only after
attending college, usually in the USA for further formal education and teacher
training.

There is no necessary reason why nonformal education should recruit

its leadership from the target group, or former participants in the project,
but if it does not it often reinforces the attitude that nonformal education
is a second-rate form of schooling, which was not even good enough for the
leaders of the project, and it perpetuates dependence on other structures, and
often other ethnic groups or other classes to provide leadership.

The ALEPs

in New Caledonia are a classic case of this dependency; their survival (in
their current form) is dependent on the French remaining in New Caledonia,
which the Maisons Familiales Rurales are not.

It is also very useful for the morale and ambitions of the participants
to have among the leadership, some people who were at one time learners in the
project.

In addition to providing role models, these help guard against the

---~-
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phenomenon of "cooling out" discussed in section 7. 1.9. 1. In other words, if
there are no leaders in the project who come from a background and educational
achievement level similar to that of the participants it is more likely that
they will suffer from the reduced aspirations associated with "cooling out".

7.1.9 Nonformal Education and Attitude Change

A common justification for the establishment of many nonformal education
projects in rural areas, in particular those for young people, is to ensure
that the participants will retain attitudes conducive to staying in the rural
areas, that they will shun urban life, will not want consumer goods etc.

This

view is often put forward by people who are themselves urban dwellers,
recipients of high salaries and participants in urban consumerist popular
culture, drivers of fast cars etc.

Yet there seems to be no evidence that any

project of nonformal education, however well designed, can ever change
attitudes away from aspirations for these things.

What it could do, and this

is rare, would be to impart a greater respect for tradition and culture in the
village and at the same time enable a young person to have a much more
realistic appreciation of the relationship between urban and rural people in
the economy of the country.

It could enable the young people to arrive at an

appreciation of the disadvantages as well as the advantages of urban life and
thus entible them to make an informed choice about their lifestyle.

7.1.9.1 The "Cooling Out" Hypothesis In the Pacific

One particular hypothesis on nonformal education and attitude change which has
been the subject of some writing by nonformal education researchers is that of
the phenomenon of "cooling out".

"Cooling out" is a concept originated by

Erving Goffmann to refer to the lowering of levels of aspiration for upward
mobility by the provision of less demanding, but less high status,
alternatives (Goffman 1952). Bock & Papagiannis (1976: 26) and Marjorie
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Mbilinyi (1977: 500) have argued that nonformal education can have a cooling
out effect which is often desired by govenments who desire to lower the
aspirations of masses of students who have had them raised unrealistically by
an overacademic primary or secondary education, or even, in the case of
students who are academically qualified, to cut down the numbers of aspirants
to white collar jobs.

The late decolonization of the South Pacific has meant

that white collar jobs in administration, teaching, health and other fields
have been readily available to any citizens who could qualify for them as
positions were "localized" in the first decade after independence.

Even those

territories which have not yet decolonized (New Caledonia and the Trust
Territories) have experienced a job market situation similar to that in the
independent territories in which relatively well paid positions outnumber
qualified indigenous applicants.

Fiji appears to be on the verge of

experiencing unemployment among graduates, particularly among teacher
trainees.

The other countries of this study have not reached this stage

although there are increasing problems with employment for high school and
community college graduates with no professional or technical training.

Thus

"cooling out" has not generally, until now, been a major technique, policy or
"hidden curriculum" of nonformal education in the Pac ific although there is
the possibility that with increasing numbers of educated unemployed young
people entering the labour market governments could in the future look to
nonforrnal education to fulfil that function.
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7.2 FACTORS AFFECTING THE USE OF NONFORMAL EDUCATION AS AN ELEMENT IN
DEVELOPMENT STRATEGIES

7.2.1 Economics of Nonformal Education

One frequent justification for nonformal education is that it is more cost
effective than formal education aimed at the same target group.

While a

project such as Boys' Town in Fiji, whose mission is to train poor boys from
the rural areas for employment in the cash sector, could possibly

be

subjected to cost-benefit analysis, by calculating the costs o f all the
inputs, adding up the returns to the boys in terms of salaries, and
calculating a rate-of-return which could then be compared to that of a boys'
secondary school, the majority of non formal education projects in the Pacific
do not lend themselves to quantitative economic analysis.

Not only are inputs

into most nonformal education projects difficult to quantify, and outcomes
even more so, but it is often difficult to specify who pays those costs, and
how, in cash, in kind, in time or skills.

It might also be some time before

many of those benefits make themselves evident.

Thus it is clear that the

economics of nonformal education must be approached in some way other than the
traditional cost-benefit analysis.

Manzoor Ahmed has claimed that nonforrnal education is often able to
mobilize many resources in a community that would not be available to formal
educational enterprises.

He refers to household funds, private voluntary

funds and the labour to construct buildings, the time of teachers and learners
and physical equipment made by the learners themselves in the course of their
training (Ahmed 1975: 41). While it is true that each of these has been
mobilized by one or more of the projects looked at in this study, in the
Pacific it does not appear that this is restricted to nonformal education.

In
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Fiji, and some of the other Commonwealth countries in the Pacific, there is a
considerable tradition of mobilizing local resources, providing school
buildings and housing for teachers, and other forms of parental contribution
which are required, due to the shortage of funds for capital expenditures from
governments.

Where such contributions are required of parents, it is more

likely that they will make them to secure formal education and qualifications
for their children than for nonformal education, particularly if they perceive
such a sacrifice as leading to paid employment.

This does not mean that they

will not contribute towards a village fund-raising effort by a local youth or
women's club; which is very common In Fijian villages, but this is not likely
to be seen in educational terms.

In the cases of New Caledonia and Micronesia, where there is a history of
free education, and government scholarships for formal education, there is
more of an expectation that if people give their time for educational
projects, particularly if they have anything to do with the government, then
they should be paid for it.

In these circumstances, nonformal education is no

more cost-effective than formal education, indeed, it could well require more
capital resources in terms of equipment, as do the ALEPs in New Caledonia, and
in order to maintain a wide range of options larger numbers of instructors may
need to be employed.

Nonformal education in the Pacific thus cannot simply be regarded as a
low-cost solution to the problems of educational budgets.

It can be regarded

as a way of mobilizing financial and human resources for educational purposes
on a voluntary basis but contradictions often appear for example when a
project contains both a voluntary and a public service component e.g.
Soqosoqo Vakamarama and the Women's Interest Office in Fiji. public servants
will be paid for teaching exactly the same thing that volunteers are expected
to teach within their clubs for no renumeration.

On the other hand many

non formal education workers, including women's interest officers, are paid
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considerably less than a person with comparable skills and responsibilities in
the formal schooling system.

Not surprisingly then, some people see nonformal

education as a possible arena for exploitation.

This lower rate of

remuneration of non formal education professionals also contributes to their
lower status in societies where status is increasingly dependent on one's
earning power.

This contributes also to a downgrading, in the eyes of many,

of the importance of nonformal education, regardless of the skills and
experience of those professionals.

There is, of course, no simple solution to

this, except perhaps to point out that, like all organizations dedicated to
social change, nonformal education organizations find themselves in a
transitional zone between modes of production, and their practitioners are
often "marginal people" with a foot in two, often very different, worlds.

7.2.2 Governmental Arrangements for Managing or Funding Nonformal
Education

The three countries of this study all exhibit very different systems for
government funding of non-governmental nonformal education.

The system in

Fiji, particularly that associated with the Ministry of Youth & Sport, enables
the greatest freedom for the organisers of the particular project, although
the sums of money available are much lower than in New Caledonia or the US
Trust Territory. Many groups in New Caledonia which are running
nongovernmental nonforrnal education are wary of applying for funding from the
French Ministry of Education, the Vice Rectorat; some will try the Territorial
Assembly, or another Ministry, such as the Ministry of Agriculture in the case
of the Maisons Familiales Rurales. In Micronesia, as seen in section 6.3.2,
the issue of taking federal funding for educational projects is a lively one.
Its main opponents are some of the catholic missions, yet even they are
forced, through economic necessity, to go against their own policy.

While

this system will undoubtedly change with the move to free association on the
part of all the political entities in Micronesia, the influence of federal
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programs on education and welfare in Micronesia is so strong that it is
difficult to see where the impetus and ideas for a more appropriate system
will come from, the S.P.C. and the churches notwithstanding.

Government financing is something which non-governmental nonformal
education must come to terms with in all parts of the world.

As seen in

section 7.1.4, it is one of the predominant causes of subordination of mission
to form, yet without it, frequently there would be no project.

However good

the relations are between an organisation seeking funding and a government
department, misunderstandings will always occur.

For example difficulties are

often caused by government accounting requirements being too complex for the
financial skills of volunteer treasurers.

7.2.3 Nonformal Education and Overseas Aid

If government funding provides some problems for non-governmental providers of
nonformal education then overseas funding can complicate this even further.
In Chapter 4, the role of overseas funding agencies was noted in the case of
the Multicraft Centres in Fiji (funded by New Zealand government aid - section
4.2.5) and the Belau Modekgnei Learning Center (funded by the Janss Foundation
of California - 4.2.10). In section 7.1.4 it was noted that foreign aid was
one of the factors which could contribute towards the subordination of
"mission" to "form" in nonformal education projects.

In general nonformal

education is not a favoured area by overseas aid donors.

In the case of New

Caledonia and the US Trust Territory aid from countries other than the
colonial power is almost non-existent.

In the case of Fiji and other

independent countries in the Pacific most aid comes from Australia, New
Zealand, the United Kingdom, or the USA. All US aid in the region is
channelled through nongovernmental organizations, many of them American
Foundations, or the US Peace Corps. US government funding to a nonformal
education project on the island of Kandavu through the California-based Asia
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Foundation and the Fiji Methodist Church caused great controversy when it was
revealed that the project had been funded by the US Embassy without the
knowledge of the Fiji Ministry of Foreign Affairs (Fiji Times & Fiji Sun, 24
June - 3 July 1981).

In the case of Australian and New Zealand aid, which provides by far the
largest component of foreign aid in Fiji, the priority is for funding of
capital works.

As nonformal education is, by definition, a sector in which

recurrent costs are more significant than capital costs, it has not been an
area which has attracted much government aid.

The Australian Development

Assistance Bureau (A.D.A.B.), which handles all official Australian aid, has a
tendency to favour training courses being run in Australia, rather than
regionally or in-country.

In 1983 it funded a course for nonformal and adult

educators from Asia and the South Pacific run by the Australian National
University's Centre for Continuing Education. The course had been established
by funding from the Kellogg Foundation of Battle Creek, Michigan, and was
aimed at mid-career professionals in government and non-government nonformal
education.

It drew heavily on participants in the Asian and South Pacific

Bureau of Adult Education's network.

A.D.A.B. cut off its funding on the

grounds that the ' course was "insufficiently focussed", thus demonstrating that
its understanding of nonformal education was as a "sector" rather than as an
educati0nal technique or strategy.

7.2.4 The Role of Foreign Consultants

In recent years the presence of consultants in the South Pacific has increased
considerably, despite the fact that more Pacific islanders are now qualified
to do a good deal of the work done by them.

This is, of course, related to

the overall increase in aid from Australia, New Zealand, Britain and the USA,
as frequently the funding agencies stipulate that their nationals must be
involved as consultants in projects which are funded by these governments.

In
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Francophone countries such as New Caledonia the two words animateur and
technicien are used to refer to these people, they describe two quite
different roles of the consultant.

Most foreign consultants with assignments

in economic, technical or management fields do not regard themselves as
educators.

Nevertheless, as Harold Bergsma has pointed out,

these foreign consultants are educators all, in the sense that
they corne to impart information, share ideas and advise about ways
to improve various human systems. Technical assistance provided by
these expert consultants requires skills to communicate their expert
knowledge, but in addition to this there are many expectations
foreign countries consciously and unconsciously place on these
people. Knowledge of these expectations would enhance the
effectiveness and impact of these technical experts as agents for
change •••• There is a need for consultants to be aware and able to
be involved in less power-coercive roles and more roles one could
term mutual re-educative (Bergsma 1985: 89).

This view is highly applicable in the South Pacific. Often consultants spend
too little time In the country, spend too much of it in the capital, produce
reports which are not publicly available for discussion, and generally
contribute to the impression that their time is largely wasted.

A

consideration of those expatriates who have contributed most to the sucess of
nonformal education In the Pacific, such as Geoff Bamford, Denis Oliver, Jean
Delion, Father Hugh Costigan, etc.

will show that their manner of operating

differs widely from that of the average foreign consultant.

Clearly one of

the important aspects of the much-needed broadening of the concept of
nonforrnal education must be increasing awareness by consultants of the
educational dimension of their role.

7.2.5 Relationship between a Nonforrnal Education Project
and its Environment

Manzoor Ahmed is one of the few writers on nonformal education to emphasise
the quite crucial aspect of the social and political environment of nonforrnal
education as one of the determinants of success.
that

He makes the observation
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A country with a vision of its future, a sense of mission that
is shared by the people, a sincere and dedicated political
leadership, and a national commitment to a strategy and plan for
development is obviously in a strong position to launch large-scale
educational reforms and to mobilize the resources for this purpose.
Such an ideal climate exists nowhere, but to the extent a country
approximates this condition, it is likely to succeed in mobilizing
greater resoures for education •••• Complementary development
efforts in noneducational spheres reflect development goals and
priorities of the country and in turn create a demand for new
knowledge and skills, provide all kinds of personnel and facilities
for nonformal education, and lend purpose and relevance to the
specific educational activities •••• The rigid structure of formal
education allows little opportunities for use of unconventional
resources.
In contrast, the expansion of nonformal education can
spur greater contribution of all kinds of nonmarket resources (Ahmed
1975; 42).

This brings us to one of the major conclusions of this study, that nonformal
education can only be of use as a strategy in development if it is operating
in an environment which is conducive to a similar model of development.

While

this might seem an obvious conclusion it is surprising how many governments
make it appear that they are committed to nonformal education while at the
same time limiting it, restricting it to peripheral areas, and giving it a
lower status and less resources than formal education.

7.2.6 Relationship between Formal and Nonformal Education

In his lead paper at the Commonwealth Conference on Nonformal Education in New
Delhi in 1979 M.K. Bacchus of the West Indies asserted that
• unless there is massive structural transformation in the reward
system of these (developing country) societies nonformal education
will never be fully accepted by the general populace and will remain
no more than a peripheral activity in the field of education in
these countries (Bacchus 1979: 87).

In the absence of such restructuring, he argues, nonformal education will be
seen simply as a second-rate education, for those who cannot succeed in the
formal system, and one which does not lead to employment opportunities with
sufficient financial reward.

The key to this is, in his view, the reduction

of demand for costly formal education.

While many writers have recommended

the promotion of nonformal education as a means of reducing this demand,
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Bacchus claims this will not work, and that the only solution is to take steps
to reduce the income differential between those working in the subsistence and
cash sectors of the economy, i.e.
formal modes of education.

between those trained by nonformal and

This, Bacchus argues, can be done from both sides

of the gap, by increasing productivity in the subsistence sector and at the
same time by reducing the rate at which incomes in the modern sector rise, as
these have been rising fast in relation to and often at the expense of, the
traditional sector (Bacchus 1979: 90). The relationship between formal and
nonformal education is thus a crucial one in determining the likely success of
nonformal education projects.

Chapter 4 has a section on youth projects which

are seen as an alternative to formal schooling.

This section showed that

students often enter such projects because they see them as possibly a 'back
door' method of returning to the formal schooling system.

In many ways the

most successful were those which had no connection with the formal schooling
system or those in which the participants were already committed to farming
before undergoing their training.

The two projects in this section which are

most likely to be seen as a "second-rate" alternative to schooling, the
Multicraft Centres in Fiji and the ALEPs in New Caledonia, have severe
problems of legitimacy, regardless of the standard of teaching in them.

7.2.7 Education and Social Change: Dependent or Independent variable?

In section 1.4.2 the question of whether education could influence social
change was addressed.

At first glance it might not appear that any of the

projects of nonformal education examined in this study has had any great
impact on the direction or pace of change or development.

However, viewed

fran a long-term historical perspective, it is clear that certain types of
nonformal education have had a decisive influence.

In particular the early

form of training given to women, which socialized them into the female roles
favoured in the colonial metropolis (section 5.1), has had a deep and lasting
influence.

In Fiji these roles have become part of what is now regarded as
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Fijian tradition

Lasarusa Vusoniwailala (1985: 1) points out that embroidered

pillowcases - an educational legacy of Victorian England - are regarded as
items of traditional exchange in modern-day Fiji.

Nevertheless nonformal education does not always have the desired social
change outcomes.

The evidence produced by this study is really that only

under highly specific conditions can nonformal education be a motor force in
social change.

The two main ways in which it can be of influence seem to be

in its contribution to leadership at the local level, and in its support for
movements of social change.

Projects such as the Y.M.C.A. Rural Work project

and the Maisons Familiales Rurales have contributed to the development of
local leadership which is innovative and has led to local economic gains.

But

perhaps a more important and long-term method of influencing social change is
through their contribution to what Rolland Paulston refers to as social
movement education.

At present this is most obvious in the case of the

Masions Familiales Rurales in New Caledonia, but it will probably become even
more significant with the growth of the "peoples schools" run by the
independence movement itself.

Another conclusion is that organizers and promoters of nonformal
education need to be more realistic about the type and extent of social change
which they can expect from their project.

An analysis of the location of

•
their project in terms of modes of production could assist them to avoid
unrealistic expectations.

7.3 PARADIGMS OF DEVELOPMENT

It has been argued in this study that an analytical framework of development
which focuses on the articulation between different modes of production is a
useful one for .

examining the contribution of nonformal education to
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development.

For example it has enabled a historical analysis of the

chronological development of nonformal education projects in each of the three
countries from the point of view of the social and economic forces in
operation at the time, for example the impact of the rise and fall of the
"Nickel Boom" on the relative importance of capitalist and non-capitalist
modes of production in New Caledonia leading to conditions which were
favourable for the founding of the Maisons Familiales Rurales. The remarkable
persistence and continuity of projects devoted to the improvement of domestic
living in the rural subsistence sector can in part be attributed to the role
which that sector plays in keeping down the price of labour for the capitalist
sector.

Given this analysis, the likely limits within which social change or

development must take place can be ascertained and projects designed which do
not have unrealistic objectives.

7.3.1 Segregation of Formal and Nonformal Education in Different
Modes of Production

The economies of the Pacific, while predominantly capitalist, have, unlike
most other Third World regions, retained a relatively well developed
subsistence sector.

This has been distorted very much by industrialization in

New Caledonia and by the entry of large amounts of Federal funding in the US
Trust Ttrritory but it still contributes to the income or welfare of large
numbers of residents of these territories.

The schooling system has

traditionally been the means whereby indigenous members of the community have
qualified for employment in the cash sector, picking up not only knowledge and
skills but also work habits, punctuality, language etc.
the "modern world".

required for work in

Several of the projects looked at in this study also

perform this function: Boys' Town in Fiji, PATS in the Trust Territory, and
the

Centres de Formation Professionnelle Rapide in New Caledonia. From all

reports they do it better than most formal schools, i.e.

they have a higher

percentage of students entering the workforce successfully.

It is also worth
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noting that these are the projects with the most competitive entry, although
it is not based, as for formal schooling, on academic competition.

Another

project which directs people, in general, towards the capitalist sector, is
Ararnas Kapw in Ponape, but its target group is those who are perhaps
casualties of the conflict between the two modes of production and their
different value systems.

Most of the other projects looked at in this study

are, in fact, trying to teach participants to make a better life in the
subsistence or petty commodity sector of the economy.

One of the obstacles,

then, to better integration of formal and nonformal education projects in a
larger program of "lifelong education" seems to be that formal education is at
present geared to the needs of the capitalist sector while nonformal provision
concentrates itself, in the main, in the pre-capitalist sector with its
attendant low productivity and poor communications systems.

Success, in the

subsistence sector, often consists of getting out of that sector into the
capitalist world, with a small business or successful cash crop, thus removing
from the village entrepreneurial skills necessary for educational and other
community leadership.

7.3.2 Nonformal Education and Employment

Within the paradigm of class analysis, looked at from the point of view of the
articulation of different modes of production, the concept of employment has a
highly specific meaning.

As

Jo~~

Weeks has pointed out

The concept of "employment" (and thus unemployment) derives
from the context of a capitalist mode of production and cannot be
conceptualized independently of it. It is, therefore, coincident
with the stratification of society into classes, classes
differentiated by their relationship to means of production. To be
"out of employment", "without work", or "unemployed" means to be
denied as an individual access to the resources complementary to
hurnanlabour which are necessary to enable the gaining of a
livelihood. Before we can speak of "unemployment", one must specify
that a mechanism exists for restriction of access to non-human
resources. In a subsistence economy it is not possible to be
unemployed, because the social mechanism for systematically denying
resources to individuals or families does not exist - property is
not held in private ownership.
In subsistence societies the
exclusion of individuals' access to society's productive resources
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is an extreme act of discipline imposed in cases of severe
transgression of group mores, not a commonplace consequence of the
operation of the production system. Thus rural unemployment occurs
only in societies in which the capitalist mode of production has
established control. Only through private ownership of land can
part of the population (the "landless") be rendered unemployed
(Weeks 1973: 4-5).

In recent years there has come to be a belief that nonformal education can be
used to create rural employment or self-employment.

This view rests on the

assumption that the scarce resources are skills in production, management,
accounting, etc.
etc.

While some projects also include provision of tools, loans

to those who complete courses thus recognizing that the absence of these

is also often an obstacle to self-employment, it is rare that proper analysis
is carried out to identify market opportunities for sales of produce or of
services.

Thus it is common to see large numbers of youth groups all

producing the same thing, e.g.

chickens, only to find they cannot sell them

due to the competition from cheap imported frozen chickens from California, or
over-production on the local market.

The young people who attended training

courses, management and accountancy courses to learn how to produce the
chickens understandably become disillusioned as a result of an experience such
as this.

Even more disillusioned are those who have been persuaded to produce

their chickens using imported feed, without understanding the great risks
involved.

More time needs to be spent in examining the nature of economic

realities in the country, the differences between production in the
subsistence sector and capitalist production of the same products, how to
judge the worth of their own labour and how much they should expect to be
remunerated.

7.3.3 Gender and Modes of Production

As seen in section 5.1 the sexual division of labour in traditional Pacific
societies was considerably re-organized during the colonial period with the
assistance of training courses which downgraded women's role as producer.
preferential access of males to formal education and hence to jobs in the

The
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capitalist sector has led to a situation where female labour predominates
within the pre-capitalist mode of production while male labour is mainly
within the capitalist mode.

In families where this is the case, nonformal

education which enables an intensification of women's productivity within the
pre-capitalist sector, hence reducing the costs of reproduction of the
workforce, serves mainly to subsidize the employers of the male work force,
unless careful precautions are taken to ensure that this is not the case.
While there has been a new emphasis on "income-generating projects" for women,
these are often undertaken without due regard to the women gaining an adequate
financial reward for their labour, and without attention to the already large
work-load which women have in the subsistence economy and in domestic labour.

Nonformal education could be a very useful way of addressing some of
these issues.

One problem appears to be that those institutions which are now

being looked to for guidance in how to encourage women into new roles in
development are the very ones which have been responsible for getting them
into their current disadvantageous areas of specialization.
there are some organizations, such as the Y.W.C.A. in Fiji,

Nevertheless
the Maisons

Familiales Rurales in New Caledonia and a new regional course at the
University of the South Pacific's Rural Development Centre in Tonga (Fleming &
Tukuafu 1985), which are working to widen the opportunities of women and girls
in

nonf~rmal

education.

More general courses of nonformal education,

particularly in agriculture, need to be open to girls on the same basis as
boys.

For example women play an indispensable role in fishing in most Pacific

countries, yet their access to training, new technology and fisheries
extension services is almost nil (Schoeffel 1985: 156).

7.3.4 Can Nonformal Education Increase Productivity in the Subsistence
Sector?

One of the major justifications for encouraging people to remain in the
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subsistence sector is that great gains in productivity can be made (partly
because productivity is so low at present) through the application of better
farming methods which can be promoted through nonformal education.

The

evidence of this study shows that, while increases in productivity could
definitely be made in the subsistence agriculture sector of all of these
island countries, such increases will depend on much more than nonformal
education.

Indeed, with capitalist penetration of the pre-capitalist modes of

production proceeding at varying paces throughout the islands and promoting
either the dissolution of indigenous modes of production or their conservation
in a subordinated form, the historical evidence is that such increases in
productivity are highly unlikely except in isolated pockets.

This is not to

say that those who are denied other options, namely working in the capitalist
sector, should turn their back on subsistence production.

Indeed the

experience of the Pacific islands, more so than in other regions, has been
that the subsistence sector acts as a "shock-absorber" for those who for
various reasons find themselves expelled temporarily from the capitalist
sector.

There is no reason why life should not be made more pleasant, work

less time consuming and the products from this sector more varied and
plentiful, witp the assistance of nonformal education, particularly in times
when prices for selling goods are low.

7.3.5 Conclusions

This study of nonformal education in three countries of the South Pacific has
demonstrated that the term "nonformal education" is by no means used uniformly
in the region and that, partly due to its inherent definitional weaknesses,
its use has not necessarily assisted the popularization and effectiveness of
the sort of activity which its originators hoped to promote.

Nevertheless the

development of a typology and its use to identify various educational projects
led to the discovery of large numbers of nonformal education projects (too
many for detailed consideration in this thesis), some of which illustrate
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innovative approaches and all of which demonstrate some of the inherent
problems in attempting to bring nonformal education within a unified strategy
of social change.

The specific nature of development in each of the countries has
determined the way in which nonformal education has evolved.

Such evolution

also illustrates essential differences between British, French and American
modes of colonization and the role each saw for education.

The question which

arises now, in each of these countries, is to what extent these colonial
structures of education can be overcome by more appropriate ones which
represent an evolution of traditional cultural forms geared to the task of
social change.

Although nonformal education is intended to be flexible, geared to
specific target groups and learning tasks, its development in the South
Pacific is very much influenced by government requirements ln all countries.
This means it has come to be identified as a sector of the economy, a
sub-sector of the education system, rather than a technique or a strategy for
developing human resources and improving capacity for problem-solving in all
sectors.

In some respects nonformal education has developed in this way

because its practitioners are not always sure of the question to which it is
offered as an answer.

If they could be surer of the question, through more

careful economic, social and political analysis, then nonformal education
would be able to point more surely and directly towards an answer.
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