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Like the term culture, curriculum can be viewed either as something closed 
and static or as something that is open-ended and dynamic. I prefer the latter 
view, for I believe it aptly captures the complexity and challenge that the 
term poses to teachers as well as curriculum developers - the two groups 
directly involved in national curriculum in Fiji. I do not therefore believe 
that much can be gained by taking extreme positions in curriculum matters. 
Neither the stance that the 'curriculum is in order', nor that it requires 
complete overhaul may stand under close scrutiny. The reality is more likely 
to reflect the need for continual attention at both the policy and the practical 
levels. And that requires professional collaboration between teachers and 
policy makers. 

In this address, I have chosen to highlight the nature of primary education 
and curriculum first and then suggest that in all curriculum matters we need 
to cherish excellence, creativity and multiculturalism. In terms of values in 
primary curriculum, I suggest we seriously consider the implications of 
multiculturalism. I propose to show how values based on our understanding 
of teaching and learning, childhood, culture and knowledge (and other related 
areas) are all linked to the quality of primary multiculturalism. While it is 
not easy to assess the quality of primary education (Baba, 1985), we can at 
least begin by asking relevant questions, such as: 

Does it cater for children's personal development and promote such qualities 
as inquiry and creativity? 

Does it promote excellence in basic skills of numeracy and literacy? 

Does it reflect a deep understanding of, and respect for, the multiculturalism 
that characterises our society? 
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And, does it possess the capacity for developing social skills, understanding 
and values in children that are in harmony with the nature of Fiji's multi
cultural society? 

I feel that these questions will in turn inspire one to consider such aspects as 
school administration, curriculum, classroom teaching, school culture and 
ethos, and other 'extra-curricula' activities. While daily commitments may 
pre-occupy teachers with these aspects separately, there is a need to remain 
self reflective about the overall objectives of primary education. 

The nature of primary education 

The nature of primary education is often captured in such slogans as 'laying 
the foundation', 'educating the whole child' and 'education for growth'. 
Unlike its counterpart, secondary education, it does not normally attract such 
calls as educating for 'gainful employment', for 'national development' or for 
'effective citizenship'. Primary education is generally seen as a necessary 
first level of formal schooling but one that is fairly unproblematic. The 
levels higher up, however, are seen not only as necessary but also as more 
demanding and significant for all concerned and therefore requiring more 
attention and resources. This kind of portrayal is rather unfortunate, for it 
leads to the 'Cinderella treatment' of primary education which is not 
uncommon worldwide. The seemingly unproblematic nature of primary 
education can make us complacent. We need to guard against this. It can 
easily dampen the professional need to continually monitor the key 
parameters of classroom teaching, namely curriculum, assessment and 
pedagogy. 

In this regard, primary education poses challenges that demand due attention 
from all concerned as these challenges have serious long-term consequences. 
One such challenge is highlighted by the theme of your conference: 'Value 
Systems in Primary Curriculum'. Another, is the issue of enhancing 
children's levels of achievement in numeracy and literacy. A recent study of 
Pacific Islands Literacy Levels (Withers, 1991: 8) for example, pointed out 
that 'at the individual student level, the data suggests that there is rarely a 
class group which does not contain some individuals whose abilities in 
English, a vernacular, or numeracy are seriously deficient at the basic level 
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tested in this study'. Similarly, there is the challenge of putting the primary 
examinations in their 'proper place'. For, despite attempts by the authorities 
to play down the pass/fail feature of the Fiji Intermediate Examination and 
the Fiji Eighth Year Examination (FEYE), the strong influence of 
examinations on primary education is far from being reduced. 

As I am talking to head teachers, I need not labour the point that primary 
education must be seen first and foremost as educationally significant on its 
own and not necessarily because it is a preparatory stage for secondary 
education. I realise the importance of preparing primary children for 
effective participation at the secondary level, but let us not forget that this 
stage of childhood has its own challenges and rewards that need to be given 
priority - primary children should be given full opportunity to discover and 
enjoy their intellectual and affective powers at their present stage of 
development. Secondly, that given the significance of primary education in 
every child's intellectual, emotional, social and cultural development, it 
deserves the best treatment a nation can possibly provide in terms of policy 
and resources. 

Primary schools in Fiji today continue to reflect the ideologies they inherited 
from the colonial days. A glimpse of the impact of the child-centred teaching 
introduced to the nation in the sixties in the form of 'infant teaching 
methods' and the strong legacy of an academic orientation of the early 
government schools, can be derived from the following comments from a 
head teacher in a local country school: 

The beginning of the year is a busy time. Actually I start in the 
holidays, I mean, looking at the staffing. I check the mail, keep in 
touch with the Manager, visit the Education Office, all that to keep 
track of staffing. I really try to see that I don't just get eleven or 
twelve teachers but of the right type. I mean teachers of different 
classes, who can teach classes like one and two and some who can 
handle the exam classes. I believe that not all teachers can teach 
the infants and if you leave staffing only to the Education Office, 
you may get good teachers but there could be real problem if you 
don't get good infant teachers and exam class teachers. So I keep an 
eye on these things. 
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Allocation of classes is done at the first staff meeting in the first 
term. I don't rush into it. First I talk to the new teachers, a friendly 
chit-chat that also gives me a chance to find out about that teacher's 
interests, the classes he or she has taught, and then I decide what 
class to allocate. Take this year as an example. With Mrs K, the 
most experienced infant teacher in the school, she got Class 1, Mrs 
M trained for the lower classes, got Class 2. The priority was Class 
8. So Mr C, who has already taught in a junior secondary school, 
has good qualifications and is willing to work extra hours, takes 
Class 8. Next, I picked the Class 7 teacher, again on his Form 7 
qualification, and the two Class 6 teachers, Mrs C and Mrs N, had 
already taught the Intermediate classes last year successfully. The 
other classes can be taught by any teacher. I can use teacher 
trainees, new teachers from the college in any other class - three, 
four or five. 

The other thing was to distribute children to classes and units. I had 
to break a large class to make two units of reasonable size. 

(Field Notes, 1991) 

The 'primariness' of our schools in essence derives from three identifiable 
ideologies: the child-centred ideology which continues to influence the way 
Classes 1 and 2 are organised and taught, the elementary school ideology, 
which promotes the 3 Rs, characterises the middle primary classes; and the 
classic academic ideology that continues to influence the teaching and 
learning in the examination classes. Inherent in the ideology of child-centred 
teaching are the notions of activity, curiosity, creativity and respect for 
children's experiences and personal knowledge. These are seen as positive 
attributes in the beginning classes. However, as we move higher, more and 
more emphasis is placed on the order and transmission of knowledge, 
academic achievement and external examinations. We need to see the tension 
here between the values we derive from our understanding of childhood, the 
nature of knowledge and how children learn, and our actual practice. There 
is, for example, the obvious celebration of children's ability to contribute to 
their learning and a respect for their experiences and knowledge as they enter 
the school, but this is not so after they have been taught for a while. Why 
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this change? Why the increasing rigidity in our approaches to teaching as we 
move up the primary classes? 

The nature of primary curriculum 

The nature of the primary curriculum as reflected in the materials developed 
and prescribed by the CDU reinforces the three ideologies and the related 
modes of teaching. The materials are detailed and prescriptive and generally 
require faithful implementation to derive the stated benefits. The end result is 
strongly influenced by the professional competence of curriculum developers 
and teachers alike. Such competence would reflect a sound understanding of 
children (their needs, development and characteristics), of curriculum (overt 
and hidden), of pedagogy (as a moral craft demanding ethical considerations), 
and above all, of school culture and its relationship to the wider culture of the 
community in general. In a centralised curriculum system, it is the 
curriculum developers who form the vital link between the teachers and the 
policy-makers. It is at this super-ordinate level that issues of over-arching 
values of primary curriculum need to be attended to first, in close 
collaboration with teachers. 

This raises a key issue of the involvement of teachers and professional 
teacher organisations in curriculum planning. That teachers should have a 
say is unquestionable. However, one needs to ask whether the present 
mechanism of subject work groups is really effective. You may like to think 
about the alternatives if you feel strongly about teacher participation in 
curriculum planning and development. Incidentally, it needs to be noted that 
where teachers are not involved in curriculum planning at all, there is always 
a danger of diminishing enthusiasm and commitment on their part. The long-
term aim of central curriculum units should be to equip all teachers with 
curriculum skills so that they effectively adapt the prescribed materials to suit 
the local contexts and eventually move towards a more school-based form of 
curriculum development. In this context, the CDU will continue to play a 
vital role in equipping teachers with curriculum skills and in providing them 
with the essential resources to stimulate adaptation at the school level. It 
seems reasonable that when individuals cease to plan and control a large 
portion of their own work, the skills required for doing these tasks self-
reflectively and well, atrophy or are forgotten. We need to develop 
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professional teachers who care for what they do and why they do it, and not 
'alienated executors of someone else's plans' (Apple, 1986: 180). 

However, the concept of curriculum need not be restricted to the curriculum 
materials developed at the CDU. That would be a fairly narrow and 
restrictive definition. We can view curriculum in a number of different ways: 

1. the curriculum materials developed by the CDU 

2. the curriculum-in-action in classrooms, and 

3. the curriculum-in-action in classrooms plus all the other learning that 
takes place as a result of implementing the prescribed curriculum, or 
which is promoted by the school through its values, culture and ethos. 

It is the last description that would seem to capture the classroom reality best. 
At the classroom level, curriculum becomes a situational event and is affected 
by the social, cultural, political, emotional and ideological aspects that may 
be influential in a particular context. In other words, the impact of a 
curriculum very much depends on the combined results of the overt and the 
'hidden' curriculum. In a very stimulating lecture at the University of the 
South Pacific, Professor Jenkins (1993) likened the inter-play between the 
formal (overt) curriculum and the hidden curriculum to a wrestling match in 
which a powerful giant faces considerable difficulty in fighting the 'invisible' 
opponent which is hiding under the seats. The giant symbolises the formal 
curriculum and the invisible enemy 'lurking under the desks', the hidden 
curriculum. This type of tussle I believe would be a daily occurrence in 
schools where there is a conflict between the values that are incorporated into 
the formal curriculum and the values that comprise the children's cultural 
capital or the school's ethos. 

The above discussion illustrates the point that the values that finally emerge 
in our classrooms are derived from multiple sources: formal curriculum, home 
culture of students and the school's hidden curriculum. 
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Multiculturalism - a guiding value 

I allude to multiculturalism as a distinctive characteristic of our plural 
society. Fiji has a history of pluralism and is evolving within this 
framework. Its experience with pluralism can best be seen as fairly 
variegated, with a few unattractive spots. We have witnessed steady progress 
towards multiculturalism at the grass roots level, but have also witnessed 
frustration in the political arena. Nevertheless, it is imperative that we begin 
to fully address this aspect in the formal education system. It is for this 
reason that I suggest, that along with striving for excellence in intellectual 
efforts in the classrooms, we need to assess whether multiculturalism can 
possibly provide a framework for locating social and cultural values that we 
feel crucial for our schools. While multiculturalism and its offshoots -
multicultural education and cross-cultural studies have featured from time to 
time in our political and educational discourse, I believe we need to explore 
further in theoretical terms the significance of these concepts in the context of 
Fiji's multicultural society. 

We can, for a start, move towards a more 'culture-sensitive' model of 
curriculum development (Thaman, 1990: 85) which would require the 
developers to sharpen their process of cultural analysis (Lawton, 1981: 37) at 
the planning stage. This process would involve an examination of a society's 
culture, language, technology, knowledge, beliefs and values. Cultural 
analysis of the type suggested by Lawton can enhance the development of 
specific courses such as social studies and expressive arts. Thaman (1990) 
translates the ideas of Lawton into the following basic questions with regard 
to social studies curriculum development: 

1. What are the underlying values of the curriculum that is proposed, and 
do they agree with the prevailing values of the society? 

2. What role does the language of the curriculum play in the school where 
English predominates as the language of instruction, at least in theory, 
while the language of the home and of socialisation, in most cases, is 
different? 
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3. What important knowledge, skills and values are contained in a 
curriculum of social education? 

Thaman (1990: 87) further comments: 

In multicultural situations, such as the one existing in Fiji for 
example, the same kind of cultural analysis would seem beneficial. 
Curriculum planners would at least have an opportunity to decide 
which common values ought to feature in the curriculum, and if it is 
decided that mutual respect and understanding is valued, then the 
content and strategies of the curriculum ought to reflect this. 

The debate on multicultural education overseas is quite enlightening and 
relevant for us as it brings out the stated advantages of pursuing multi
cultural education as well as its limitations. Multicultural education normally 
comprises special programmes and curriculum materials in social studies and 
related subjects on cultural aspects of different communities. It also includes 
suggestions on making structural changes in school organisation, such as 
allowing for special days to observe cultural events etc. It also calls for a 
change in the 'philosophy' and goals of schools which are multi-cultural. 
The advocates usually relish listing perceived limitations of monocultural 
education, pointing out that such education 

1. is unlikely to awaken the curiosity of a child about other societies and 
cultures; 

2. is unlikely to develop the faculty of imagination as it blots out the 
awareness of alternatives, and limits the child's thinking to the 
conventional way of doing things as the only natural way; 

3. is unlikely to foster the growth of the critical faculty because of the 
narrow perspective of monocultural education, and 

4. tends to breed arrogance and insensitivity and provides a fertile ground 
for racism (Parekh, 1986). 

On the other hand, they perceive multicultural education as: 
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essentially an attempt to release a child from the confines of the 
ethnocentric straight jacket and to awaken him to the existence of 
other cultures, societies and ways of life and thought ... (it is) an 
education in freedom-- freedom from inherited biases and narrow 
feelings and sentiments, as well as to explore other cultures and 
perspectives (Parekh, 1986: 26). 

A number of difficulties with the concept of multicultural education have also 
been pointed out. It has been criticised as 'simplistic, utopian thinking' 
(Bullivant, 1986) on the grounds that multiculturalism cannot adequately deal 
with the many realistic power-conflict issues posed by race, status-class and 
even gender issues. It is asserted that multiculturalism tends to be 
conservative, aimed at fostering the maintenance of a culture not its 
adaptation to the present circumstances; secondly, that teaching all children 
about cultural differences may reinforce not reduce their sense of 
distinctiveness; and thirdly, that any treatment of culture as such without 
adequate attention to other social, political and economic considerations in 
the society has very limited value in enhancing the equality of educational 
opportunity and life chances of children from the minority or the 
disadvantaged groups. Bullivant (1986: 6) argues: 

In essence culture is a form of ever-evolving "survival device" based 
on adaptive change that enables social groups to cope with the 
problems of living in a particular habitat. It is this kind of culture 
that children from ethno-cultural groups have to master, rather than a 
romanticised fossil-culture based on utopian views of pluralism. 

What implications does this debate have for our situation? Firstly, we need 
to note that the debate contrasts multicultural with monocultural education. It 
assumes that the national curriculum of a country contains knowledge, values, 
beliefs and assumptions mainly from one particular cultural group only. 
Parekh (1986) argues that that is the case in the United Kingdom. Secondly, 
we are presented with two distinct versions of multicultural education. First, 
a moderate one, aims to provide multicultural education for all children in the 
hope that it would enhance children's cross-cultural understanding and 
capacities for imagination and critical thinking. The second, a more radical 
view, wants multicultural education to be politicised and made more power-
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sensitive in the hope of enhancing the life-chances of children from the 
minority and disadvantaged groups. 

Curriculum developers and teachers have a demanding task of translating 
such debates into operational terms in the form of acceptable curriculum 
packages and classroom lessons. But given the will and commitment, the 
task is not insurmountable. Our current efforts include an experiment with 
the teaching of a cross-cultural language programme. I understand this 
involves fifteen-minute 4-5 voluntary optional sessions in oral Hindi and 
Fijian for the children from the other language group - Hindi for Fijians and 
Fijian for Indians. It is a humble beginning towards trilingualism. It is an 
attractive experiment within multiculturalism and deserves much closer 
scrutiny than is possible within the scope of this address. You may like to 
review its pros and cons in your next session. 

However, multicultural education is more than developing curriculum 
packages with specific social values in mind. It needs to move into the 
powerful area of the hidden curriculum of the schools if it is going to have 
any real impact. Similarly, multiculturalism can be seen as a state of mind 
and a personal outlook that enables one to transcend the narrow boundaries of 
monoculturalism. Again I am afraid we are dealing here with intangibles that 
are difficult to capture in the form of written curriculum materials. 

It is a task that also involves a merger of theory and practice, and it involves 
much more than a mechanical implementation of prescribed curriculum 
materials. In essence, it belongs to the realm of pedagogy in the broadest 
meaning of the term. This is because we need to integrate our theory and 
practice in a way that is not quite possible through the conventional approach 
to curriculum development and implementation, the model we currently 
follow. 

I wish to dwell for a moment on the concept of pedagogy which is not 
widely used in our country. The term teaching and learning is the more 
common equivalent for us. This also highlights the merits of the term 
pedagogy, for, it not only captures the interaction between teaching and 
learning but also includes self-reflection on the part of the teacher about 
knowledge, method of teaching and assessment, the impact of teaching on the 
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learner as a person, and other related topics It can be conceptualised as "a 
practical ethic that develops from examining the relationships between means, 
educational aims and observed outcomes in our own teaching... (it) is based 
on principles to do with how knowledge forms in the learner's mind and 
attendant social relationships conducive to that learning" (Adelman, 1989: 3). 
The practical ethic of a teacher comprises the values that the teacher as a 
professional holds. And it is in the practical ethic of a teacher that we may 
find a link between the teacher's theories about children, learning, curriculum 
and assessment and his/her understanding about the objectives of the school. 
It is at the classroom level that we may find the real meaning in the formal 
curriculum as it interacts with the school's ethos and the hidden curriculum in 
a particular context. It is therefore at the school level that real values in our 
primary curriculum may be discovered and realised. 

Concluding Remarks 

I began with the comment that I view curriculum as open-ended and 
dynamic. It is within that conceptual framework that I suggested that values 
in primary curriculum come from multiple sources. While endorsing the 
significance of primary education in its own right, not merely as a preparation 
for secondary education, I drew your attention to the interesting inter-play 
between the formal and the hidden curriculum, and suggested that we should 
value excellence and adopt multiculturalism as a guiding value in our daily 
professional commitments. 
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