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Educational aid to developing countries has been a small but significant 
component of Australia's aid budget for some time. Much of this has been 
channelled to the South Pacific as Australia increasingly recognises its 
responsibilities to its regional neighbours and becomes aware of the 
growing importance of the region in strategic terms.1 The Jackson Report 
on Australian aid stressed the need to focus on the South Pacific area and 
recommended that "Australia should specialise in small island economies, 
establishing a data base for the region, with the specific object of 
improving economic planning".2 Motives for this emphasis can be seen as 
altruistic: "There is a danger that 'subsistence affluence' could become 
'subsistence poverty', at least in some of these island countries,"3 or self-
interest: "The economic prosperity and political stability of the region 
reflects Australian interests as well as those of the island states 
themselves."4 Or more blatantly: 

Successive Australian governments have seen the South Pacific region as 
having fundamental strategic and political importance to Australia. Above 
all, Australia wants a region which is independent, cohesive and free of 
superpower rivalries. Political and economic crises that destabilise the region 
would be most unfortunate.5 

Whatever the reason, the late 1970s and early 1980s saw increased 
educational aid activity in the South Pacific,6 the major recipients being 
Fiji, Tonga, Western Samoa, Kiribati, Tuvalu and Solomon Islands. No 
doubt the Kiribati fishing agreement with the USSR in 1985 and 
sympathetic attention to possible agreements by Vanuatu and Fiji in 1986 
will attract further attention from regional and world powers.7 

While the nature of educational aid can be (and has been) criticised as 
being 'diplomatic' in character and not always meeting the 'basic needs' 

* Based on a paper presented at the Fourteenth Annual Conference of the 
Australian and New Zealand Comparative and International Education Society, 
Queensland University, 1-5 December, 1986. 
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philosophy which is supposedly the basis of our overseas aid,8 there has 
been a wide range of programs which have attempted to meet a variety of 
political and educational aims. These range from Pacific students studying 
in Australia, to short courses provided in Australia and in-country, to 
direct capital aid, to technical and staffing assistance. Much of this has 
been directed to secondary and tertiary level education. Australian aid to 
the University of the South Pacific in Fiji has been a major part of the 
program, and various secondary and junior secondary curriculum 
development programs have benefited from Australian assistance. 
However, more attention in recent years has focused on primary level 
education and the long-term benefits that assistance at this level could 
provide, for example, the Macquarie University Tonga/Western Samoa 
project and the Salisbury CAE Kiribati project. In 1985 Christopher 
Colclough, Keith Lewin and John Oxenham9 (hereafter referred to as 
Colclough et al.) put the case for investment in primary schooling in 
developing countries and suggested some responses to needs at this level.10 

Using points raised in their article as a basis, this paper examines briefly the 
major problems of primary schooling in the South Pacific and aid 
responses to these, then suggests some shifts in aid priorities and the 
probable implications. 

Difficulties at the primary level in the South Pacific 

Colclough et al. divide difficulties into two specific types: a) deficiencies in 
the provision and utilisation of primary school places, and b) deficiencies 
in the quality of primary schooling. The first is not a major area of concern 
in the South Pacific, as in most countries there is virtually universal 
primary education." While there may be difficulties with regular 
attendance and wastage rates in some South Pacific countries, there is 
generally provision of primary school places for all who need them, and a 
great improvement in the percentage of trained primary teachers. 

South Pacific nations seem to have achieved some remarkable education 
progress in comparison with other Third World countries. The successful 
proselytisation of the island communities and other cultural and political 
factors have made some of these island nations achieve virtually 100% 
attendance at the primary level.... This is an achievement which no other Third 
World countries were able to reach, though the rhetoric of planning has aimed 
at such a goal.12 
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'Quality' deficiencies are stated by Colclough et al. as being caused 
particularly by "an interaction between inadequate supplies of good 
teaching materials and low calibre of inadequately motivated teaching 
staff'.13 They see difficulties in the areas of: 

(a) Resources 
(b) Staff calibre 
(c) Lack of rewards 
(d) Staff management and administration 
(e) Feedback 

Despite the lack of a definition of the term 'quality', the above are useful 
sub-headings under which to reflect on the South Pacific scene. It is to be 
stressed here that most schooling in the South Pacific is formal and 
Western in structure, often still using curricula and texts of the ex-colonial 
powers. Difficulties are to be judged in that context — other types of 
structures may have different types of problems. The other point to be 
stressed is the variety and range of cultures/peoples/ political structures in 
the South Pacific region which make it difficult to generalise about 
common problems. However, the fact that most are island states, recently 
independent and still economically (and some would argue culturally) 
dependent allows for some general comments to be made. 

a) Certainly the lack of resources in many South Pacific primary schools is 
a problem, particularly at village level. Lack of chairs, desks, writing 
paper, textbooks, etc., does create difficulties for the teacher and student. 
Colclough et al. comment on the iess common' phenomenon of 
books/kits, etc., being kept in locked storerooms and not being used. I too 
found evidence of this in the South Pacific. However, it is not just 
adequacy of resources that makes for a quality improvement, but 
confidence in the use of materials and in the teaching environment. There 
may be a need for teachers to be more innovative and use alternative 
resources. 

b) The statement that "the quality of primary school teachers is 
inadequate in many LDCs"14 is one that does not apply generally across 
the South Pacific, even if one could define what 'quality' school teachers 
were. Most South Pacific countries have achieved a primary teaching force 
that is fully localised and mostly trained, many in their own teacher-
training institutions. It is true that in many cases the teachers' own 
educational background may be limited, but this is changing rapidly as 
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more high school graduates enter the teaching service. Most countries run 
in-service schemes to upgrade local teachers with limited educational 
backgrounds. The difficulties in the South Pacific lie less with the quality 
of the teachers than with the support services and incentives to teachers. 

c) In smaller school systems with restricted funding, it is certainly true that 
opportunities for staff rewards are limited, often leading to high staff 
wastage rates and/or low staff morale. The role of headteacher may carry 
little extra incentive, and there may be virtually no hope of movement to 
senior positions. While increased pressures for more and better schooling 
often lead to greater responsibilities, no special responsibility posts may be 
available. Many younger, better educated teachers may feel frustrated at 
the lack of opportunities in the system. These limitations on career 
structures certainly do create problems for teachers in the South Pacific 
and are often reflected in classroom performance. 

d) The qualities of leadership and management are seen to be important 
factors in school operation, and it is true that the majority of headteachers 
in South Pacific schools receive little additional training in staff 
management and leadership skills, and do not have access to professional 
support. This may also be so for those in advisory positions. 

e) A valid criticism of the South Pacific is that primary teachers receive 
little feedback on their performance. Unfortunately performance is often 
measured by examination results or percentages of students going on to 
high schools, and the information is not analysed to provide for 
improvement of learning and teaching. In fact, such feedback tends to be 
judgemental in character, often leading to more pressures to formalise 
teaching, and placing restrictions on the curriculum. This has become a 
real problem in the senior primary classes of most South Pacific countries 
where selection to secondary level has become the dominating factor. 
Teacher stress is now an observed phenomenon in the teaching service. 

Where has educational aid been going in the South Pacific? 

Educational aid from various sources has attempted to cope with some of 
these primary-level problems. Programs for teachers have often been 
provided in-country to upgrade skills in teaching techniques and 
curriculum writing, such programs generally being organised and led by 
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expatriate experts from donor countries; teachers from various South 
Pacific countries have been funded to attend courses in institutions 
overseas, many in regional countries (e.g. Fiji or Papua New Guinea); 
assistance has been given to teacher-training institutions in the form of 
capital assistance for buildings, and for supplementation of salaries of 
overseas staff. Much funding has gone into the provision of materials, 
equipment, books, etc., for primary schools to ensure a basic minimum 
resource level. This assistance has been valuable in providing 
opportunities for teachers to improve their skills and in giving schools 
materials with which to work. However, there have also been criticisms 
directed at various aspects of aid assistance at primary level, even to the 
extent of suggesting that at times it has added to, rather than alleviated, 
some of the problems. 

Capital assistance 
Given that most primary-age children in the South Pacific have access to 
primary schooling, there is no need to build more and bigger schools to 
encourage access. The most common school is the village school, often 
built with local assistance and materials. As is suggested by Colclough et 
al., "such assistance runs the risk of over-design of school buildings, 
producing higher school costs than are either necessary or desirable " . " 
Community involvement in provision of local buildings is often a major 
part of developing community school interest, and in many cases the 
erection of permanent school classrooms is inordinately expensive and not 
really necessary given numbers and local environments - i.e. children who 
are used to sitting cross-legged on mats in the local meeting-house learning 
from their elders do not necessarily learn any better sitting in a closed 
classroom at a desk. Much capital assistance was provided at teacher-
training level when this was a priority area, but the immediate need for 
numbers of teachers has been met in most South Pacific countries. Indeed 
many countries are now faced with the seemingly perpetual problem of 
recurrent funding and maintenance costs. As educational budgets dwindle 
and pressures on the system increase, it becomes more and more difficult to 
repair, clean and maintain the often large and well-provided buildings 
erected through aid assistance. There have been cases of principals 
rejecting further capital assistance because their local maintenance budget 
was insufficient (e.g. at Tarawa Teachers' College, Kiribati, 1986). 

Colclough's contention that provision of capital assistance is best targeted 
at specific programs which work to correct particular anomalies such as 
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provision for toilet facilities or teacher housing is applicable to the South 
Pacific. 

Resource provision 
Aid here has often been invaluable, providing basic supplies of necessities 
such as pens, writing paper, library books, etc. Difficulties have occurred, 
not just in the provision of materials, but in local distribution and 
handling. The restrictions often placed on purchase and/or manufacture 
of materials have led to some debate. Generally materials are supplied 
from the donor countries, thus supporting home markets. Local 
production of some materials may be possible and could be encouraged, 
but this is not often the case. The South Pacific would seem to be a 
situation where regional co-operation should be encouraged and regional 
resources brought more into play. More attention also needs to be paid to 
local advice and the needs of the South Pacific area to ascertain usefulness 
of equipment and maintenance viability. Climatic factors, isolation, 
difficulties in obtaining spares, etc., can negate the point of supplying the 
materials in the first place. Typewriters rust, duplicating fluid evaporates, 
spirit duplicator masters dry out in the hot weather, batteries for projectors 
have to be replaced, etc. The development of teacher resource centres in 
some countries is a positive move, but pointless if the materials in these are 
wasted. A positive teacher attitude toward innovation is essential and it is 
assumed that teachers are motivated to make use of such resources, but for 
various reasons, be it training or lack of incentives, this may not always be 
the case. 

Assistance to staff 
Much discussion has taken place over whether in-country courses are 
preferable to bringing teachers to donor countries for training. The choice 
will depend to a large extent on whether the particular expertise is available 
and what skills are necessary. However, more thought needs to be given to 
cultural considerations and whether these will play any part in deciding the 
preferable course. While many Pacific Islanders will willingly share 
information with others and therefore act as catalysts/primers for their 
teaching colleagues, in some societies knowledge and skills are seen as 
private or clan/family possessions and therefore teachers may not really 
share their acquired skills with colleagues. This is not to say, of course, 
that they may not personally be better teachers for their experience, but 
they may not fill the roles anticipated for them in the overall scheme. 
Again, regional development would seem to be a key factor here, and 
where courses and skills are available in other regional countries it would 
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seem desirable that these be shared. 

There has been much more movement in this direction in recent years,16 

but more could be done, even though it may mean commiting funds 
outside the donor country.17 In-country workshops run by outside 
'experts' still have a place where particular programs are being run and 
specific targets have been approved by the host country. Again, there 
would seem to be a case for much more regional co-operation here; 
valuable curriculum work, for example, has been done in many South 
Pacific countries and the skills obtained by regional educators could be 
used to advantage, with the assistance of aid funds. Third country 
training, where relevant, is a distinct possibility here. 

A shift in priorities 

Colclough et al. make the point that the problem is how best to help 
upgrade a system which mainly requires recurrent support18 and this paper 
suggests some priorities at this level of funding. They also point out that 
many initiatives rely upon policy reform within the countries themselves, 
but that there are areas where aid funds can help, and they suggest the 
following areas for increased priorities in recurrent aid. 

(a) Recurrent support 
teaching materials/textbooks 
assistance to curriculum development units in preparation of 
materials/texts 
salary support in certain areas (e.g. incentives, responsibility 
posts, etc.) 
specific assistance to encourage utilisation of school facilities 

(b) Technical assistance 
upgrading of skills ('teaching development officers') 
summer courses 
education policy development 

Many of these are applicable to the South Pacific area, and Australian 
educational aid officials should take note of these in deciding priorities. 

Recurrent support 
Certainly it is true that lack of textbooks is still a major problem in many 
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South Pacific primary schools, along with the difficulty of translating or 
writing books in the various vernaculars. The concern in the South Pacific 
area is also that these texts be suitable; material based on the culture of the 
donor country is not always relevant. It is often to books of this nature that 
teachers have recourse. It can be argued that teachers can adapt and 
provide local examples, and this is true. However, given the limitations on 
teachers' time and the difficulties (elaborated on elsewhere) with lack of 
incentives, this is not really feasible. It is far better to provide assistance in 
encouraging local curriculum centres to prepare texts and teacher 
handbooks and also to assist with production costs either locally or 
regionally. Assistance with distribution costs would also be helpful here. 
It is interesting to note that the Jackson Report suggested one of the 
considerations in "training inputs" should be "curriculum development, 
as far as possible on a regional basis".19 Comments have been made above 
on the need for more funding to be directed to maintenance costs and 
provision of software, etc., to maintain ongoing programs. One also has to 
ask if the paraphernalia of the Western classroom is essential for a more 
localised village schooling — different styles of teaching and curricula may 
rely less on chalk, blackboards, books and desks. 

The question of salary support for teachers is debatable and generally 
would not be applicable. However, given the problems in career structures 
and lack of incentives for so many younger teachers, there are grounds for 
consideration of selective assistance to provide such incentives, e.g. where 
teachers in village schools may have to look after resource centres, carry 
extra roles with in-service training or serve in outlying areas. This would 
have to be very carefully examined in each country as such a scheme could 
impact on the differing patterns of social relationships and authority 
structures. However, salary incentives attached to specific posts could 
provide incentives and act as a stimulus to more educational innovation. 

The use of aid funds to encourage participation in schooling is not really 
applicable in the South Pacific. Generally parents see the 'cargo' of formal 
schooling as enough incentive. Certainly where real geographic difficulties 
exist, aid funds could have a role, e.g. in travel assistance for children, 
funding of schools' radio, etc. What might be more relevant here 
(although outside the scope of this article, and not mentioned by 
Colclough et al.) is the need to encourage parents to send children to 
schools of a non-formal nature, e.g. work projects in villages linked to non-
formal schooling. Where these have been set up in the South Pacific, 
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generally at the upper primary/junior secondary level, they have not 
proved attractive to parents and students, and aid assistance could be of 
value here. 

Technical assistance 
The emphasis on the upgrading of skills should be a key one in the 
educational aid program to the South Pacific. There are many teachers in 
the field who have the backgrounds necessary to cope with the classroom, 
but have difficulty in keeping in touch with developments in particular 
areas and may not have the skills or confidence to cope with all areas 
equally. Young teachers in outlying schools may need encouragement and 
advice as to how to cope with lack of materials and to use a variety of 
teaching methods. The area of in-servicing thus becomes a key one, both 
in-school and through short courses. 'Summer schools' in various subject 
areas are valuable, both in terms of enhancing classroom method and 
curriculum writing. Various courses operating in the South Pacific 
organised by the University of the South Pacific and some Australian 
educational institutions have proved quite successful and support for these 
should continue. These may or may not need external course organisers, 
but a cadre of local advisers would be most useful in continuing as leaders. 
Such courses may be aimed at specific targets (e.g. rewriting a junior 
primary language syllabus or preparing teacher handbooks) or along the 
lines of sharing classroom experiences or methods. 

Much work done with teachers in short courses is lost unless followed up, 
particularly when written curriculum material has been prepared. There is 
a danger of much good curriculum writing done by South Pacific CDUs 
being wasted because funds are not available to prepare trial materials, test 
them thoroughly, check and rewrite, and then distribute materials. What 
is seen as the end of a project (i.e. written handbooks) may well be only the 
start of a proven educational process that will falter for lack of funds (and 
the blame then laid on local inefficiencies). School-based advisory work 
thus becomes a key area. Any in-service course, be it a summer school, 
upgrading college work or an overseas extended course, is by its very 
nature artificial. 

Teachers, particularly the younger teachers new in the field, always want to 
see how their own children in their own classrooms respond to new 
methods, curricula and materials. This requires a group of trained 
advisors, working with or through teachers' colleges or CDUs, who have 

34 



time and funds to travel and work with teachers in schools. The geography 
of the South Pacific means that such work can be expensive and time-
consuming and local education budgets tend to be cut back in the more 
easily expendable areas of curriculum work and in-servicing. Here would 
seem to be a prime target for aid funds, and one which really can be seen to 
have a 'pump-priming' effect. Such an emphasis should also include 
extensive work with key people in the system, i.e. the headteachers. 
Whether their work is seen as mainly educational or administrative in 
character, their unique role needs recognising. They work frequently in 
small isolated schools often with young inexperienced staff who feel 
professionally isolated, and they take on important community 
responsibilities. The small school head has such a range of duties that the 
in-service component often falls by the wayside and unless the head is 
released from duties, this may be best handled by a specialist outside 
group. However, this depends on local circumstances — certainly heads 
should be regularly involved with their own development, through 
coursework, sharing information, etc. 

The suggestion by Colclough et al. of recruiting "teaching development 
officers" with particular subject responsibilities from "the pool of 
employed, unemployed or retired teachers in the industrialised 
countries"20 is not supported here for a number of social, cultural and 
political reasons.21 Funds would be better directed to using local teachers 
in these roles — in many South Pacific countries, teachers' colleges are 
cutting back on staff and intakes because there is seen to be enough 
primary teachers (and a lack of funding). It would be better to use such 
experience in the colleges in school-based in-servicing, or continue to 
recruit and train new teachers and release experienced staff for such work, 
maybe in conjunction with external educational advisers. This could be 
linked to development and expansion of the advisory sectors already in 
existence in most South Pacific education departments which along with 
the curriculum sections are often badly understaffed.22 The advisory 
sector is anether key target for aid assistance. 

The final area suggested by Colclough et al. as a priority is that of 
educational policy development. There is indeed a lack of general 
planning skills and specialist skills, not only in curriculum development 
but in the examination and assessment areas. They feel that "the place
ment of competent expatriates in these areas of work will remain an 
important part of technical assistance policy for some years to come".23 
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This is less true of the Pacific, where many younger local graduates are 
filling senior planning and policy development positions. Certainly there 
is a continuing need for assistance where gaps in this area are apparent, and 
the work of the South Pacific Board for Educational Assessment in 
assisting with examination and assessment work is acknowledged. 
Assistance here would be better spent in preparing locals to gain skills than 
by providing expatriates on short-term posts to fill temporary gaps — 
these provide another set of problems all of their own. Regional experience 
in these areas is growing, and regional co-operation should continue to be 
encouraged. 

The other area suggested for priority, referred to in passing above, is that 
of experimentation in more localised or'alternative' programs. There may 
not be a great call for this at primary level — usually it is at the lower 
secondary level where pressures have come to find some alternatives to 
academic schooling. Nevertheless pressures for high school entrance have 
led to increased 'academising' of upper primary education in many 
countries, and any moves toward encouraging the broadening of curricula 
should be assisted. This can, of course, only follow overtures from the 
countries themselves, but could be given priority and assistance along with 
the more traditional areas.24 

Difficulties with aid to priority areas 

The major areas suggested for education aid priorities in the South Pacific 
region are mainly recurrent in nature, and some of them already receive 
attention. Where this is the case, it is argued that there should be greater 
flexibility in organising/running programs. 

(a) Assistance with preparation and production/distribution of local 
curriculum materials. 

(b) Selective assistance to provide incentives for specific teaching/ 
administrative posts of responsibility. 

(c) Training and support for local educational advisers in specific 
subject areas. 

(d) Continued training of local staff involved in policy development, 
curriculum development and assessment. 

(e) Support for development of non-traditional, non-formal 
education. 
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(f) Wherever possible, using regional facilities for production and 
purchase of materials, and training of staff. 

There are a number of reasons why aid agencies might not see these areas 
as priorities. Aid agencies can only respond to requests from particular 
countries, and requests may be for books and materials or for teachers' 
courses in the host countries. However, priorities can be made known, and 
the countries concerned would be eager to see more funds allocated to 
recurrent funding, particularly to maintenance budgets. One problem 
with allocating more aid to these areas would be that most funding would 
be committed outside the donor country. Fewer Australian firms would 
get contracts to supply printing machines, paper and textbooks to South 
Pacific schools; more money would go to preparation of local materials, 
and regional printers (and publishers) would be given more work even if it 
were costly; fewer expatriates would be spending time on supplemented 
salaries in advisory positions, and perhaps fewer Pacific Islanders would 
be flying QANTAS to Australia for training. This of course, should not be 
a great worry — after all, aid, particularly educational aid, has only 
altruistic motives, hasn't it? We have surely come some distance since the 
then Minister of Foreign Affairs, Mr. Andrew Peacock, stated in 1976 that 
"... in helping poor countries we are to some extent helping ourselves".25 

Perhaps any optimism might be dashed by the comment in the Jackson 
Report under the heading of 'Trade and Aid', that: 

Australian business already benefits considerably from the Australian aid 
program. The value of the program to commercial interests can only be 
extended by careful selection and design pf aid to emphasise areas where 
Australia can compete if at the same time Australian taxpayers and recipient 
countries are to get their money's worth. Such selection and design will require 
a more professional and sophisticated aid administration.26 

Such a statement immediately raises other difficulties with extending aid 
funds to the areas mentioned. It is unavoidable that the donors (i.e. the 
Australian taxpayers) need to see where and how funds are allocated, 
particularly in this day and age of financial accountability. Whether they 
"get their money's worth" is a most difficult thing to ascertain, however, 
depending on many subjective criteria. 

It is difficult in many of the areas suggested above to see tangible evidence 
of aid expenditure. Certainly one can see and check the production of 
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local teacher handbooks, or count the number of planners 'on-course', but 
it is less easy to justify an incentives program for teachers with extra 
responsibilities, or airfares for teachers' college staff to conduct in-service 
programs on outer islands. Nevertheless, many programs do commit 
funds to such areas as in-servicing without asking for quantitative 
evaluation (and who determines qualitative changes in these areas?) and 
this should be extended. 

A continuing problem, and a difficult one to solve, is that of the account
ability of local administrators/educators. Many educational aid programs 
are fixed-period, with funding being carefully costed and controlled by the 
donor. The types of priorities suggested above could involve far more 
flexibility and control at a local level, e.g. a schools-based in-service budget 
line controlled by the local education department or teachers' college, 
which could be adapted to meet changing needs or situations. This would 
involve questions of local accountability. What we would see as wastage in 
our systems may be part of local circumstances seen by those involved as 
unfortunate but unavoidable. If local flights are rescheduled, and an in-
service team has to stay three extra days, there are costs involved, but if 
such a program were written off as not cost-effective, this and most South 
Pacific aid programs would cease. There has to be a tolerance factor built 
into any evaluation of such programs in the South Pacific. 

There also has to be acceptance of more flexibility in allocation of aid 
funds. South Pacific countries vary a great deal in local conditions and 
needs, and it may be that this calls for more immediate responses. 
Equipment does break down, materials may need to be redistributed, staff 
may need to be re-routed or transferred, and extra supplies may need to be 
sent to a remote school to allow particular teachers to continue certain 
programs. The Jackson Report suggests that: 

... the South Pacific would benefit greatly from substantial increases in the 
Head of Mission Discretionary Aid Fund (HOMDAF). Discretionary aid is 
effective in these countries, and it could be used to extend the scope of aid to 
remote villages and areas where larger scale project aid has had little impact.27 

While this again may provide difficulties for aid administrators,28 it 
certainly would enhance the application of aid funds to meet local 
variances, and may ultimately improve the worth of the total education 
package, even if it does not meet the standard criteria for cost-
effectiveness. 
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Conclusion 

Educational aid to the South Pacific has been accused of being paternal
istic and oriented to the maintenance of the ex-colonial formal school 
systems. This is generally true, not least because this is what the South 
Pacific countries have requested. In many cases improving the quality of 
schooling through aid funds meant simply improving the effectiveness of 
sorting out the academic sheep from the non-academic goats. The 
extension of Australian aid funds to assist at primary school level and the 
increase in funds to curriculum areas provided an opportunity for local 
educators to work towards some breadth in their school systems. Most 
South Pacific countries have now come to uneasy compromises between 
educating their academic elites and providing some broader alternatives 
for the majority of students. A re-focusing of aid along the lines suggested 
above will not magically provide solutions to the dilemmas of 
diversification,29 nor will it answer criticisms that aid of any sort is 
paternalistic and promotes dependence. Hopefully however, it may allow 
teachers to enhance their 'classroom effectiveness'30 while at the same time 
allowing for more attention to localised curriculum and some support for 
programs which might provide a wider range of educational opportunities. 
Surely these are sufficiently altruistic aims for any educational aid 
program? 

Notes 

1. The South Pacific region refers to those independent and self-governing 
countries of Micronesia, Melanesia and Polynesia, excluding Papua New 
Guinea and the American and French Territories. In educational terms, 
these are the countries in the University of the South Pacific region, namely 
the Cook Islands, Fiji, Kiribati, Nauru, Niue, Solomon Islands, Tonga, 
Tuvalu, Western Samoa and Vanuatu. 
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7. Following the Kiribati agreement, the US Agency for International 

Development offered to assist with the development of the Kiribati domestic 
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tuna industry, and the United States also offered non-governmental 
assistance, such as an offer of US$453,000 through the Save the Children 
Foundation. Australia also proposed to increase development assistance to 
Kiribati, while New Zealand offered to double its aid and enter a long-term 
agreement for technical assistance (Pacific Islands Monthly, August 1986, p. 
27). New Zealand is also looking to enhance its contacts with Tuvalu. 

8. Lee, Op. Cit., p. 193. 
9. C. Colclough, K. Lewin and J. Oxenham, 'Donor Agency Support for 

Primary Education: Strategies Recotisidered,' International Journal of 
Educational Development, 5, 4, 1985, 295-306. 

10. While the writer agrees generally with such an emphasis, it is noted that the 
arguments are based on an assumption that formal Western-style schooling 
is the norm and will continue to be so, and that this is the basis for long-term 
economic growth. Little attention is paid to the role of primary schools as 
providing a more general social education, or to their possible role in a more 
locally relevant or more alternative education. 

11. For example, 97.8% of 6-11 year old children attend primary school in Fiji, 
Ministry of Education Report, 1984. For further details of schooling in the 
South Pacific, see R. Thomas and T. Postlethwaite, Schooling in the Pacific 
Islands, Oxford, 1984. 

12. P. Udagama, 'Education and Employment', Directions (newsletter of the 
Institute of Education at the University of the South Pacific), 3, 1979, p. 14. 

13. Colclough et al., Op. Cit., p. 297. (A reference to the African situation, but 
also applicable to the South Pacific.) 

14. Ibid., p. 298. 
15. Ibid., p. 301. 
16. The practice of sending Gilbertese/I-Kiribati teachers to do Diplomas of 

Education at Scottish universities (arriving in the middle of a Scottish 
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