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“We have to be determined to bring disabled peaplé of the

shadowy world in which they are typically confined. Disabled

people want what we all want - the chance to getcaet®d, find

rewarding work, lead worthwhile lives and be valmeeimbers of their
community and in the world at large. These desw&sd not be just
idle dreams, since much can be achieved if we eadyrto give this
extensive problem the attention and commitmenemands. We need
to mobilize the determination to do just exactlgtth

Amartya Sen & John Wolfensohn, 2004



Abstract

This thesis is concerned with the issue of peopille disability accessing education.
The contemporary international dialogue about ha@stko include people with

disability in education recommends developing ragabucation systems to cater for
the full diverse range of learners’ needs and tasli This approach is part of an
Inclusive Education philosophy and is designed essponse to all populations who

experience exclusion from education, including peeyth disability.

By examining people’s opinions, experiences, atésj aspirations, perceptions,
knowledge, and understanding about disability,catian and development, this
thesis aims to identify the challenges of includpepple with disability in education

and society in the context of a small Pacific Idlaievelopng nation, and the ways in
which these challenges can be addressed. In doing sontributes to the growing

body of literature which raises awareness of theeggnces of exclusion faced by
people with impairments; as well as the literatexploring disability issues from a

social and rights-based perspective in developmumties.

Semi-formal interviews were conducted with ten ipgrénts from Tokelau, New
Zealand and Samoa to garner traditional, modernpemdonal perspectives about

disability, education and development.

The main findings of the research are that althodighbility is still predominantly

understood within a medical, religious or deficibael paradigm in Tokelau, some
historical attitudinal barriers to inclusion may $f@fting. This is occurring as people
become better informed about disability throughoadion, personal experiences and
awareness of the causes of disability. Consequeht#re is some indication that the
younger generation are less likely to stigmatise ¢huse of disability because of
their exposure to scientific explanations and iasesl familiarity and comfort with

human rights concepts. People in Tokelau calleddming public awareness about

disability causes and issues.

Another finding of the research is that althougéréhis a perception from some that
the rhetoric of human rights is demanding and laetital to the culture,

responsibility is more easily accepted becauseabnsidered in line with traditional



communal values and social systems of supportihkéi (sharing of resources).
Terminology aside, the concepts involved in InalasEducation reflect traditional
Tokelauan beliefs about treating people equally aitld fakaaloalo(respect) alofa

(love) andpoupouakisupport).

Although the inclusion of disability issues intoethnternational human rights
framework through the UN 2006 Convention on the hiRigof Persons with
Disabilities is not yet widely known in Tokelau,rhan rights concepts are beginning
to be introduced and understood at the communitglleand they are seen in the
constitutional documents and education policiesakelau. Support and partnership
from New Zealand is welcomed in enabling locallyeleped inclusive services in
Tokelau.

Overall, the research suggested that inclusiveopbphies and approaches within the
education system in Tokelau are emerging, and ithet an opportune time to
develop capacity and services for ensuring thapleeaith impairments can access
education. Despite material and human resourcifficuties, there is a general
willingness to include people with impairments otiety and a strong preference for
a collaborative community wide approach.
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Glossary of Terms

Atiakega
Aumaga

Inati

Faipule

Fatupaepae
Fono

General Fono

Lakehe
Maopopo
Motu
Nuku
Pulenuku
Taupulega

Ulu

development
men’s workforce organisation on each atoll

centralised sharing of the daily catch of fish atiter

resources

village head, responsible for relationship andiedffaith New

Zealand
women’s workforce organisation on each atoll
meeting

Tokelau’s parliament or national representative yhod

comprised of representatives from each atoll
preferential sharing of resources to support tlesine
unity of being and spirit, togetherness

islet

village

village mayor, responsible for internal affairsosfn atoll
village council of elders

head of state, during a three year tenure of gonem the

position of Ulu is rotated annually between tiiwee Faipule

Other Tokelauan words which occur with less freqyeare explained as they arise

in the text for ease of readability.



Acronyms

ACYA
ADB
AUSAID
BMF
CBR
CEDAW
CIA
COG
CRPD
DFID
DPO
EFA
ESD
GDP
GSE
HDI
IDA
IEP
MDG
MFAT
MHT
MOE
NGO
NOLA
NUS
NZAID
PDF

vi

Action for Children and Youth Aotearoa, NZ.

Asian Development Bank

Australian Agency for International Development
Biwako Millenium Framework

Community-Based Rehabilitation

Convention on the Elimination of Discrimination &gst Women
Central Intelligence Agency

Council for the Ongoing Government of Tokelau
The Convention on the Rights of Persons with Bilgees
Department for International Development; UK
Disabled Persons Organisations

Education For All

Education for Sustainable Development

Gross Domestic Product

Group Special Education

Human Development Index

International Disability Alliance

Individual Education Plan

Millennium Development Goals

Ministry of Foreign Affairs and Trade

Modern House of Tokelau

Ministry of Education

Non-Government Organisations

Nuanua O Le Alofa

National University of Samoa

New Zealand Agency for International Development

Pacific Development Forum



PIFS
PRG
PRIDE
SPC
TALO
TPS
TVET
UDHR
UN
UNCROC
UNDP
UNESCAP
UNESCO
UNFPA
UNGA
UNICEF
UNOHCHR
VSA
WHO
WHOICF

Pacific Islands Forum Secretariat

Pacific Research Guide

Pacific Regional Initiatives for the Delivery digsic) Education
Secretariat of the Pacific Community

Tokelau Apia Liaison Office

Tokelau Public Service

Technical and Vocational Education Training

Universal Declaration of Human Rights

United Nations

United Nations Convention on the Rights of thel@€hi

United Nations Development Programme

United Nations Economic and Social Council Asiamiffa
United Nations Educational, Scientific and CultUbaganisation
United Nations Population Fund

United Nations General Assembly

United Nations Children’s Fund

United Nations Office of the High Commissionetifman Rights
Volunteer Services Abroad

World Health Organisation

World Health Organisation International Classifica of

Functioning, Disability and Health

Vi
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Chapter One: Introduction

The link between Disability, Development and Education.

Full participation in a community is central to tihealisation of every person’s
human rights (UDHR, 1948; UNOHCHR, 2006). Yet foramy people with
disability, social, economic, political and cultlparticipation in daily life is limited
by society’s systemic preferential bias toward timegority (Katsui, 2005; Minnow,
1990; Smith; 2004). Discrimination towards peopléhwdisability occurs in all
cultures. Attitudinal, political, social and cul&lrbarriers result in a continuum of
subtle to overt marginalisation of over 650 millipaople living with disability, the
majority of whom live in the developing world (Mde 2003; UN Enable, n.d.;
AusAID, 2008). Disability is both a cause and asmmuence of poverty, which is
interpreted in this thesis in its broadest sens#eéined by Mikkelsen (2005):

“Someone, for whom a number of human rights remadfulfilled,
such as the right to food, health, education, mftion, participation,
etc., is a poor person. Poverty is thus more thak of resources — it
is the manifestation of exclusion and powerlessngs04).

Disability issues cannot be resolved without amease in committed action because
the population of people living with disability igredicted to rise (because of
population growth, ageing, lifestyle diseases sashdiabetes, accidents, conflict,
malnutrition, injuries, HIV and advances in mede&iwhich preserve and prolong
life) (AusAID, 2009; Thomas, 2005). To successfudlieviate poverty and progress
the realisation of human rights and equality, depeient must therefore include
disability issues (DFID, 2000).

Education is the platform on which many developmeitiatives are founded and is
the key to human development (AusAID, 2008; Jons&owWiman, 2001; Lene,

2005; Price, 2003; Sen, 1990; Yeo & Moore, 2009)e ™enial of education to
people with disability is detrimental to their owamd society’s development. Yet,

despite a strong global commitment to internatidaegets like Education For All

! At successive World Conferences on Education 1b(EFA) in 1990 and World Education Forum
in 2000, 155 countries and 150 international orggtions pledged a commitment to providing basic
education for all children, youth and adults by @0then 2015. For more information see:
http://www.unesco.org/education/efa/ed_for_all/




and Universal Primary Educatigreducation continues to be denied to most children
with disability in the developing world (DFID, 200Brice, 2003, UNESCO; 1994).
The link between disability and education and gmdisation of human rights is thus
critical to the field of development (Katsui, 200&¢0 & Moore, 2003).

The most recent United Nations (UN) addition to theernational human rights
framework is the Convention on the Rights of Pesseith Disabilities (CRPD). It
came into force on the®May 2008, signalling a strengthened commitmentHgy
international community to fostering inclusive aedabling societies (UN, 2006).
This convention has reinforced the paradigm shifdisability from a care and
welfare issue to a human rights issue. The topithisfresearch is therefore in line

with current international priorities.

This research seeks to explore the relationshiwdest disability, development and
education at the global and regional Pacific leltehen centres on the case study of
Tokelau, a small Pacific Island nation which is N&galand’'s last remaining
dependent colony. In 2006 the Tokelauan governnreguested support in
developing its capacity in Special Education frome tNew Zealand Ministry of
Education (MOE)’s Group Special Education (GSE).

Practical, political, environmental and attitudinatlaptations are needed when
developing inclusive societies. While commitment ayjuidance at the government
level is critical, change at the community levelulimately dependent on the will

and actions of members of the community. This metedhus seeks to explore
people’s opinions, experiences, attitudes, aspmati perceptions, knowledge, and

understanding about disability, education and kbgweent in Tokelau.

2 Universal Primary Education is the second of elgliiennium Development Goals (MDGSs), a
series of internationally agreed upon developmemngfets to be achieved by 2015. The MDGs derived
from the UN Millennium Declaration which was adaptsy 189 nations and signed by 147 heads of
state and governments at the Millennium Summitd@@ For more information see:
http://www.undp.org/mdg/goal2.shtml




Working Definitions

For the purpose of this thesis, the following diifams are given:

The definition of a‘child’ is taken from the United Nations Convention on the
Rights of the Child (UNCROC), and refers to anysperless than 18 years dld
(UN, 1989).

The definition of‘culture’ will be taken from Thaman (2000) - “a shared wdy o
living of a group of people which includes theircamulated knowledge and
understandings, skills and values, and which isgeed by then to be unique and
meaningful” (p. 1).

The definition of‘disability’ is taken from the United Nations (UN) Conventian o
the Rights of Persons with Disabilities (CRPD) erfgons with disabilities include
those who have long-term physical, mental, intéllakc or sensory impairments
which in interaction with various barriers may héndtheir full and effective

participation in society on an equal basis witheastl’ (Article 1, UNCRPD, 2006).

The definition of disability is discussed thoroughi Chapter 3.

The definition ofdevelopment’ is taken from Sen (1999) — “a process of expanding
the real freedoms that people enjoy” (p. 3). Thefirdtion includes economic
growth, social and economic arrangements, and s¢oglitical and civil rights. It
also includes the removal of obstacles to partimpain daily life and fundamental

human freedoms.

‘Poverty’ is defined by Mikkelsen (2005) above.

Research Aim

By examining people’s opinions, experiences, atéfj aspirations, perceptions,
knowledge, and understanding about disability,catian and development, this

thesis aims to identify the challenges of includpepple with disability in education

3 UNCROC recognises legal differences in some ctesf the definition of a ‘child’. There is
variance in the definition of a child in the Pacii for example, Huffer (2006) notes that many fRaci
countries consider that the childhood of a girleadon her first menstruation, which can be between
10 — 15 years old.



and society in the context of a small Pacific Idlaievelopng nation, and the ways in
which these challenges can be addressed.

In doing so, it contributes to the growing bodylitdrature which raises awareness
of the experiences of exclusion faced by peopld wiipairments; as well as the
literature exploring disability issues from a sbé@ad rights-based perspective in
developing countries, an area which has previobglgn dominated by medical
model studies (Shakespeare & Watson, 2002; Yeo &rsld2003).

Research Objectives

In order to achieve the research aim, the followabgectives have been formulated:

1. To understand what disability is and why it is impat to include disability
planning in development work at a global and Pacdgional level.

2. To understand historical and modern paradigms abdutation for children
with disability at a global and Pacific regionaldd

3. To understand the local context of Tokelau where fleldwork was
undertaken, so that considerations about the pedetpplication of the global
ideas about disability, development and educataombe better understood.

4. To document traditional and modern Tokelauan pé¢imep and knowledge
about disability, and aspirations for educating gheowith disability in
Tokelau.

5. To explore opinions about New Zealand's role andpoasibilities in
ensuring education for children with disability abdilding capabilities in
Tokelau, considering Tokelau’'s status as a depentlEmitory of New
Zealand.

6. To find out the practical impact and significandeeggional and international

initiatives and mandates concerning disability éssat the local level.

Chapter Outline
This introductory chapter is the first of sevenutieas.
Chapter Two presents the research design and groneslved in meeting the

research aim. It outlines the chosen conceptuatdveork - social constructivism,

and research methods and methodologies, and egpldig they are suited to this



research. The ethics process and limitations ofrésearch are discussed in this

chapter.

Chapter Three focuses on objectives one and twexbloring three interconnected
topics: disability, development and education, te¢ global and Pacific regional
level. The chapter first explores how the defim#and constructs of disability have
changed to reflect a social model which recogniseshuman rights of people with
disability; it also considers the international famrights framework and the
international response to disability. The secoraliee of the chapter illustrates why
incorporating disability issues into developmentingportant, and looks at two
development paradigms, rights-based developmespeetives and approaches and
participatory development, which are well suitedhe contemporary realisation of
inclusion and participation in society and empowamimfor people with disability.
The third section of the chapter looks at histdremad contemporary ideas of how
best to include people with disability in educatidkil three components are then
localised to the context of the Pacific, where goweents, aid donors and NGOs
work together to respond to the needs of theirbdigghcitizens. This section looks at
attitudes about disability in the Pacific, some tbé regional and international
initiatives and mandates about disability, develeptmmand education, and the
relevance of human rights-based approaches. Lastbutlines some disability
initiatives in Samoa, Tokelau’'s closest neighbdor,give an example of some

national and grass roots applications of the glabdlregional ideas.

Chapter Four meets objective three by giving antohisal and present day
illustration of Tokelau, and provides the contektueckground for objectives four to
six. This chapter describes the contemporary adtnation which incorporates
elements of Western governance and traditional cauéive structures, and
considers some of the implications and challengekelfu faces as a small
developing island nation. It also explores the Edaelationship between Tokelau

and New Zealand.

Chapter Five addresses objectives four to sixasgnts the data from the interviews
thematically in accordance with three broad themgfiitudes & Knowledge,

Resources & Support, and Regional & Internationgidtives.

Chapter Six discusses the findings and consideisithplications.



Chapter Seven concludes the thesis with a summérthe research findings
including suggestions for future research topics.



Chapter Two: Research Principles & Design

Introduction

This chapter presents the research principles asgl It starts with a discussion of
the conceptual framework which underpins the re$eaand the research
methodologies used. This research is undertakemn ftbe perspective of
development studies research, which is both acmh policy-oriented, and highly
practical (Mikkelsen, 2005). Like most ethnograptievelopment studies research,
this thesis is interdisciplinary and participatamynature in that it seeks to contribute
to dialogue amongst people impacted by the topionsi@leration is given to
undertaking development research with Pacific pigiints, as well as within the
disability sector. The chapter outlines the methasisd and the ethics process, and

concludes by giving some of the constraints ofrésearch.

Conceptual Framework

In terms of research philosophy, | employ a socalstructivist approach in which
meaning is constructed and influenced by lived erpees, cultures, polities,
societal norms and histories (Mikkelsen, 2005). i@oconstructivism is evident
when looking at the variance in constructs of digglbetween cultures and over
time, and therefore naturally follows as the appeip choice for research
methodology. As mentioned earlier, the aim of tl@seach is to explore people’s
opinions, experiences, attitudes, aspirations, qpdi@ns, knowledge and
understanding about disability, development andusice education in Tokelau.
Social constructivism is therefore the most apgedprepistemology for the content
and context of the research; and is aligned to m deliefs. Like social
constructivism, indigenous research in the Padifidds that the researcher and
research recipients, methodology, framework andtectnare all influenced by
values (Sanga, 2004). | acknowledge that reseach subjective exercise that
neither the participants nor the researcher cansimauld, be removed from. Cultural
and societal norms interplay in research and indbatext in which research is

situated.



Qualitative Research Methodologies

Like social constructivism, qualitative researchtmoelologies have been chosen
because they hold that meanings should be takemgeople’s perspectives and also
disclaim that everything can be measured scieatificand objectively (Mikkelsen,
2005). Qualitative research aims to obtain conexdetails, insider perspectives and
particularities (Sanga, 2004). Qualitative metHodes are considered appropriate
to meet the research aim of garnering opinionsexipe@riences, as they offer:

“The ability to obtain rich contextual details;

* The ability to capture realities as they unfold;

* Multiple realities to be captured;

» Particularities to be spotlighted;

» Each voice to be heard” (Sanga, 2004, p. 44).

The chosen qualitative research methods (such ragsseictured interviews and
Talanod), and data analysis approaches (such as usingdgdutheory principles
and a general inductive approach) are also apptepfor this research, given its
social constructivist conceptual framework (Vaipl2006; Charmez, 2006).

Research with Indigenous Pacific Cultures & Indigenous Research
Methodologies

As Sanga (2004) notes, Pacific research sees kdgw/las relativist and inseparable
from the context and social realities of Pacifioples. Before beginning the field
research, the Pacific Research Guide (PRG) dewalbpehe Ministry of Education

(MOE) in 2001 was referred to for guidance in tewhprotocols and the operational

side of conducting research with Pacific particigan

For many indigenous cultures research has histlyrideeen used as a tool of
oppression to further the gap between the powenfidl the less powerful, i.e. the
researcher and the subjects of research (Baba,; 28Mth, 2004). There are
accounts of research fatigue amongst Pacific psdpdeause past participation in
research has not always led to beneficial outconessyting in a lack of enthusiasm

for more of the same kinds of research (VaioléD®&).

“ Talanoais explained further on page 12.



However, Baba (2004) states that there is now ang#an the perception that
research is a further tool of neo-colonialism @Bganous cultures are now taking on
the role of advocacy for their rights in order t@claim their knowledge, systems
and processes” (p. 97). Indigenous scholars, imjuthose from the Pacific, are
engaging more with debates about research methgideland research undertaken
with indigenous communities (Smith, 2004, p. 5esBarch is increasingly seen as a
useful tool for development and self-determinat{@aba, 2004; Williams, 2004;
Smith, 2004). For research to serve these goats,rétationship between the
researchers, the recipients of the research andctival data must be as directed by
the recipients of the research as possible. Atrtimmum a partnership must exist in
order for research to be symbiotic and not meralgxractive process (Baba, 2004;
Smith, 1999, Vaioleti, 2006).

In this instance, | am picking up a topic which hakeady been defined
collaboratively by the education departments in Ni@aland and Tokelau. It cannot
be said that this research follows the participatptanning ideal in which
development researchers give up their right tongefvhat the problem is, whose
problem it is, how to solve it and why it must @ved, nor theTalanoaideal that
places the power to define Pacific issues betwessearcher and participant
(Mikkelsen, 2005; Vaioleti, 2006). However, in tigeeater scheme of initiatives
underway in Tokelau, it is hoped that this researah offer insight into an issue
which has already been identified: the challengésinoluding children with

disability in meaningful education.

Research in the Disability Sector
Research into disability has historically been dwated by a medical model

perspective, although there is a growing body @frditure into the experiences of
people with disability from the social model persipee® (Lene, 2005; Yeo &
Moore, 2003). Knox, Mok & Parmenter (2000) statat tinleally research depicting
the experiences of people with disability is donghwparticipants as active co-
researchers. This avoids characterising people imigairments as passive recipients

of research and allows them to vouch for the auitignof the information and not

®> A medical model of disability considers only amatcal or physiological deviances from the able—
bodied population whereas the social model considerpairment of function and therefore
incorporates the social elements of disabilitygdgsed further on pages 24 — 25).



leave it to be interpreted by a non-disabled pe(&mox, Mok & Parmenter, 2000).

Disability studies refer to ‘emancipatory researahich is research used to effect
beneficial social change for people with disabjlitheir families and societies
(Katsui, 2005; Lene, 2005).

Disability Research in the Development Sector
Yeo & Moore (2003) searched 44 development jourbalsveen the years 1997 —

2002 for keywords such as ‘handicap’ ‘disabilityica‘impairment’ and reported a
“dearth” of research into development, poverty dighbility (their search returned
24 articles in 13 journals). It has been suggestatidevelopment research is guilty
of marginalisation of disability issues, or moredawately of briefly acknowledging

people with disability as included in the ‘most mettable’ or ‘poorest’ groups and
then forgetting them (Yeo & Moore, 2003; Katsui &uitdpuvuori, 2008). While

there is a growing body of research into disabidtyd development (e.g. Katsui,
2005; Lene, 2005) there are still a number of gapbe filled in this field. This

research contributes to the literature which carsidthe relationship between
disability as a process of social, cultural, poéitiand economic exclusion, human

rights, poverty and development.

Researcher’s Own Philosophies and Place in the Research
The primary influence for my selection of this tops my work as a Speech and

Language Therapist working in the Wellington andifda Early Intervention Team
for Group Special Education (GSE), Ministry of Edtion (MOE), New Zealand. In
this job | work with preschool children with impaients and their whanau to support
their communication, development and access toatduc An opportunity arose
within GSE to travel as part of a delegation to dlak in 2007 following a request
from the Tokelau government for assistance in imgleting a disability strategy.
The work in Tokelau in 2007 sparked my intereséxploring some of the cultural,
ethical, political and practical difficulties implt in implementing the GSE project.
Shortly after the completion of that trip | decidex the thesis topic, and decided to
use Tokelau as a case study. The timing of theepr@nd selection of the thesis
topic coincided with a strong international climateadvocacy and rights for people

with disability.
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| was fortunate to be part of the second phaseef3SE project, and to return for a
second time to Tokelau in 2008. These opportungiegped the focus of my research
in that | was able to include the voices of pedpleve met and worked with in

Tokelau, as well as in New Zealand.

Given the social constructivist paradigm it is impat to explore and outline my
own philosophies about including children with impgents in all forms of
education and in society. My view is that all hunsatiety at any given time has a
group of people who have needs that may differ ftbenmajority of the population.

| believe that including all citizens in societydaaducation as early as possible will
ultimately benefit the entire society. | identifyitiva human rights based approach
that all people should be included in society dvad it is a duty of the state to ensure
that opportunities for equality are available tb atizens, as a matter of course,
rather than a burden for the state or a privilegettie recipient. In addition to the
state’s duties, | believe all rights-holders haveuananitarian responsibility to act in

a way which protects and promotes human rights.

| see an interesting tension between a social agistist and a positivist paradigm.
A positivist approach seeks to discover naturalslamnd fundamental logics which
are independent of the social actors they applintorder to ethically be involved in
cross-cultural work, to some degree | identify wpplositivism, that there are
universal truths about child development, and thatefore knowledge can have
some value across contexts. The positivist eleiemty own beliefs is that children
are social actors who develop through interactcmmymunication and relationships
with people and their environment which is why ke saclusive education and
inclusive societies as vital. Smidt (2006) captutesessence of child development
which spans cultural variance; the idea that childare social constructivists

operating within a positivist paradigm of child @ééypment is expanded below.
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A Child in the 21st Century

Smidt (2006), images a child in the 21* century as: “engaged in building a relationship with
the world and intent on experiencing it so that she develops a complex system of abilities,
strategies for learning and ways of organising relationship. So she is able to make her own
personal maps for her own development and orientation — social, cognitive, emotional and
symbolic. She is making meaning from events from very early on and she will share her
meanings through representations and language. She will make and take and share
meanings through stories. She is a competent and active and critical child...challenging
because she can produce change and movements in the various systems with which she is
involved. These include the family, the setting, the school, the society. She is a player in her
society. The child makes cultures, values and rights and is competent in learning and in living.
This child can explore a range of realities; can construct metaphors, seeing what it is like and
why that matters. She can make and explore paradoxes, seeing what is different and why
that matters. She can invent symbols and codes and use these to help her learn to decode
the conventional means of symbolisation prevalent in her culture and community. Living

within a community she will learn from all those around her through interaction, watching,

listening, being an apprentice and being a teacher” (p. 14-15).

Methods

| use a combination of primary and secondary refesources. A literature review
of peer reviewed journal articles, books and offterary sources in the fields of
disability, development and education, at the ma@onal and regional Pacific level
was conducted to inform the primary field-reseacomponent. A combination of
qualitative methods, grounded theory principlegeaeral inductive approach and a
Talanoamethod have been used to gather and analyse itharprresearch data.
Focusing the study on Tokelau provides the chan@xplore whole of village and
community considerations and is aligned to the goal obtaining detailed
contextualised data. Qualitative methods requieerésearcher to form relationships
with the recipients of the research and to find ieanings which people attach to
everyday interactions and objects. The qualitathethods ofTalanoaand semi-
structured interviews are used because of thetalslity to finding out people’s
opinions, experiences, attitudes, aspirations, qgpians, knowledge, and
understanding about including people with disébih education.

12



Talanoa
Pacific cultures continue to value oral traditiomd& alanog “a personal encounter

where people story their issues, their realitied aspirations” is seen to be a
theoretical framework and research methodology wigmatural to Pacific peoples
and therefore appropriate for undertaking reseamclthe Pacific (Smith 2004;
Vaioleti 1999 — 2003 as cited in Vaioleti, 2006,23). The essence dfalanoais
that it is a face to face exchange of ideas, retpyf experiences or conversation
carried out either formally or informally and witloa rigid framework (Otsuka,
2006; Vaioleti, 2006)Tala literally means to inform, tell, relate, commamgk and
apply. Noa literally means any kind, ordinary, nothing-in-peular, purely
imaginary or void. The literal translation ®alanoais having a face to face chat
about nothing in particular, and interacting withauigid framework (Otsuka, 2006,
p. 3; Vaioleti, 2006, p. 24).

Conducting research with Pacific participants meidwas Pacific values and world
views must underpin the research, at the expensmadifionally dominant Western
research paradigms (MOE, 2001). As a non-Pacifgearcher, developing my
understanding of and incorporating elementd alanoawas intended as a way to

elicit and respect the authentic and valuable médron from participants.

A criticism of traditional research is that it ygptcally based on the philosophies and
ideas upheld by a Western institution, which does nequire any interpersonal
relationship between researcher and participans iBhin contrast to a Pacific way
of thinking where variables such as age, gendercomnmunity standing of the
researcher are likely to impact on the results {§n2004; Vaioleti, 2006).

The personal connection between researcher andtipant is critical inTalanoa

because culturally, relationships are the foundatifor many Pacific activities
(Vaioleti, 2006). For the researcher to have criétlilresearch must be undertaken
for the advancement of the community rather thaelsdor personal academic
achievement or commercial interests (Vaioleti, 20068 had established some
rapport with all of my research participants throumeing part of the previous GSE
team in 2007 which was an advantage. Being paattem advocating for inclusion

in education for all children meant that my positend personal philosophies were
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transparent and probably already known to the @pants. Doing research while

simultaneously working in a community was alsoigil@ged position to be in.

Talanoadiffers most notably from more traditional reséaroethodologies in that
the researcher and participant enter the exchamgeqgoal footing in terms of
engagement with the process, and potential knowledgation. The researcher does
not sit back, question and analyse, so even thaugan be literally translated as
talking “about nothing in particularTalanoainteractions can contain complex and
multi-layered levels of content (Vaioleti, 2006,24). Talanoais flexible and creates
opportunities for challenging, probing and clanifyiinformation within the shared

space of the conversation.

“In this methodology, the social, political, inttitual and cultural
legitimacy of Pacific peoples are taken for grantedid Pacific
cultures, knowledge and values are accepted i thein right”
(Vaioleti, 2006, p. 31).

This methodology best suits this research, whigkséo document and gain insight

from opinions, knowledge and aspirations of people.

A potential limitation ofTalanog according to Vaioleti (2006), may be that it is
unlikely to be reliable over time since both thea@cher and participant are in fact
generating as well as documenting knowledge. Ttk bf consistency means that it
is unlikely to reproduce similar results if replied. From a social constructivist
viewpoint and given that the community are curyed#veloping their disability and
education systems, which in turn are developing faind concepts, it is expected
that the results from these interactions will beevant for the current time, but

certainly not timeless.

Semi-structured Interviews
| prepared a set of questions to ask people. Thjgards fromTalanog which

suggests introducing the topic at the start ofetheounter and letting the introduction
guide the discussion from that point. However withiterviews | was often able to
employTalanog and explore topics which came up, as well aot@cmy intended
guestions with participants where appropriate. pfagmatics of the discussions was
dependent on many factors, the most obvious of wivas my relationship with the

participant. The strength of using semi-formal iviiews is that they allow flexibility
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to explore the topic and allow participants to eassues and comment freely. They
also make the data comparable between particip@ikkelsen, 2005). Later
interviews were influenced by prior interviews iroping answers and guiding topics
which may have been raised by other participamsprder to gain a depth of

perspectives.

Data Analysis

Once back from the field, interviews were transedibread over repeatedly, and key
recurrent or powerful points were grouped into teemin accordance with a
naturalistic process of data inquiry. Thereforetadanalysis was steered by my
research aim of exploring people’s opinions, exgeres, attitudes, aspirations,
perceptions, knowledge and understanding aboutbitliga development and
inclusive education in Tokelau. Frequent, domiremd significant concepts which
evolved through iterative readings and analysithefdata are presented thematically

in chapter five.

Grounded Theory Principles and a General Inductive Approach
Grounded theory is based on the idea that patemerge from the data collected

and are not imposed on the data before it is gath@ick, 2002; Charmaz, 2006).
The idea is to discover the theory which is impligithe data and which will emerge
rather than be forced out. Grounded theory degesta more traditional research
methods which require value free objectivity. lasteas with social-constructivism,
the researcher’s political and ideological influenover the iterative process of
observation, exploration and data analysis in #search and creation of theory is
acknowledged (Charmez, 2006; Mikkelsen, 2005).

A general inductive approach, inherent in groundeeory principles, has been
employed as the method for data analysis (Charg@4). An inductive approach is
a systematic way of analysing qualitative data, retspecific evaluation objectives
guide the analysis (this contrasts with a deduciperoach where data is analysed to
prove or disprove pre-supposed hypotheses) (Tho20&§). As in grounded theory,
the researcher begins with the raw data from aa afestudy and allows theory to
emerge. The general inductive approach has thrae puogooses:

1. To condense data into a brief summary format;
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2. To establish clear links between the research btbgsc and summary
findings, and to ensure these links are both tramsy (able to be shown to
others) and defensible (justifiable given the reseabjectives);

3. To develop a model or theory about the underlyingcture of experiences
or processes evident in the data;

(Thomas, 2006, p. 238).

The general inductive approach differs from grouhtteeory in that the data is not

explicitly coded into axial and open coding (Tho2G06, p. 241).

Table 1: The Coding Process in Inductive Analysis

Initial Identify Label the Reduce Create a model
reading specific text segments of | overlap and incorporating
of text segments text to redundancy most important
data related to create among the categories
objectives categories categories
Many Many 30to 40 15to0 20 3 to 8 categories
pages of | segments of | categories categories
text
text

(Source: Adapted from Creswell (2002, p. 266) bynpssion of Pearson Education, Inc. (©
2002, Upper Saddle River, NJ), in Thomas, 2006242.)

Research Participants
Employing a social constructivist approach to reseaneans that | do not hope to

uncover a unified viewpoint, or single truth, budther to investigate several
experiences which may provide insight into somehef realities experienced by

people.

All participants were approached individually arsked to take part in this research.
Many participants offered their assistance in Igkithe researcher up with other
people to interview, but in most cases time comgsgrecluded this snowball effect

from happening.

Qualitative research typically focuses on fewepinfation-rich samples. A total of
ten individual interviews were conducted which pded a range and depth of
insight and data. Most of the participants werefgssionals in education or
government, and all were involved with educatiosame capacity at the time of the
data collection. Therefore, this sample cannot tesiclered representative of the

population. Nevertheless, participants also remtese the views of parents of
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children with disability, school staff, communityembers, a range of ages, male,
female, Tokelau based Tokelauans, members of theld@w community in New
Zealand and government officials. The two partinisawho live in New Zealand
both work for the New Zealand Ministry of Educatiand one was involved in the
GSE project.

Of the non-Tokelauan participants, two are Samoatomals who work for the
Tokelau Education Department. Including Samoan i@pants meant that
perspectives and information from Tokelau’s closesghbour in the Pacific could
be incorporated into the data. Their perspectivesabso interesting considering they
work in the Education Department of Tokelau. Thedths an Australian woman
who lives in Samoa and is involved in regional aational initiatives in disability
and education, and has been instrumental in estdtd an Inclusive Education
School in Apia. It was felt that these participantsuld enrich the data with their

familiar perspectives of Inclusive Education inacHc setting.

All participants have travelled to New Zealand &@wmoa and therefore are more
likely to have had exposure to other disabilityveésy and education models than
those available in Tokelau.

Table 2: Research Sample

Participant | Male | Female | Usual Place of Residence | Location of Interview | Nationality
1. v Fakaofo Fakaofo Tokelauan
2. v Atafu Nukunonu Tokelauan
3. v Atafu Apia Tokelauan
4. v New Zealand New Zealand Tokelauan
5. ' New Zealand Apia Tokelauan
6. v Nukunonu Nukunonu Tokelauan
7. v Nukunonu Nukunonu Tokelauan
8. Vv Apia Apia Samoan
9. Vv Apia Apia Samoan
10. ' Apia Apia Australian
TOTAL 6 4
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Ethics Process

The Victoria University of Wellington Human EthigSommittee granted ethics
approval for the research prior to any fieldworkderiaken. Participants were
provided with an information sheet which detailad tesearch aims and purpose. If
they agreed to take part in the research, partitspavere required to sign an
informed consent form which outlined their rights participants in the research,
including the right to withdraw themselves and tletemments from the research at
any stage prior to publication of the thesis. Tlatipipant information sheet and
consent form were both approved by the Victoriavigrsity of Wellington Human
Ethics Committee. Participants’ comments have neénb attributed to them
throughout the body of the text for ease of reddgbiHowever, some of the
background information given to the quotes is kkéb make the participants
identifiable. All participants were happy for thegsponses to be attributed to them,

and waivered confidentiality.

Challenges of Fieldwork
Time constraints were experienced while undertakimggresearch because the time

spent in Tokelau was slightly less than originallyended. Travel to Tokelau is
dependent on the boat schedule which was alteretaddimes during the trip. The
first delay occurred as a result of inclement weathhich meant the boat arrived in
Apia later than anticipated. It then had to rettaTokelau on an emergency run to
get a patient to bring back to hospital in Apiartkoately, at the behest of the
Faipulefrom Fakaofo, the boat schedule was renegotiatddie were able to spend
an even amount of time on each atoll. On the é&tstl, a village elder passed away
so village activities were suspended as people pesgects and readied for the
funeral. | was able to conduct one interview on fing atoll and several on the
second but none on the third, again due to timetcaints. | was fortunately able to
interview some people in Apia in the Tokelau offim the sample included

representatives from each atoll.

Limitations of the Research

* Due to the sensitive and complex nature of thectapie Talanoatended to
be quite lengthy, typically lasting between fortynotes to an hour, and

occasionally longer. As a result, fewer particisarwere able to be
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interviewed than hoped for but the information gke@ in each interaction
provides insight into people’s ideas and opinions.

« A potential risk was that because the participangsall highly educated they
do not necessarily represent the views of the waenmunity. | tried to
counter this by encouraging participants to notyagive their own views
about disability and education, but to convey thevalent attitudes of the
community. Nevertheless, it is acknowledged thatsample is limited by its
size and tendency toward highly educated peoplewr&wesearch of this kind
would benefit from including youth, members of tetended community,
and particularly from people who are directly imjgacby disability.

* Another potential limitation relates to the useaofdigital voice recorder;
some participants stated their aversion to thecgewalthough all consented to
its being used. Other recent research in Tokel&ednihat a recording device
was probably not appropriate, as participants fivill it uncomfortable even
though they may tolerate it for the sake of pokign (Buchanan, 2007).

* Although | was in Tokelau with GSE, | undertook @asch independently
outside of project time as agreed with the managéthe GSE project. In
reality there was very little time outside projeane in which it was
appropriate to pursue research. It was probabficdif for me to completely
step outside of my role as an employee of GSE soras the role of an
independent researcher. Therefore, there is a tisk participants’
perceptions of me and my role may have led thetailor their responses in
a way in which they felt they ought to. This asids hoped that the overall
research benefitted from the opportunity of buiddon existing relationships

so allowing for candidness and comfort in partitipa

Chapter Summary

In order to explore people’s ideas and opinions @wtdin rich detailed perspectives,
gualitative methodologies and methods have beesethd herefore this thesis tends
towards an interpretive and descriptive nature (@lea, 2006). Qualitative
methodologies and methods are also comfortablytipped within a social
constructivist epistemology in which historical, ced, cultural and political
influences on both the participants and the rebearare considered.
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Chapter Three: Disability, Development and Education

Introduction

This chapter explores three interconnected issuehsability, development and
education. It starts at the global level, and tloeks at all three issues in the context
of the Pacific. There are four sections to thisptba The first draws on available
international literature to discuss how disabilgydefined, attitudes toward people
with disability, and how disability and educatiorargadigms sit within the
international human-rights framework. The seconplars the relationship between
disability, development and poverty, and presemts tontemporary development
paradigms which are well suited to respond to digalissues from a human rights
perspective. The third section shows how educatias historically and currently
included students with impairments, including teiatively recent progression from
Special Education to Inclusive Education approachidse final section of this
chapter ties together disability, development addcation at the Pacific regional
level. It looks at some regional and multilater&lagues on Special and Inclusive
Education as well as the Samoan national experi@ifcestablishing disability

services and strategies, particularly in Inclugteication.
Disability

The Impact of Disability
People living with disability are the world’s laigganinority. Exact numbers are hard

to quantify due to suspected under-reporting ariitrdnces in the definition of
disability between cultures. Also, earlier reseasgically followed a medical model
construct of disabilitywhich did not consider or measure functional impaint and

social aspects of disability (Yeo & Moore, 2003).

It is estimated that the global population of peoplving with disability is
approximately 650 million people, or ten percenths total population, but that in a
developing country the figure is more likely to tweenty percent (UN, 2008). The
majority of people with a disability live in povgrtsome figures estimate that
approximately 80% of the global population livingithv disability live in the
developing world ( EKlindh & Brule-Balescut, 20@ice, 2003; UN, 2006; Yeo &

® Constructs of disability are discussed furthepages 24 -25.
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Moore, 2003). The Asian-Pacific region is homewo-thirds of people living with
disability in the developing world (ADB, 2005). Theacific Islands Forum
Secretariat give the figure of approximately 800,@@ople living with disability in
the Pacific Islands, which approximately equatebdtween six and ten percent of
the total population (PIFS, 2008; Price et al., 9h99The global incidence of
impairments and disability is expected to incredise to factors such as population
growth, ageing, lifestyle diseases (like diabetespflict, malnutrition, accidents,

injuries, HIV and medical advances which presena @rolong life (Thomas, 2005).

People with disability are amongst the most maigiaed in the world and are seen
negatively by almost every culture, religion ankinét group (Pfeiffer, Sam, Guinan,
Ratcliffe, Robinson & Stodden, 2004). More tharoalaism, criminalist behaviour,

depression, or sexual orientation, research shdws the social stigma from

disability is the most debilitating (Smith, 2004,19).

The experience of children and women with disabiliaries depending on their
personal circumstances, as with all people withlalgy. Nevertheless data indicates
there are severe consequences of disability fédreim and women (DFID, 2000).

Children with Disability in the Developing World
Estimates are that a third of the global populatieiin disability are children, most

of who live with preventable impairmehAt$ADB, 2005; Yeo & Moore, 2003).
Children with disability are arguably the world’st vulnerable population. Under-
five mortality rates for infants with disability wabe as high as 80%, even in
countries where the total under-five mortality rdtas decreased to under 20%
(DFID, 2000). Children are particularly at risk lofing in poverty because of the
perpetuating ramifications of exclusion, for exaenpkclusion from education leads
to exclusion from participation in vocational trag, employment, and society in
general ( McKinstry et. al, 2004; Price, 2003). Families living in abject poverty,

giving a child with disability (who may be unliketg survive, or less able to provide

" For example, lathyrism, a motor-neuron diseasehvhffects mobility and coordination is caused by
toxins in the cheapest form of lentils; people vebasume these lentils are aware of the risk bug¢ hav
no alternative option. Similarly in Cambodia, ov&% of landmine survivors were aware of the risk
of the prevalence of landmines in the area wherg Were farming or foraging (both examples from
Action on Disability and Development (ADD), 1997ted in Yeo & Moore, 2003). Childhood
blindness and hearing impairments in developingqhtrées are often preventable or treatable (WHO,
1992 cited in Yeo & Moore, 2003).
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for the family in adulthood) last access to edwrgtfood and other scarce resources
can be a rational economic measure, albeit a dagpeircumstance (Yeo & Moore,
2003). In addition to resources, children often ezignce marginalisation and
oppression because they are at the bottom of thdliiural social hierarchy
(McMurray, 2006).

Women with Disability in the Developing World
Women with disability face multiple forms of dismination (DFID, 2000; Lene,

2004). They have less access to essential seraimbdess access to opportunity to
gain income (McKinstry et al, 2004; UN Enable). Mlbmen are more impacted by
disability than men, as women are often entrusiazite for people with disability in
a community (UN Enable). Women with disability aiso more at risk of certain
forms of abuse and harmful practices directed agahem such as being beaten,
sexually assaulted and forcibly sterili&¢dN Enable; Yeo & Moore, 2003).

Defining Disability

Defining disability is complex, dynamic and conteosial (DFID, 2000). Some see
classification of disability is motivated more bgcgal management than the best
interests of people with disability (Smith, 200€)assification of impairments is a
useful way to establish eligibility criteria wheusjifying the allocation of resources,
but on the other hand it may isolate and stigmapiseple by emphasising their
difference from a socially constructed norm (Minno¥®90; Hardman & Nagle,
2004).

Recently, the terminology used has tried to contley conceptual difference
between physiological or anatomical impairments,d asocially constructed
exclusionary practices (Katsui, 2005; Shakespear@/&son, 2002; Smith, 2004,
WHOICF, 2001). In the World Health OrganisationZ001 International
Classification of Functioning, Disability and HdalfZWWHOICF), defects, anomalies,
losses or significant deviation in functions frone tgeneral population are known as
impairments. These impairments can be either plogimal (to do with body
processes) or anatomical (to do with body strushuréhe WHOICF identifies 9

broad areas of functioning which can be affectedrring and applying knowledge;

8 |t is estimated that in 28 countries in Africa peehundred million girls and women are disabled as
result of female genital mutilation (Lwanga Nta&2@02 as cited in Yeo & Moore, 2003).
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general tasks and demands; communication; mobiBsif-care; domestic life;
interpersonal interactions and relationships; méferareas and community, social
and civic life (WHO, 2001).

Disability is distinguished from impairment. It igan umbrella term; disability
encompasses impairment but impairment does notratically lead to disability if
inclusive policies and philosophies are implemehigeéne, 2005; Yeo & Moore,
2003). As stated earlier, for the purpose of thesis, the definition of disability is
taken from the United Nations (UN) Convention om tRights of Persons with
Disabilities (CRPD):

“Persons with disabilities include those who hawegtterm physical,
mental, intellectual or sensory impairments whichnteraction with
various barriers may hinder their full and effeetiparticipation in
society on an equal basis with others.”

Article 1, UNCRPD, 2006

The social and rights-based models of disabiligyraflected in the definitions of
disability given by the WHOICF and CRPD and they also the models in which
this thesis is framed.

Defining Difference

The concept and definition of disability is inhettgnbound within the broader
concept of difference. Minnow (1990) has arguedrggly about the need to question
and change dominant hegemonic viewpoints and Glzssons of difference.
Exclusionary practices that result from differeimaae often been seen to occur as a
natural consequence of difference, rather than ilesumed social arrangements into
which people must fit. Minnow’s work on what shdlea the “social-relations”
approach to difference contends that differen@®aally constructed on the basis of
incontestable (and often unstated) norms suchhasahility to see, hear, walk, talk,

and read; adulthood; maleness and whiteness (18966). While the social-

° As an example, if a person has a double lower Amiputation that would be considered an
impairment but not a disability if inclusive poks: a). allow the person to access a wheelchair and
other resources, b). his or her society has whatlelecess to its buildings and public spherescand
the person is not discriminated against on theshzdbeing in a wheelchair. However a person with a
double lower limb amputation would be considereshbied if the impairment immobilises or restricts
him or her physically, socially, politically, ecomically and culturally.
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relations approach is relatively easy to understamdl accept, changes in automatic
assumptions about what is ‘true’, and associatesh@bs in behaviour are harder to
apply (Bartlett, 1992). In her response to Minnow®rk, Bartlett states that

“familiar truths are reinforced through habituatian” (1992, p. 452), but that this

does not excuse a lack of action. Rather, Barttetitends that once there is
understanding that difference is socially cons&dgcit demands social responsibility
to redress exclusionary practices; society musegebn its actions and act on its
reflections (Bartlett, 1992; Freire, 1970). Manaputversity well creates a paradox

of difference described succinctly by Martha Minn(990):

“When does treating people differently emphasizeirtidifferences
and stigmatize or hinder them on that basis? Whess dreating
people the same become insensitive to their diffsxeand likely to
stigmatize or hinder them ahat basis? ...The stigma of difference
may be recreated by both ignoring and focusing.0n i

(p. 2)

Constructs of Disability

As with the definition, the construct and concepsadion of disability has evolved
over time. There are several models and the ewoluti constructs of disability
continues. The three most dominant constructsygical, social, and political

models of disability are depicted Table 3 and dised in the following paragraphs.

Table 3: Models of Disability

Models Medical Social Political (Rights-based)
Paradigm Positivist Interpretive Emancipatory

Problem Individual Social Political

Disabled Persons as Patients Clients Citizens

Focus Impairment Disability All personal experiences
Vis a vis mainstream Exclusion Inclusion Participation

Position Object Subject Subject in action
Solution Medical Care Accessibility Human Rights

Sphere Health Society Human Beings

(Katsui, 2005, p. 16)
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Disability has historically been considered frome thewpoint of a ‘medical model'.
This model holds that a disability is something ethan individual is considered to
be afflicted with, which reduces them as individyand is thus known as a deficit
perspective. As such, intervention is focused enréhabilitation and amelioratitth
of individuals with impairments in order to asdis¢m to function as closely to the
majority of the population as possible (Price, Radi Toga, 1999; Terzi, 2007; UN,
1993).

By way of contrast, in the social model, ‘disapilis not seen as a ‘thing’, but rather
as a process or description of exclusion withim@ety. As discussed earlier, recent
international definitions of disability highlightolv the social and physical barriers
faced by a person with one or multiple impairmentpacts on their participation in
society. By defining disability and health withieference to impairment of function,
rather than medical or biological dysfunction, oevition from a norm, the
WHOICF considers the social aspects of disabiMdHO, 2001) The social model
acknowledges that the collective experience of |geggth disability goes beyond
diagnoses and medical facts (Katsui, 2005). Assaltieinterventions to support
persons with impairments must occur at the socletal by focusing on collective
change to move towards developing communities whatkr for all their members
(Price, Radio, & Toga, 1999; Shakespeare & Wats200)2). This is not to
completely disregard the medical model; it is stitcessary to have a clinical
component so as to identify how to support peoplenanage and alleviate their
impairment where realistic to do so, but it musthgmd in hand with attitudinal and
systemic change as depicted by the illustrationwdKatsui, 2005; Shakespeare &
Watson, 2002).

191t is beyond the scope of this thesis to enter inphilosophical debate about the frequently daise
issue in disability of eugenics, but it is acknodded here that advances in medicine and scienee pos
ethical questions about whether impairments aréitions to be prevented or part of the spectrum of
human difference (Smith, 2004). Shakespeare & Wiat2002) put forth the view that where
impairments are preventable (see footnote 4 on pap# is reasonable to do so without damaging
respect for and the rights of people with disahilit
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Figure 1: An Integrated Approach to Overcoming Obstacles
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(Source: Dr. David Werner at a UN Health Rights éxp/eeting in

Vienna, 1995 cited by Wiman, 1996, p. 126, citedatsui, 2005, p. 18).

The political or rights-based model encompassesticeal model and builds on its
strong relationship with the international humaghts framework. The aims of the
political model are that people with disability niuse empowered to be able to
advocate for themselves and be involved in changiegexclusionary practices of
their society (Katsui, 2005; Terzi, 2007).

In addition to these three models it is recognibed throughout the world, disability
tends to be regarded as a tragedy, a disgracenishpuent from God, an ancestor or
an evil spirit for sins; and that these concepsadilons are known as the charity, and
the moral or religious models of disability respesiy (Miles, 2003; Pfeiffer et al.,
2004).
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Pfeiffer (2001) suggests that all dominant paradigrhdisability are accounted for
and bound by intolerance towards people with diggbdisadvantages experienced
by disabled people come from social infrastructisggma from a constructed
collective identity, and political oppression. Hawe view and perceive people is
extremely important; believing that people withatigity are piteous is likely to be

prophetic because people with disability interreahggative feelings directed toward
them (Katsui, 2005).

Considerations of Language and Terminology
The language used to describe people is powertlipalitical and must be carefully

considered. It is through language that we considentity and can perpetuate or
challenge negative stereotypes. For instance thenatation of the terms
‘mongolism’ ‘idiocy’ ‘Down Syndrome’ and ‘Trisomy-2 are very different,
although they all refer to the same condition (®ispleare & Watson, 2002). Within
the goal of establishing a common understandintghinology, there has been a
strong international movement towards what is daReople First Language, where
defining a child or person by their impairment égected as discriminatory (Snow,
2008). As an example a child may be considered¥avitho is blind” rather than “a
blind boy”. A debate about extending the same amration to the terms impairment
and disability has ensued in the disability sectmarticularly in the UK. Some
contest the term ‘people with disabilities’ becauisean be interpreted to mean that
the disability is caused by the person with an immpant; this position prefers
‘disabled persons’, arguing that it is the morerappgate term in a social model
because it gives room to be explained further assgns disabled by society’. For
the purpose of this thesis, the term ‘people witlakility’ is chosen to mean people
with impairments who experience disability; the wdahe singular is deliberate to
reflect that disability is a social process of esgbn. Shakespeare & Watson (2002)
feel that rigidity of terminology has been and coumes to be helpful for activism but
can also be immobilizing and polarising in debétes in the spirit of these ‘moving
forward’ type sentiments that | state my choicegbfasing and align my viewpoint
philosophically to a social and rights-based model.
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Disability and Human Rights

The social and rights-based (or political) moddilslieability are well positioned in
the contemporary climate of global participation amd commitment to the
international human rights framewdtk a set of UN treaties and declarations which
protect individuals and groups against abuses ofeusally agreed upon freedoms
and entitlements (UNOHCHR, 2006). The 1948 UniveBeclaration of Human
Rights (UDHR) is the seminal human rights docunserd although it is not legally
binding, it holds position as customary internagiolaw. When States agree to an
international human rights tredfythey are the principal duty-bearer for the respect
protection and fulfilment of human rights for dfieir citizend® (Mikkelsen, 2005).
Human rights are based on the premise that alllpd@ve the right to full and equal
participation in, and contribution to the politicatonomic, social and cultural life of
their community (Mikkelsen, 2005; UNOHCHR, 2006juman rights are moral and
legal entitlements which are fundamental to peagpigell-being, dignity and the
pursuit of their full potential (Mikkelsen, 2005, p01). Smith states that the greatest
challenge for people with disability in today's sy is having their lives
understood within a framework of civil rights suab freedom, justice and equality
(2004, p. 13).

Disability rights activism began in the 1960s aathgd momentum in the 1970s, an
era which represented a time of identity politichewe issues of equality of
opportunity despite race, gender and disabilityeM@rought to the fore, and many
activist movements gained momentum (Shakespearea&dh, 2002; Smith, 2004;

Yeo & Moore, 2003). The 1970s saw the emergencentefnational disability-

specific declarations (Yeo & Moore, 2003). Prevemtdf the causes of disability,
rehabilitation of disabled persons and equalisatibopportunities of persons with
disability became key international directions (Micstry et al., 2004). As the

construct of disability shifted from a medical tosacial model, disability issues
shifted from care and welfare to human rights drel new paradigm began to be

» See Appendix One: Principles which underlie thenmational Human Rights Framework.

12 Treaties can either be signed, which does notliebind the state but does oblige it to act inayw
which does not undermine the obligations of thatireor acceded to, which allows a state to be
bound to the principles of a treaty despite nonisig it when the treaty was originally adopted.eft

a state has signed or acceded to a treaty, thgadblns of the treaty should be formally incorpedat
into domestic law, a process known as ratificaffdir AT, 2003; UN, 2002).

'3 See Appendix Two: Obligations of State Partiesiternational Human Rights Law
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reflected in international literature and the inegronal human rights framework, as
shown in the table below: (Nowland-Foreman and I&ul2005; McKinstry et al.,
2004; Price et al., 1999).

Table 4: International Mandates Relating to Disability and Education

Year International Human Rights Movements relating to Disability and Education
1948 Universal Declaration of Human Rights
1981 UN International Year of Disabled Persons

1983- 1992 | United Nations World Programme of Action Concerning Disabled Persons

1989 UN Convention on the Rights of the Child

1990 The World Declaration on Education For All

1993 The UN Standard Rules on the Equalisation of Opportunities for Persons with Disability
Rule 6

1994 Salamanca Statement & Framework for Action on Special Needs Education

2000 World Education Forum Framework for Action, Dakar (EFA)

2000 Millennium Development Goals

2006 UN Convention on the Rights of Persons with Disability

(EKlindh & Brule-Balescut, 2005; McKinstry et a20Q04)

Two of the most recent and significant frameworkghwegard to disability and
education, the Salamanca Statement and the Coameoti the Rights of Persons

with Disability are discussed beldfy

Salamanca Statement and Framework for Action 1994
A significant international framework on disabilitgducation and development arose

from the 1994 United Nations Education Science &lt@a Organisation
(UNESCO) World Conference on Special Needs Educathccess and Quality,
held in Salamanca (henceforth known as the Salaan@tatement). The Salamanca
Statement was the first international documentit® tbe direct connection between
education for children with special needs and humghts (Eklindh & Brule-
Balescut, 2005). At the time of its formation, lékan one per cent of the global
population of children and young people with disabiattended school in

" For further informationa brief outline of some of the international and asPacific regional UN
driven documents, conventions and frameworks releta the rights of people with disability to
access education is given in Appendix Three andeAdix Four.
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developing countries and the international comnyur@tognised the need to redress
this inequality, particularly given the climate tife Education For All movement
(Price et al., 1999). The Salamanca Statementf&@dra change in the direction of
international thinking about education for childneith special educational needs. It
affirmed the need for government commitment to mleweducation for people with
special educational needs and advocated that tee viey to do this is within
existing regular education systems (Eklindh & BrBldescut, 2005; Price et al.,
1999; UNESCO, 1994). The Salamanca Statement esgedrcreative problem
solving about educational difficulties and anti¢gzhthat the creative solutions could
ultimately benefit all of the students in the fooha richer learning environment
based on child-centred learning (Eklindh & Bruldd3aut, 2005). It put respect for
differences and diversity at the centre of debabesit education, society and culture
and proposed that schools implement philosophpraictical and strategic changes
(Eklindh & Brule-Balescut, 2005). The practices audlosophies recommended by
the Salamanca Statement are known as an Inclusiveaion philosophy (discussed

further on page 43).

The Convention on the Rights of People with Disabilities
Although all international human rights documernid #ameworks extend to people

with disability and their families they continue tdace discrimination,

marginalisation and exclusion. The Convention ¢ Rights of Persons with
Disability (CRPD)" is the first convention which explicitly accordstuman rights

to people with disability. The CRPD is the moster@icUnited Nations convention; it
has been in development since 2001, was adopt2@0ié and came into force off 3
May 2008 (UN, 2008). The CRPD has been signed BycbBintries and ratified by
46 (UN, 2008)°. The purpose of the convention is “to promoteterband ensure

> There are eight guiding principles which underlfee tCRPD: “respect for inherent dignity,
individual autonomy including the freedom to make's own choices, and independence of persons;
non-discrimination; full and effective participati@nd inclusion in society; respect for the differe
and acceptance of persons with disabilities as pltiuman diversity and humanity; equality of
opportunity; accessibility; equality between memnl amomen; and respect for the evolving capacities
of children with disability and respect for the higof children with disability to preserve their
identities” (CRPD, 2006; UN Enable, n.d.).

'® New Zealand signed the convention off 8arch 2007 and ratified it on $95eptember 2008. A
full list of countries who have signed and ratiftheé CRPD and its optional protocol is available at
www.un.org/disabilities/countries.asp?id=166

30



the full and equal enjoyment of all human rightsl dandamental freedoms by all
persons with disability and to promote respectlieir inherent dignity” (Article 1).

The main aims of the CPRD are to ensure that:

“Persons with disability and their family membelssld receive the necessary
protection and assistance to enable families tdribate towards the full and
equal enjoyment of the rights of persons with diggh (Preamble, section x.)

and:

“To make a significant contribution to redress prefound social disadvantage
of persons with disability and promote their pap#tion in the civil, political,
economic, social and cultural spheres with equapodpnities, in both
developing and developed countries” (Preamblejsegt)

The obligations of the State outlined in the Conieminclude:

« developing appropriate legislation to address dlisassues as human rights
issues
* raising public awareness
e providing access to the physical public environment
* not excluding its citizens from the general edwratsystem or highest
standard of health care
* providing adequate living standards
» providing social protection
« allowing persons with disability to participate political, public, cultural,
and recreational life.
(UN, 2006).
Through becoming signatories to the CRPD, statdsiaadedge the right to
education that people with disability have andrtloevn obligation in providing an
inclusive education system (UN, 2006). The provisod education to children with
disability alongside their peers is necessary mheotto fully realise their abilities,
talents, creativity and personality out of respfxt diversity and for the greater
recognition of human rights (UN, 2006). Article ¥tbe CRPD focuses on children
with disability and states that they must be sufgabto enjoy their full human rights
and fundamental freedoms on an even basis withr affié&lren. It upholds acting
only in the best interests of the child and advesdor child participation in its

support of giving children with disability (as widll children) the right and means to
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express their views freely on all matters concegnirem bearing in mind the child’s
age and maturity, and to have those views congid@RCRPD, 2006).

There are no new rights in the CRPD, but the idéaedressing the social
disadvantage faced by people with disability introes the idea of providing extra
support (positive discrimination) in enabling peoplith disability to access the
same rights as everyone else. The CRPD is thecfwrstention in the international
human rights framework which includes referenceirtternational cooperation

(Article 32) thereby obligating duty bearers atams-national level (Katsui, 2008).

Criticisms of the International Human Rights Framework
The omission of specific reference to disabilitythin key international initiatives

based on the international human rights framewankhsas the Millennium
Development Goals and Education For All has bedicised (McKinstry et al.,
2004). The development of the CRPD is one resptmgbat concern. However,
although the CRPD is a powerful progressive stegatds human rights for persons
with impairments, inclusion in the human rightsniiework does not automatically

guarantee their provision.

Accountability is the first of two criticisms of ¢hinternational human rights
movement discussed héteThis position holds that without any assignedsper

system or agency to hold accountable forghmvision of rights they are essentially
invalid, or “imperfect obligations” (Kant 1788, asted in Sen, 1999). Certainly,
considering the plentiful number of signatoriesvémious international human rights
treaties and conventions there seems to be wiéenational concurrence with the
human rights framework, and yet human rights amdiéunental freedoms continue
to be denied to the majority of the world’s popidat(Mikkelsen, 2005; Price, 2003;
Sen, 1999). Sen (1999) suggests that human rigguts be both valued and
unfulfilled without necessarily being consideredidyoand since human rights
transcend citizenship, we can look at unfulfillednfan rights claims as being

directed generally to anyone who is in a positmagsist (p. 230).

" A third criticism is the issue of whether theraisy legitimacy to pre-legal moral claims; thisdise
adopts Sen’s (1999) suggestion to consider as huiglats ethical claims rather than legal claims (p.
228).
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The second criticism deals with the issue of caltuelativism; are there any
universal truths and universal rights? Culturahtiglsts contest that human rights
cannot be universal for two reasons. Firstly, beeathe human rights movement
developed from a specific period of Western histotlye eighteenth century
Enlightenment, there is an ongoing debate aboutthies and relevance of largely
Western constructs of human rights being imposedndigenous cultures (Bell,
Nathan & Peleg, 2001; Miles, 2003). Secondly, aaltwelativists contend that the
individualistic nature of human rights is incongasadn societies in which individual
wellbeing comes from communal values and group bagn{Sen, 1998). Individual
human rights therefore have a tenuous position uitu@s where collective
consciousness is emphasised and individuals atereegto contribute to the group.
The UDHR itself declares respect for different grds and provides for group rights;
Article 29 emphasises the responsibilities of thdividual to their community
(UDHR, 1948). The argument that human rights premtiie interests of the
individual above the group tends to come from noesWrn cultures (sometimes as a
defence against allegations of human rights lawadives) but there are also
criticisms from Western perspectives who consitiat the focus on individualistic
rights is neo-imperialistic (Merry, 2001). The auHl relativist position is countered
by the normative, and the formative position. Thernmative position states that
human rights are derived from the inherent digrofyhumanity, and therefore
accorded to all humans irrespective of culture (RDH948). The formalist position
acknowledges that human rights approaches didnatigiin the West, but are widely
accepted, as evidenced by the fact that most sketes signed and ratified the
UDHR and other subsequent human rights conven{®iesner &Alston, 2000).

A response to the discourse about universalismcatidral relativism is eloquently
framed by Higgins (1994):

“It is sometimes suggested that there can be my duiversal concept
of human rights, it is necessary to take into antaine diverse
cultures and political systems of the world. In wgw this is a point
advanced mostly by states, and by liberal schadawsous not to
impose the Western view of things on others. Hargly advanced by
the oppressed, who are only too anxious to befefih perceived
universal standards. The non-universal, relativiestv of human rights
is in fact a very state-centred view and losestsajhthe fact that
human rights are human rights and not dependentherfact that
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states, or groupings of states, may behave diffigrénom each other
as far as their politics, economic policy and adtare concerned ...
Individuals everywhere want the same essentialgthinfo have

sufficient food and shelter; to be able to speaklir; to practise their
own religion or to abstain from religious belief)y feel that their

person is not threatened by the state; to know ttheg will not be

tortured, or detained without charge, and thaghérged, they will

have a fair trial.”

(As quoted by Steiner & Alston, 2000, p. 397 — 398)

Recently human rights discourse has found a middbeind between universalism

and cultural relativism. Anthropology and sociainstsuctivism have been major

influences on these new interpretations which artha since the international

human rights framework has evolved over the paste@ls in response to emerging
moral, political and social issues it is inhereratiaptive to global and local contexts
and priorities (Merry, 2001). It is now coming te laccepted that rights and rules
about morality are interpretable in different cudtlucontexts but not at the expense
of fundamental freedoms (Wilson, 2000).

International Responses to Disability

Disabled Persons Organisations
The internationally heard maxim from people witlsahility is ‘nothing about us,

without us’. The current rights-based approactefiected in the call for leadership
by disabled persons in all areas of their livesd dhe subsequent formation
throughout the world of Disabled Persons OrgarogatiDPOs) as a forum to hear
those voices (Barnes & Mercer, 1995; Katsui & Kumyoori, 2008; McKinstry et

al., 2004). Single focus organisations such asNbed Federation of the Deaf have
formed since the 1950s (Barnes & Mercer, 1995)a gtobal level, the International
Disability Alliance (IDA), which represents seveisability organisations, acts as a

consultant to the UN and advises agencies sudhead/orld Bank (McKinstry et al.,

2004). There are many grass roots examples of thsability self-advocacy groups
showcasing their voices and abilities; for examplee advocacy project in Nepal
supported children with disability to share theorges about their experiences in

education to raise public awareness, and offer slebras as role models to the

'8 The World Blind Union, the World Federation of theaf, Disabled Peoples International,
Inclusion International, World Federation of theadd®lind, the Association of the Users and
Survivors of Psychiatry, and Rehabilitation.
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community (Smidt, 2006). DPOs contribute to alléwi@ exclusion and isolation by
acting as a contact point for people with disapitiv interact with other people
impacted by disability, and recently have begunagigy in more political purposes
such as lobbying and advocacy which is often dendiaison with international

organisations and Non-Government Organisations (8)GBarnes & Mercer, 1995;
Yeo & Moore, 2003).

Because the membership of DPOs is often dominatednales with physical
impairment, there is some question whether DPOs themnselves guilty of
exclusionary practices since women and people feitims of impairment such as
learning difficulties, leprosy, epilepsy, sensomypairments, mental and emotional
illness are typically less involved (Yeo & Moord)(3). Additionally, Katsui (2005)
notes her concern that DPOs seem to have had niinimpat into policy

development, despite their aim to do so.

Community-Based Rehabilitation
Community-Based Rehabilitation (CBR) is an ecolabmodel of service provision

to people with disability developed by the Worldaithe Organisation in the 1970s. It
is estimated that 80 percent of people with diggbdould have their rehabilitation
needs met at the community level (DFID, 2000). CBRdesigned to foster the
relationship between the wider community and pesswith disability within any

community (Kuipers, Kendall, & Hancock, 2001). Téefining features of the CBR
model are community participation and partnershggporting and developing
initiatives driven by people with disability andeth families and community,
integration into the local context and maximisatmnformal and informal service
provision (Kuipers et al., 2001). CBR has evolvetts its initial conceptualisation
and its practical implementation must be tailoredocal contexts, making writing
operational guidelines for this model an elusivalgBarnes & Mercer, 1995;
Kuipers et al., 2001).

It can be argued that disability service provis®ularified through the CBR process
whereby the local community is empowered to holel tbsponsibility for service
provision, as well as identify existing resourcashim the local community which
can be utilised in service provision. CBR is alsedtted with generally raising the
awareness of the community about the needs of peafh disability, promoting the
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visibility of people with disability participatingh community life and fostering a
greater sense of civic conscious and community orespility for all members
(Kuipers et al., 2001). For example, in one runaljgct, some successful outcomes
of a combined CBR conceptual framework and pasicipy developmeht
implementation approach have included: the gereratif a sustainable service
model to respond to the needs of people with disgbigreater community
awareness of disability issues, more community supjor people with disability
and their carers, more effective networking and momication in the community,
and greater informal community support for peoplthwdisability (Kuipers et al.,
2001).

Disability and Development

“Because disability and poverty are inextricabhkkd, poverty can
never be eradicated until disabled people enjogledghts with non-
disabled people.”

(Lee, 1999, p. 13 as quoted in Yeo & Moore, 2@0JH71)

Disability and Poverty

Disability advocacy in developed countries tendfotms on supporting people with
disability in independent living. This is a venyffdrent experience from people with
disability in a developing country whose focuses @ncerned with survival and the
opportunity to participate in everyday communife [{Barnes & Mercer, 1995). The

cyclic link between impairment, disability and payé® is depicted below:

19 participatory Development is explained furthepage 41.
%0 For an expanded interpretation of the relationslgifveen poverty and impairment see Appendix
Five.
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Figure 2: The Cycle of Disability and Poverty
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(Source: DFID, 2000, p. 4)

This diagram illustrates how the social-model payedof disability reflects the
contemporary paradigm of poverty; both are conakmwwéh limitation of social,
cultural, political and economic participation. Y&dVioore state “if disabled people
were able to achieve equal rights and opportunitieés would contribute to poverty
reduction for society as a whole” (2003, p. 5819n’S capabilities approach holds
that poverty perpetuates unless development igtiedigat giving people freedom to
pursue the benefits of equal opportunities (1988.emphasises that people with
disability are often doubly disadvantaged in sgci®en (1999) gives the example of
accessing services to participate in the produstivek force — people with disability
have a reduced ability to earn an income combiniéd thve need for extra income to

achieve the chance to participate in employment.

The link between poverty alleviation and educaiowell established (DFID, 2000;
Katsui, 2005; Sen, 1999; UN, 2008; Yeo & Moore, 200nclusion in education for
children with disability also has benefits in psstool outcomes (Hardman &
Nagle, 2004; Jonsson and Wiman, 2001; Terzi, 20&ducation provides the
technical, academic and social skills necessaryefoployment. It also reduces the
likelihood of people with impairments who are loogi for inclusion in the

workplace being discriminated against by employsi® have had no personal
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experience of interacting with people with impaintge (Price, 2003). Enabling
disabled people to achieve employment benefitsegpdn terms of increased
economic productivity and reduced time constraiots carers (AusAlD, 2008).
Jonsson & Wiman (2001) give an economic analysisnofuding children with
disability in education and find that there is aomomic component which argues
that the incremental benefits of educating childveith disability outweigh the
incremental costs. This was earlier suggested Imghy1994) as shown in the table

below:

Table 5: Economic Benefits of Inclusive Primary Education

Economic Benefits from Inclusive Primary Education

e Reduction of social welfare costs and future dependence

¢ Increased potential productivity and wealth creation provided by education
of those children with impairments and disadvantages

¢ Through concomitant overall improvement of the quality of primary
education, reduction in school repetition and drop-out rates

¢ Increased government revenue from taxes paid, which can in part be used to
recoup the costs of initial education

* Reduction of administrative and other recurrent overheads associated with
special and regular education, and

e Reduced costs for transportation and institutional provision typically
associated with segregated service.

Disability in Development Paradigms

International literature acknowledges that disapilssues require a “twin-track”
approach; while they must be fully integrated ialb development planning and
projects, it is also appropriate to have disab#gitya separate thematic issue at times
(DFID, 2000; Nowland-Foreman & Stubbs, 2005; Mciimy et al., 2004; Tiroler,
2003; UN, 2008).
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Figure 3: The Twin-Track Approach to Disability
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An example of an international organisation dentrating a twin-track approach is
the WHO which acknowledges that disability is nemtnething that only happens to a
minority - all human beings may experience a decimhealth and experience some
degree of temporary or permanent disability (WHOQZ UN, 1993). Very few
mainstream projects have a disability componenthémn; it is estimated that less
than two percent of global development funding udels planning for people with
disability (Tiroler, 2003; Katsui, 2005). An incea in demand for disability
considerations to be considered at all levels gkbigpment planning has been heard
in the international literature (AusAlID, 2008; Tieo, 2003; Yeo & Moore, 2003).
Finland provides an example of where successfalbdiy activism has resulted in
an increase of development aid funding; now fiveceet is targeted toward
disability specific projects (Katsui, 2005). Devefoent planning for an inclusive
and enabling society does not only benefit theldeshpopulation; infrastructure and
access adaptations also benefit others such asaihetemporarily injured, unwell
and elderly (AusAID, 2008).

Two contemporary development paradigms well suideplromoting the inclusion of
disability in development, Right-Based Approached Rarticipatory Development,

are discussed below.

1. Rights-based Development Perspectives and Approaches
Rights-based approaches are currently replacing tthditional needs based

approaches in development. Internationally, manyvegument and non-

governmental development activities are requiredetatre their practice in a human
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rights framework as a basis of sustainable devedopr(Eklindh & Brule-Balescut,
2005). The link between sustainability and the haumghts tenets of participation,
ownership and accountability is crucial to sucadssévelopment (Eklindh & Brule-
Balescut, 2005; Miles, 2003; Sanga, 2004). A rigbésed approach requires using a
conceptual framework based on international hungins standards, principles and
norms, and means that development plans, policres @ocesses include the
promotion and protection of human rights (Mikkels@005). Human rights-based
approaches to development include as key companerpsess linkage to rights,
accountability, empowerment, participation, noredmination and specific
attention to vulnerable groups (Katsui & Kumpuvy@008).

Rights-based approaches are grounded in socialgubkeory:

“A rights-based approach to development describegmt®ns not
simply in terms of human needs, or out of develapmequirements,
but in terms of society’s obligations to respondtie inalienable
rights of individuals, empowers people to demarstige as a right,
not a charity, and gives communities a moral b&sisn which to
claim international assistance when needed.” (Ukre@ary General
Kofi Annan 1998, as quoted in Mikkelsen, 2005, @5@
The relationship between development and the modfiit of human rights can be

seen as mutually implicit; development is in itsefiuman right (Mikkelsen, 2005).

Applied to disability issues, ideally disabilityalid be included in all development
and thus realisation of human rights naturallyde#. Rights-based approaches to
development are designed to simultaneously empaogkts holders to claim their
rights and strengthen the ability of duty-bearerdutfil their obligations (Alston,
2005; Mikkelsen, 2005).

The way in which this occurs is illustrated below:
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Figure 4: Using Rights-Based Approaches
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(Source: Ljungman, 2005, p. 8)

2. Participatory Development
Participatory development is the dominant apprdactedressing social inequalities

in development work. Ideologically, participatorgwtlopment is a belief in self-
determination (Chambers, 1995; Jennings, 2004intts to address social issues
such as poverty, inequality and social exclusiongiwng a voice to local people,
especially poor, vulnerable and weak groups orviddals, empowering them to
participate in determining their own developmentalgoand plans (Hayward,
Simpson and Wood, 2004). Ultimately, participatoigvelopment aims for social
change; the redistribution of power in a societhtionship, enabling typically
marginalised and excluded individuals and groupbdcsystematically included in
social, political and economic processes (Chamid€85). Therefore, participatory
development has a strong political stance and piatgncontradicts many of the

existing social structures of a community or sgciet
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Participatory development approaches offer insights priorities and wants that
other needs assessments cannot offer (BlackburamBérs and Gaventa, 2000;
Chambers, 2005). Projects that are developed snvihy are in a sense ‘owned’ by
the local people and are thus likely to be susthifidackburn et al., 2000). The
process of participatory development is undertaken partnership and is
empowering; completion is indicated when the precéss resulted in skill

development and human capital accumulation (Brigg85; Chambers, 1995).

However, while participatory development has maagdiits, Platteau & Abraham
(2002) caution that it may not be the best appraacocieties without a functioning
democracy at a localised level. They propose tloat people are more likely to
benefit from a centralised state distribution systdhan a participatory approach
which may ultimately fall prey to the familiar hegenic structure of society
(Platteau & Abraham, 2002).

One of the applications of participatory developtmen the movement toward
facilitating child participation which involves emaraging and enabling children to
make their views known on the issues that affeeinthin child participation, adults
elicit and consider children’s opinions, ideas atmhtributions when making
decisions that impact them (UNICEF, 2003). As dotmrlier, children with
disability are often the most vulnerable in popola so child participation

approaches are likely to significantly benefit them

Another application of a participatory developmeapproach is in its combination
with a CBR approach to provide an effective disgbiervice delivery model in
developing countries (Kuipers et al., 2001; WirZBomas, 2002). A benefit of this
combined framework is in improved cooperation befmvgovernment sectors such
as education and health which optimises servicethéowhole community (Kuipers,
et al., 2001).

Disability and Education

Like other social institutions, schools have a drigtof excluding people with

disability (Hick, 2009; Smith, 2004). Smith (200giyes the example of a court case
in early twentieth century America where a childhmcerebral palsy who had the
academic capacity to learn was excluded from sch@alause of his impaired
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speech, drooling and facial-muscle contractionsthis case the judge ruled the
school could exclude the child on the basis that‘greduces a depressing and

nauseating effect on the teachers and school ehildp. 4).

It is estimated that out of more than 100 millidnldren who do not attend school,
40 million are disabled (Sen & Wolfensohn, 2004uri@ntly, most children with
disability in developed countries do attend schdétdwever, there is a massive
discrepancy between children’s access to educatiotheveloping and developed
countries (Price, 2003; Yeo & Moore, 2003). Forrapée, in the Asian and Pacific
region less than ten percent of children with diggtaccess any form of education
despite a net enrolment rate of 70 percent for rggon and fewer girls with
disability attend school than boys (DFID, 2000;cByi2003; Yeo & Moore, 2003).
There are many reasons why children with disabifitgy not be sent to school
including fear they will not cope, their educatisnnot a good investment and that
their public existence will shame the family andtgmially jeopardise marriage
opportunities of siblings (Yeo & Moore, 2003). Dogents report that all children
with disability who are included in education arn&ely to receive “inferior
treatment” (Yeo & Moore, 2003, p. 574).

The Shift from Special Education to Inclusive Education

Special Education
The New Zealand Ministry of Education gives theimigbn of Special Education as:

“the provision of extra help, adapted programmesarding environments, or
specialised equipment or materials to support odmdand young people with their
learning and help them participate in education'Of¥) 1996). Special education is
characterised by the provision of extra arrangemént students with impairments
so they can be integrated into a mainstream odaeguahool system (Hick, Kershner
& Farrell, 2009; Farrell, 2005). Special Educatiertargeted towards children and
young people with learning difficulties, communiocat emotional or behaviour
difficulties, or intellectual, sensory or physigaipairments. Public policy in special
education originally focused on ensuring equal se€c® education in terms of
children with disability being present at schoohieh it has achieved with some
success in the developed world (Farrell, 2005).aljjpdccountability for educational

achievement and outcomes for all students is piged, including those with
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disability. The focus on participation and qualdlylearning signal a change in the
previously accepted Ilow educational expectationsnd (asubsequent low
achievements) of children with impairments (Hardn&iNagle, 2004; Eklindh &
Brule-Balescut, 2005).

Individual Education Plans
One of the ways in which learning goals have belmred for in the Special

Education system has been through Individual Educdlans (IEPs). An IEP is a
specific education program for an individual studehere academic and functional
goals are set depending on the child’s level ofitagp(MOE, 1999; Hamill &
Everington, 2002). IEPs are designed in collaboratith all people involved in a
student’s education; they have an holistic focus$ @nsider all factors which enable
a child to learn, for example a nurse may be inetuid the child has health needs. A
typical IEP team includes parents, teachers aner a#ievant school personnel and
relevant specialists, and sometimes the studentnilH& Everington (2002)
advocate for always including the student in hisher own IEP, regardless of their
level of functioning so that the team are remintteat the child is to be worked with
rather than ‘done to’. Collaboration is a core comgnt of an IEP; each team
member contributes equally to the information stgaand goal setting process, and
responsibility for implementation of the plan isasbd amongst the team (Spedding,
2005). The IEP follows a strengths-based moddfatises on the student’s current
achievements and next steps to be met. For theomeHEPS occur quite frequently
and monitoring, assessment, goal setting and aoldilon continue in a dynamic

process to ensure a student’s meaningful inclusi@ducation (MOE, 1999).

Critiques of Special Education
Some people have raised concerns that a speciehtalu approach can only have

limited success because it does not focus on systehange — for example,

students’ educational difficulties are measuredainlinical and medical way and

reflection about the school’s inability to teacte tetudent are rarely considered
(EKlindh & Brule-Balescut, 2005). Other concerndligate that special education
reinforces social prejudice. As a matter of coueskjcation must cater to a diverse
range of students’ learning styles and academiayalchools’ acceptance of these
differences tacitly benefits one group and disath@es children who are labelled as

having ‘special’ educational needs (Minnow, 1996y)om a social model of
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disability, the term and concept of ‘special’ acecoadation needed for some
students to participate in education further pergiets their disability (Minnow,

1990). There are some strong opponents of the ‘®pecial Needs’ who see it as a
“pejorative descriptor that creates a powerfult@dinal barrier to the inclusion of

individuals who are so described” (Snow, 2008, paya

Critics of Special Education feel the approach hasn insufficient to meet the
educational and social requirements of many stsdeith impairments. Some say it
has been detrimental to social inclusion, and glastidents with impairments
further at risk of marginalisation and exclusiorkl{gdh & Brule-Balescut, 2005;
Hardmand & Nagel, 2004).

Special Schools
There is a continued debate about whether spedialots or regular schools are the

best option for educating children with additioma&leds. Vygotskdf (in Rieber &
Carton, 1993, p. 85-6) believes that all childreagardless of ability, can be
educated through existing educational pedagogidssserts that special schools are
inherently antisocial and isolating. Lynch (1994pdalonsson & Wiman (2001) state
that as well as social benefits, it is economicallyre viable to include children with
disability in regular education. Inclusive Educatiadvocates for children with
disability to be included in regular or mainstreaomools. This is seen as the best
way of “combating discriminatory attitudes, buildiran inclusive society and
achieving education for all” (UNESCO, 1994). Fdrr&005) believes that an
inclusive orientation can also be characteristicspécial schools and that parents

ought to be able to choose their preferred option.

Inclusive Education
Inclusive Education departs from Special Educatibg focusing on the

transformation of education systems to increasér thkility to respond to the
diversity of all learners in both formal and nomr@l education. The basis of

inclusive education philosophy is threefold; figsit is based on the premise that

2L vygotsky is a developmental psychologist whosekwws influenced many educational theorists in
the field of child development, including Bronfeehner (see Appendix Six). It is important to note
that Vygotsky’s work is posited in Marxist theoand as such Vygotsky placed great emphasis on the
social aspects of child development. For more imfition see 'Is Vygotsky Relevant? Vygotsky's
Marxist Psychology' by Martin Packer (2008) aualiafrom:

http://pdfserve.informaworld.com/20489 78962967 .p
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exclusion is a social process; secondly, that sadatent must be viewed holistically;
and thirdly on the principle of non-segregation @BCO, 1994).

“Inclusion is seen as a process of addressing asgonding to the

diversity of needs of all learners through incregsparticipation in

learning, cultures and communities, and reducirgiusion within and

from education. It involves changes and modifiaaian content,

approaches, structures and strategies, with a convigion which

covers all children of the appropriate age rangkanonviction that it

Is the responsibility of the regular system to edecall children”

(UNESCO, 1994).
As discussed earlier, Inclusive Education has e#plinks to the international
human rights framework. The right to education ves$ablished in the initial
inception of the international human rights framewim the 1948 UDHR and was
reiterated in the 2006 CRPD. The conceptualisatioimclusive Education is that it
is a rights-based process of decreasing exclus@mn,fand increasing participation
in, the culture, curriculum and community of mareaim schools (Florian, 2009).
Therefore, Inclusive Education is a vital tool forainstreaming a human rights

approach to development (Mikkelsen, 2005).

Inclusive Schools
Inclusive schools are founded on the belief thattaldren within a community learn

together (SENESE, 2008). Inclusion in educatioteot$ a school culture where all
the students’ individual educational needs are s@ipols are flexible in teaching
styles and structure and community partnershipssefed (Farrell, 2005; SENESE,
2008). The individualising of all students’ educatl programs (e.g. through IEPs
or other mechanisms) benefits all children, anduced the stigmatisation of
difference, since all the individual differencedgvieen the students in the school will
be apparent; all students will be seen as differmdl therefore the same (Minnow,
1990; Vygotsky, in Rieber & Carton, 1993). Oppaities for participation in
education ought to be created at all times (but toothe exclusion of personal
preferences for specialist assistance for those weed it) (Eklindh & Brule-
Balescut, 2005).

Imperative to inclusive education is the importammebuilding a school culture
which is welcoming and respectful to everyone;ibesrto learning and participation

are identified and removed through a commitmenmdtusive philosophies (Eklindh
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& Brule-Balescut, 2005). The attitudes of teaclserd the culture of the school (and
wider community in which it exists) are seen as thest pertinent features of
successful inclusion (Wong, Peason, Ip & Lo., 19%hile many other education
initiatives recognise the importance of includinge twider school community,
inclusive education aims to foster the communitgtenfort with diversity (MOE,
1996; Wong et. al., 1999).

A consideration which is gaining prevalence in itternational literature is that of
the emotional benefits of inclusion in educatiord awociety, for people with and
without disability (Urquhart, 2009). An emotionaloraponent to learning
dispositions is often taken for granted (Urquh2009); none of us are as available to
learn if anxious, distracted, upset, unwell or Bdias we are if calm, focused,
satiated etc. Yet if it is to be judged by the euntrprevalence of children’s mental
health disorders, level of exclusion from educatemd perceived pressures on
children’s well being, the emotional component edrhing must be seen to have
been neglected (Urquhart, 2009). Miles (2003) qoestwhether it is helpful for a
child with disability to be included in a less thafficacious mainstream education
system whereas others (Kershner, 2009; Lene, 2808; Tiroler, 2003) see that
inclusion, even in an imperfect mainstream systwwhen done properly, can benefit

the system and all its pupils simultaneously.

Critiques of Inclusive Education
Inclusive Education is not a panacea,; it is a oy which requires commitment

and deliberate action to meet its goals (UNESC@)920Two critiques of the

movement are given here. The first is that althotlgh international community

acknowledges inclusive education as the way toeaaty the fullest educational
objectives for children with disability, educationaractice frequently belies the
rhetoric of equality of opportunity it purports (8m 2004; Wong et. al, 1999).
Legislature, policies, conceptual changes and igeceducational changes are all
needed to move towards inclusive education anct thex often gaps between policy
and practice (Eklindh & Brule-Balescut, 2005). &sponse to this critique, Wong et
al. (1999) reminds that anti-discrimination law dento precede public attitudinal
change rather than respond to it.
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The second critique discussed here is the feathisawill place further strain on the
workload of teachers, thereby weakening the edorcatystem, and holding back the
potential academic success of some students (UNE®GQ. Broadening teacher
training in catering for diverse populations is mmportant consideration when
looking at educational reforms (Hardman & NagleQ£20 However, like Vygotsky,
Florian (2009) believes that teachers need nohlaay new inclusive pedagogy, but
rather can learn how to include all children intdseng education pedagogies.
Furthermore, there is strong anecdotal evidence tia benefits of Inclusive
Education practices (such as flexible teachingestyhnd the ability to individualise
learning where appropriate to meet the student®l lef ability) are accessed by the
wider school population (AusAlD, 2008; UNESCO, h.d.

Disability, Development and Education in the Pacific
This section of this chapter situates the mainudision points from the previous

sections about disability, development and edundtito the regional context of the

Pacific.

Attitudes to disability in the Pacific
Just as at the global level, disability is recogdias both a cause and consequence of

poverty in the Pacific (PIFS, 2005). Pacific Islacaimmunities have a history of
isolating and excluding their disabled members fra@ducation, community
participation, and from self-expression (McKins#ty al., 2004). The Pacific Islands
Forum Secretariat (2008) recognises that barr@nsatticipation in societies stem
primarily from underlying harmful attitudes and judices towards people with
disability, including stereotyping and misundersiiag. Information about disability
is scarce in the Pacific and social prejudice terotborne from the belief that an
impairment is a punishment for wrong-doing, caubgdan evil spirit (as in the
religious model of disability) (McKinstry et al.,084; PIFS, 2002; Yeo & Moore,
2003). Some of the negative attitudes toward disgalire reflected in the legislature
of Pacific Island Countries, which persist in usiogtdated terminology adopted
from previous colonial legislation. McKinstry et.al2004) found fourteen
example&’ of demeaning terms in Pacific Island countriesidand recommend that

this be redressed to reflect people’s inherentitfiggand human rights.

2 The examples of denigrating language found inslagon in the South Pacific include: “idiot or
imbecile”; “unlawful carnal knowledge”; “persons afinsound mind”; “mentally defective”;
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Negative attitudes toward and consequent neglegeople with disability in the
Pacific have often stemmed from a lack of knowledggher than a lack of
compassion (Price, 1994; Mead, 1928 as cited intlf5n@005). Price (1994)
describes passive acceptance of a child with disaby some families, who feel
that they must deserve a disabled child for sorasa® and are often not aware of

potential services, or ways of managing the chileipairment.

Pacific Regional Disability Initiatives %
Due to the strength of social networks and subsistdifestyles, income poverty has

not historically been a major concern for the RacfLameta, 2005). However,
poverty of opportunity is acknowledged in the PFaci&s a “multi-dimensional
concept embracing a lack of education and healibk lof economic assets,
employment opportunities, social exclusion andtmali marginalisation” (Lameta,
2005, p. 10). Many countries in the Pacific hawtbez not known about or not
attended to disability issues until recently, aral lsave been unaware of the
prevalence, causes or nature of disability withi@irt community (McKinstry et. al,
2004). Ownership of disability issues has histdiycheen held by NGOs and early
disability services in the Pacific were establisiedn ad hoc manner dependent on
whoever had the interest, impetus and resourcesssary to drive the movement
(Price et al., 1999). In the last ten years, Ragbvernments have been gradually
taking over responsibility for their disabled o#izs; disability was first included as
an agenda item at the Pacific Islands Forum andSieretariat of the Pacific
Community (SPC) in 2002 (McKinstry et. al., 2004E®, 2002; Price et al., 1999).
Although many Pacific Island countries have signetérnational and regional
documents to do so, there is variance in the delgreénich countries in the Pacific
have started to address disability issues in tHeirelopment (McKinstry et al.,
2004)%*

“incompetent”; “natural mental infirmity”; “sevengl subnormal”’; “natural imbecility”;
“disadvantaged”; “mentally defective persons whoases call for segregation”; “insanity”; “retarded
class of persons”; “mental handicap”; and “feebladad” (McKinstry et al., 2004, Annex 2).

% An outline of some UN driven Asian and Pacific Regl Disability initiatives is given in
Appendix Four.

4 See also the Pacific Islands Forum Secretaria tlisability profile for the following countries:
Cook Islands, Federated States of Micronesia, Ikijgbati, Nauru, Niue, Palau, Papua New Guinea,
Samoa, Solomon Islands, Tonga, Tuvalu and Vanwatuy.forumsec.org/pages.cfm/sustainable-
development/social-policy/disability/country-prefd
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Pacific Disability Forum

The Pacific Disability Forum (PDF) is a collectied 20 mostly small, regional
DPOs, and several international organisations. FB&, now funded by NZAID
began in 2002 and was officially inaugurated in20BDF, 2009, para 1.). It faces
problems of isolation and distance between its negjlbut is developing capacity
and beginning to work on disability issues (HurtD2). At their meeting in Apia in
2008, the forum raised goals for people with digbin the Pacific including
freedom from violence, abuse and neglect, supmorfadmilies, early intervention
services, and access to quality health servicesdundation (Hunt, 2008). The PDF
focuses on advocacy and awareness, capacity anshggand promoting the equal
rights of women with disability (PDF, 2009).

Human Rights in the Pacific

Negative attitudes and discrimination towards peaopith disability prevail in the
Pacific and results in exclusion from accessing dumights (PIFS, 2008). The
debate over the universalism of human rights idinpnt in the Pacific context
because Pacific cultures tend to emphasise callectinsciousness (Thaman, 2000).
They place value on belonging rather than rightfigctive wellbeing is traditionally
paramount and individual wellbeing ensues; emphasisdividual rights is thought
by some to undermine traditional Pacific culturalues (Huffer, 2006; Thaman,
2000). The idea of children’s rights is particlyacontentious for many in the
Pacific because of the strong stratification ofistes by age; children are expected
to be respectful to their elders by listening anel socialised against self-expression
of their opinions, ideas and needs (McMurray, 20@€d%0, Pacific countries are
often not involved in contributing to the developmhef international treaties and

covenants to which they are expected to adheredlan992; Thaman, 2000).

As discussed earlier, Sen (1999) counters the oewphat the international human
rights framework undermines culture and assertsdihiéures are more resilient than
this credits them with. Indeed, Pacific cultureg aot static; they have been
changing, adapting, and evolving due to both exfeand internal influences without
being overwhelmed (Price, 1994; Sen, 1999; Thar@@f0). However, there are
some who contend that modernisation in the Padfianique in that rather than

being a gradual process of change from traditibemahodern, Pacific cultures have
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adopted modern beliefs, ideas and values whical@mgside their traditional beliefs
(Hooper, 2000 as cited in UNICEF, 2008). As disedkearlier, recent discourses on
human rights sit between universalism and relativasd this approach was favoured
at the 2000 Collective Human Rights of Pacific RespConference in 2060who
agreed that all human rights were interpretablehin context of Pacific cultures
(Wickliffe, 2000). This position reinforces the idity of both cultural protection,
and the progression of human rights-based appreanh#gevelopment in the Pacific

while not excusing human rights violations. As Tla@n(2000) puts it:

“Human rights...were and continue to be attractiveagific Islanders
because there was, and is dissatisfaction witlltherder” (p. 8).

Education and Disability in the Pacific

Education is highly valued in the Pacific and isrsas the pathway to modernisation
of countries with skilful, law abiding citizens,dispensable to economic and social
development, and a way to protect and maintaingambus cultures and human
rights ( PIFS, 2004; PIFS, 2006; Sanga, 2002; kaa2800; Taufe'ulungaki, 2002).
At consecutive Pacific Island Forum Secretariaf@IEducation Ministers meetings
it has been acknowledged both that education isuhéamental building block for
society (2001) and that education for people wittalility is the greatest challenge
facing Pacific governments (2002).

Education systems in the Pacific have typicallyrbedherited from the colonial or
religious powers who first introduced formalisedieation meaning that each Pacific
country’s education system reflects different intdrand external influences (Kalolo,
2002; Sanga, 2002). It has been said that in getleraquality of education in the
Pacific needs improvement as much of it is impqrtedexible, academic and
irrelevant to its targeted audience (McMurray, 200Gufe'ulungaki, 2002).
Problematic issues such as a lack of resourcesained teachers, inadequate
funding, poor management and non-participatingngarpervade all countries in the
Pacific (Sanga, 2002).

As discussed, including children with disability édlucation was first tabled as an
agenda item at a regional level for the PIFS Edocad#linisters meeting in 2002. At

%5 Indigenous participants from Tonga, Samoa, Figiwdii, Niue, Tokelau, Australia and Aotearoa /
New Zealand were present at this conference.
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these meetings many Pacific governméhtsave stated their recognition that
education is a basic human right for all childrerd anany have signed various
international treaties to this effect; however D02 only seven governments out of
the 23 in the Asian and Pacific region had includpeecific mention to children with
disabilities in their education for all planningri¢e, 2003). Policy implementation
joins the list of barriers to inclusive educationthe Pacific, alongside a lack of
knowledge at the grass roots level — for exampknyrparents may not know their
child is capable of learning, and negative attitatlibarriers at all levels of society
frequently hinder attempts to garner education @ldren with disability
(McKinstry et al., 2004; Price, 2003; SENESE, 2008)addition, the PIF Forum
Education Ministers meeting listed the followingncerns which need to be
developed to support inclusive education systens sarvices for people with

impairments in the Pacific:

“lack of early identification and intervention sems; inadequate
teacher training, particularly training of all réguteachers to teach
children with diverse abilities; inflexible currikum and assessment
procedures; inadequate specialist support staésgist regular class
teachers; lack of appropriate teaching equipmend aevices;
unmodified school environment to make it fully agsible; lack of
political commitment to legislative protection, jwyl development and
implementation” (PIFS, 2002).

Since 2002, Pacific initiatives in basic education¢lusive education, special
education and non-formal education have been rdgudecussed at the Education
Ministers meetings as part of the regional drivwai@ implementing the Biwako
Millennium Framework (BMFY and EFA goals (PIFS 2002 — 2007). The main tool
for implementing the Forum’s Basic Education Actielan is the Pacific Regional

Initiatives for the Delivery of basic Education (BRE) project whose priorities are

% The PIFS Education Ministers meetings have bepresented by the following members:
Australia, Cook Islands, Federated States of Miestm Fiji, Kirabati, Nauru, New Zealand, Niue,
Palau, Papua New Guinea, Republic of the Marshlahtls, Samoa, Solomon Islands, Tonga, Tuvalu
and Vanuatu. Representatives from other countridsrgernational organisations which have had
representatives granted observer status includeeldo, New Caledonia, ADB, the Australian Sports
Commission, the Secretariat for the South Pacifim@wunity (SPC), UNICEF, UNDP, UNESCO,
UN ESCAP-EPOC, UNFPA, the World Bank, DFID, the \rsity of the South Pacific, the
University of Fiji, the PRIDE project, the Pacifissociation of Technical and Vocational Education
and Training (TVET), the European Union, the Commealth of Learning and the South Pacific
Board for Educational Assessment. (Taken from FoBasic Education Action Plan Meeting
Minutes: 2001, 2002, 2004, 2005, 2006, and 2007 aNgarties were present at all meetings.).

" The BMF is an operational guideline which partrteesMillenium Development Goals. For further
explanation see Appendix Four.
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the provision of quality basic formal and non-fotmeducation in the early

childhood, elementary, primary and secondary sectand TVET (PRIDE, 2004;

PIFS 2006). Disability was specifically discussadain in 2007 at the PIFS
Education Ministers Meeting where Pacific Governtaesupported the change in
the paradigm of disability from a medical and déficodel a social and rights-based
model.

Lessons Learned

There is no single solution to providing educafienchildren with disability. Pacific
governments differ on many important historicalciah geographical, economic,
educational, political and cultural influencing fars (Price, 1994). However there
are now some valuable lessons which have beenel@amPacific contexts which
other disability initiatives can draw from. Someamyples are given here. Early
identification and intervention is critical so thamilies can begin to support their
children as soon as possible, develop advocacy adher pertinent skills, and
because early identification decreases the liketihof secondary disability (Price,
2003). Also, data collection to identify childrernthvdisability is imperative because
if children are not identified as having additiomaleds it is difficult to plan for their
inclusion into school (Price, 2003). Advocacy caigpa targeted toward specific
issues are more effective than general public avemse campaigns about disability
issues (Nowland-Foreman & Stubbs, 2004).

The National Experience of Inclusive Education in 8moa

A comprehensive presentation of historical andentraid, NGO, and government
initiatives in the field of disability and educatidor each country in the Pacific is
beyond the scope of this thesis. However, the Sanedgerience of Inclusive
Education is depicted here briefly, as an exampéeRacific model. The experiences
of Samoa are given here in the interests of gatbeinformation which may be
helpful for Tokelau, but are not critically apprails Samoa is illustrated because of
its political and geographical links to Tokelau asdbsequent familiarity to

Tokelauan people.

In 1998 Samoa signed the United Nations EconomitaEG@ommittee Asian-Pacific
(UNESCAP) Proclamation on the Full Participatiord aaquality of People with

Disabilities in the Asian and Pacific Region (PI2ZB09). As seen in the regional
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experience, disability initiatives were historigaltiriven by the NGO sector in
Samoa until 2000 when a child identification sunggnalled the beginning of a
strong national focus on disability and educatibeng, personal communication,
15" October 2008). This was followed by an adult idferattion survey conducted in
2002 (PIFS, 2009). Samoa has a national disalmbtymittee and there is a high
level of strategic collaboration involving the naties of education and health,
NGOs and bilateral donors such as AusAID and NZA(Dene, personal

communication, 18 October 2008; PIFS, 2009). There is also a DPQarNa O Le

Alofa (NOLA) which is a member of the Pacific Rega Forum and the Disabled
Persons International organisation. In 2008 NOLAdha forum to establish a
committee for women with disability (Hunt, 2008)t #he government level there are
policies on inclusion, a national vision plan andadéional hearing plan which targets

infant screening (Lene, personal communicatioff, @6tober 2008).

Originally the Samoan educational priority for chnén with disability was to
establish special education units in pilot schoslswever this did not result in
inclusion because students with impairments stapetheir special needs units
(Lene, personal communication, "L®ctober 2008). Learning from these initial

experiences has provided the impetus for establisiniclusive Education Schools:

“There were lessons we learned there so now weéderiag towards

all classrooms being inclusive and able to cater daildren with

diverse range of needs and abilities.” (Lene, pasoommunication,

15" October 2008).
The PRIDE project has supported Samoa to develsgaisable education systems
(Lene, personal communication, "L8ctober 2008). Samoa has adapted the
UNESCO Toolkit for Inclusion, a resource manualteachers on how to facilitate a
more inclusive school environment, so it is moréatle to the local environment
(UNESCO, n.d.). Professional development has béemed in specific disciplines
like deaf and blind education, and on developind asing individual education
plans. Other key areas of focus include empowepergnts through parent support
groups, training parents as teacher aides so @negantinue to support their child at
home as well as in school, and establishing eatlyrvention services. The strong
national and NGO commitment to establishing rigidased disability initiatives in

Samoa, coupled with inclusive policies and publiwageness-raising through
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campaigns shown on TV and in newspapers, has delddange in attitudes toward
people with disabilities (Lene, personal commurigegt15" October 2008; Lameta,

personal communication, f0November 2008).

“There are good stories for every child involved inclusive
programming here. We trialled having teacher aities year ... one
parent of a deaf child went into her neighbouriilage where she’'d
heard of another deaf child and taught that villaggs in the school
holidays.” (Lene, personal communication, 2008).

Chapter Summary

Disability, a process of social exclusion of peopith impairments, is inextricably
linked to the denial of fundamental human rightsl dreedoms, and therefore
inseparable from poverty. Consequently, if develeptis to be efficacious there is a
pragmatic responsibility and rationale to includadility in all planning, policy and
practice. This has been recognised in the UN Cdiveron the Rights of Persons
with Disability (2006), and can be seen in somepmm@yrammes such as AusAID’s
“Development For All: Towards a disability-inclusivAustralian Aid Program,
2009-2014” (2008). The evolution of disability atelvelopment paradigms to rights-
based models and approaches is reflected in theaBdn sector’s conceptual change
from Special Education to Inclusive Education pédphies and approaches. The
practical applications of these human rights-badeds are starting to be reflected at
the regional Pacific level through the Pacific igigy Forum, the Pacific Islands
Forum Education Ministers meetings, and the PRID&ept. Taking Samoa to
illustrate this further at a national level, we ca@e a progressive example of
collaboration between government, NGO and aid sectchich has led to the
development of inclusive policies, a national dikgbcommittee, national data
collection, public awareness raising through TV aewspapers, and the formation
of DPOs, including a women’s committee on the DBQJ Inclusive Schools. While
Inclusive Education is still in the early stagesSmmoa, we can already see that this
affords more people the opportunity to access daugaand can reasonably project
that the combined impact of these initiatives va#nefit Samoa’s economic and
social development. Given the social and politicatiure of the process of exclusion
which is disability, research into this area is ingvtoward showcasing experiences

of people with disability (Katsui, 2005; Knox etl.,a2000). This research
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complements this work by seeking experiences ofngomty members, some of
whom are parents and siblings of people with diggbbut all of whom have an

equal role to play in societal change towards atugive community.
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Chapter Four: Tokelau

Introduction

This chapter sets the local context, Tokelau, whieeefieldwork component of this
thesis was undertaken. It gives a political, ecaepimstorical, cultural and social
profile of Tokelau within which to consider intetimmal and regional ideas and
understand local ideas about disability, develognaem education. This chapter
starts by looking at the geography and history akelau. It then goes on to outline
the government and political structures, includirakelau’s relationship with New
Zealand and its stance on decolonisation. The ehajgincludes by looking at the

education system and recent disability initiatives.

Maps

Figure 5: Map One: The Pacific Region
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Figure 6: Map Two: Tokelau
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Population

Tokelauans are ethnically close to Tuvaluan peofdlee Tokelauan ethnic
background changed suddenly and significantly dfierkidnapping of almost half
the population (253 people) in 1863 by Peruviarveslghips. Following this,

immigrants from Tuvalu, Uvea, Java, Scotland, Feaigermany, Portugal and New

Zealand arrived and were included in Tokelauanegp¢McQuarrie, 2007).

Table 5: Tokelau 2006 / 2007 Population Data

Total Population 1,446

Atafu 524

Fakaofo 483
Nukunonu 426

Tokelau Population outside Tokelau Approx 8,000
Tokelau Population In New Zealand Approx 6,000

(Source: Kelokolio, 2006, as cited in Buchanan,20cQuarrie, 2007; Statistics NZ, 2007)

In the 2006 census, the “usually resident” popatativas counted at 1,446, which
includes people on the atolls on census night haset usually there but temporarily
absent for health, education or official purpos&slé€kolio, 2006, as cited in
Buchanan, 2007). This system of counting residfEemtsensus purposes differs from
previous years and for this reason Tokelau’s histbpopulation trends are difficult

to depict accurately and clearly (Kelekolio, 2006vyii, as cited in Buchanan, 2007).
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Tokelau’s population holds fairly stable becausegration occurs to alleviate
overcrowding of the atolls thereby countering wivauld otherwise be a population

increase (McQuarrie, 2007).

There are relatively small Tokelauan settlementsSamoa, American Samoa,
Australia and Hawaii as well as approximately 5,008kelauans living in New
Zealand (McQuarrie, 2007). The largest Tokelaudtheseent is based in the Greater
Wellington area (encompassing Wellington city te tdpper Hutt Valley). The
earliest migrants to New Zealand from Tokelau Ugdaled in Samoa first. From
New Zealand they instigated chain migration by pgyior the fares of their family
members who wished to join them (Huntsman & Kal@007). The New Zealand
government operated a Tokelauan Resettlement Schemel966 — 1976 during

which 528 people were brought from the islands ésvNealand (McQuarrie, 2007).

Geography

Tokelau is made up of three small, isolated caw@lsain the Pacific Ocean, and lies
483 kilometres north of Samoa. Atafu the northersihatoll is 92 kilometres north
of Nukunonu, which in turn lies 64 kilometres noahFakaofo, so each of the atolls
is isolated from each other and other Pacific mstigMFAT, 2005). The three atolls
have a total combined land area of 12 square kil@sein 290, 000 square
kilometres of surrounding water (McQuarrie, 200.72@). From Atafu in the north to
Fakaofo in the south, the group extends for jusienr200 kilometres (MFAT, 2005).

Tokelau’s own vessel, the MV Tokelau is both a oaagd passenger ship. It travels
from Apia to Tokelau fortnightly; a round trip takéve days (MFAT, 2005). There

are no deep water passages in any of the atolishwheans that ships must drift or
anchor out in deep water while passengers and demgel between the large ship
and atolls on a small boat over the surf and dveréefs (McQuarrie, 2007). There

is no alternate way to access Tokelau.

Each atoll consists of a number of reef-boumatu (islets) encircling a lagoon. The
motuvary in size from 90 metres to 6 kilometres inggnand from a few metres to
200 metres in width. Nukunonu is the largest abM.7 square kilometres (MFAT,
2005). Fakaofo and Atafu are 4 square kilometred arb square kilometres
respectively. The highest point above sea levéhefatolls is 3-5 metres so the atolls
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are vulnerable to threats such as damage fromcabpyclones and global warming;
any significant rise in sea level could make thellstcompletely uninhabitable
(McQuarrie, 2007).

On the outemotu of each atoll dense vegetation is seen in the fofreoconut

plantations, which have been purposefully cultide#s the dominant plant for copra
and food production. There are also some sectibno@nut plantations on the
inhabited islands (Huntsman & Hooper, 1996). Beeaitiss predominantly coral

debris, the ground is mostly infertile; there am fresh water sources and rain
typically washes away through the porous coral (siman & Hooper, 1996, p. 21).
Tokelau remains reliant on cargo ships regulariynding non-perishable goods,
although it has an abundant supply of coconut &tdand gardening initiatives have

recently begun on each atoll so fresh fruit anceta@gles can now be grown.

Each atoll has a single village; onetuis inhabited in Nukunonu and Atafu, and
two in Fakaofo where expansion was eventually asiglay necessity (the village is

still united and operates from the main atoll). Vilkages are located on the western
side of the atolls for two reasons. Firstly, thisans that there is a down wind on the
return trip across the lagoons from the coconumntplions on the outer motu, and
secondly, fishermen have sheltered access to #@noan the lee side of the island
(Huntsman & Hooper, 1996, p. 28).

History

There is no historical concept of nationhood ortyuif identity between the three
atolls of Tokelau. In fact, the atolls have a higtof hostility against each other and
were first joined by force after Fakaofo’s victaigm war led to the colonisation of
Atafu and Nukunonu and their introduction to théerof the god Tui Tokelau
(McQuarrie, 2007).

Throughout the early 1800s many ships came inttacbmvith the atolls of Tokelau
but it was not until 1835 that Western sailors’ thaal maps and charts recognised
the existence of three rather than two atolls (Max@a, 2007).

Tokelau has a long political history of relatiorshiwith colonial powers. In 1887
Tokelau (then called the Union Islands and comggstif Atafu, Nukunonu, Fakaofo
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and Olohega or Swains Island) become a protectafaritain. In 1889 Britain
officially annexed the three atolls of Tokelau bhesmthey were in the proposed path
of the first trans-Pacific telegraph cable and é¢fame of significant strategic value
(McQuarrie, 2007). Tokelau was included as parthaf Gilbert and Ellis Islands
Crown colony (now known as Kirabati and Tuvalu) 916 after Britain
relinquished control of Tokelau and Western Santo&érmany. America asserted
sovereignty over Olohega in 1925. New Zealand amkelBu officially relinquished
any claim over Olohega in 1980 in a reciprocal egrent with America who
relinquished any claim over the other three at@gese & Perez, 1983). Olohega is
now administered as part of American Samoa, howéwvere is an international
dispute over Olohega because Tokelau included théndraft constitution in 2005
(CIA, 2009; McQuarrie, 2007). New Zealand forceskt@Vestern Samoa back from
the Germans in the First World War and in 1926 aooadance with the wishes of
Britain, New Zealand took responsibility for adnsitnation of both Western Samoa
and Tokelau. Tokelau was considered a Britishttagriuntil 1947 when it officially

became part of New Zealand (McQuarrie, 2007).

Political unity is new to Tokelau. Each atoll wabmanistered separately until 1963,
when representatives from all three atolls wergt farought together for policy and

planning purposes (Angelo, 1999).

New Zealand'’s relationship with Tokelau
Today, Tokelau is New Zealand's last remaining dep@at colonial territory.

Tokelauans are New Zealand citizens; they hold Mealand passports and are able

to enter in and out of New Zealand freely.

Tokelau has never had a resident colonial admatietr. The Administrator of

Tokelau and other staff comprising the ‘TokelautUaie based at the New Zealand
Ministry of Foreign Affairs and Trade (MFAT) in Welgton. The unit manages
New Zealand's relationship with Tokelau and funtdion an advice and guidance
capacity, particularly with regard to the procegswmrking toward independent
status (discussed below), but also with respecedacation, transport, health,
financial and public sector management, and catistital and legislative

development (Buchanan, 2007, p. 17).
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In accordance with the UN Special Committee on Degsation, and in accordance
with the will of the Tokelauan government, New Zewl is supporting Tokelau’s
political autonomy. Support to Tokelau is provided accordance with New

Zealand's constitutional obligations outlined ire tR003 Joint Statement of the
Principles of Partnership between New Zealand apkklBu (NZAID, 2007). The

options of becoming independent, self-governing fiee association with an
independent state, or integrated with an indepdandeate were first offered to
Tokelau in 1976 by a visiting United Nations teamaccordance with their policy
on decolonisation (Kalolo, 2007). However, Tokeldeclined to consider self-
government until 1994 when it began working towairtdependent status in free

association with New Zealand (Buchanan, 2007).

In 2003, a committee drafted the Constitution okdlau which covers the topics of
the GeneraFono (Tokelau’s Parliament), the Council for Ongoingv@mment, the
Courts, Law Making, Land, Public Service, Finan€&tizenship and Human
Rights$® (MFAT, 2005). Although included in Tokelau’s coitistion and thereby in
line with many international treaties and covenaiitdolo (2007) speculates that the
terminology and concepts regarding human rights waramiliar and not well
understood to the majority of the population (p.21)Certainly, the issue of
including human rights in the Constitution at athavdebated during its formation;
the minutes of one of the discussions about hungdmsrin 1995 show a comment
that “human rights cannot have precedence in smékces like Tokelau”
(Constitution Committee Meeting Minutes, 1995, #esdcin Huntsman & Kalolo,
2007, p. 175).

A Treaty of Free Association with New Zealand weaftgtd in 2005. This document
outlays that Tokelauans will retain New Zealandzeitship, and that Tokelau and
New Zealand will continue to act together in a ispaf partnership. Under this

agreement, New Zealand undertakes to work with [Bok& ensure the retention

%% Tokelau is signatory to the following UN Treati€onvention Against Torture; International
Convention on Civil and Political Rights; Convemtion the Elimination of Discrimination against
Women; International Convention on the Eliminatadrall forms of Racial Discrimination;
International Covenant on Economic Social and CaltRights. (ACYA, 2009)

?In Chris McMurray’s (2006) work in Tokelau a groapwomen attributed the rise of adolescent
problems to the fact that many parents and teadtagteadopted the UNCROC's prohibition of
corporal punishment (p. 17).
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and development of its language and culture, tdimo@ administrative, technical

and specialist support in all areas of governmetivity at Tokelau’s request, and to
provide ongoing economic support, and contributenfoastructure development
(MFAT, 2005). New Zealand’s continued total respbifites towards Tokelau are

in defence, security, maritime surveillance and rgmecy and disaster relief
(MFAT, 2005). The draft treaty states that Tokdbtas the right and legal capacity to
undertake its own international relations and etrgities in its own right, but the
practical capacity to do so is limited, and as suaternational relations will be one
of the areas that are supported in consultation Wew Zealand (MFAT, 2005).

Both the draft constitution and draft treaty weppr@ved by the Tokelau General
Fono in 2005, and together form the basis for daroaself-determination (MFAT,

2005). From the Secretary of the UNGA'’s Special @uttee on Decolonisation’s
perspective Tokelau is seen as a “shining example’"commitment to self-

governance through strengthening of its economititigal and social well-being

(UNGA, 2007). However, there was a history of catiten about the question of
independence from Tokelau (quoted here at length):

“Tokelau’s perspective toward self-determinatiors hat changed. To
us, while we may work on intangibles such as poflehe people,
pride of being self-determined, we’'ve always askbd question,
what's it for? We've said this to the UN and to Néwaland..., why
do you want to do this?...Why do we want to doHs it to satisfy
you or to satisfy us? Why would we want to decldce the

international community we have self-determinatidat going to

feed our mouths, is it going to feed our childr&dRat good is it for
future generations?”

(Tapu 2004 as quoted in Huntsman & Kalolo, 2007, p.)239

Objections were also stated by politicians in Weilon: “The decolonisation
process is being driven by experts in internatidaal who have clearly lost their
grip on reality” (Hayes, 2005 as quoted in Huntsm8aKalolo, 2007, p. 248), and
some of the members of the Tokelau population af Mealand: “some people think
they will lose the connection with New Zealand”dléi, 2007a).
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Despite pressure from the UN and New Zeafaiits ‘eradication of colonialism’
movements, in referendums held in 2006 and 200Keldoans supported remaining
a dependant territory of New Zealand; in both é®st a majority voted for
independent status but did not reach the requhiegshhold (Huntsman & Kalolo,
2007).Only Tokelauans resident in Tokelau were able tdi@pate in political
decisions affecting Tokelau despite many overseaged Tokelauans expressing
desire to be involved (Kalolo, 2007). In her thesigploring the reasons why
Tokelauans chose to remain a dependency of Newadeatluring the 2006
referendum, Buchanan found three main interwovemtrituting themes for this
decision; political divisions and rivalries whichfluenced both leaders’ and voters’
behaviour, a lack of public education about thd-gevernment package and a
resulting lack of understanding by many constitseahd a feeling from groups in
all three atolls that Tokelau is not ready to gglfrern (Buchanan, 2007). Tokelauans
raised concerns about issues regarding good gawenauch as accountability,
transparency, human resource capacity, and putiicgpation in decision making
(Buchanan, 2007). Some felt these issues needé@ t@solved before Tokelau
ceased to be a dependency of New Zealand (Buch&@@7). Buchanan (2007)
relays another contributing factor, the ‘Tokelaundset’, as explained to her by
Tokelauan participants in her research, as “conmgisa narrow world view,

resistance to change, and a sense of dependend35p

In June 2008, th&llu (head) of Tokelau gave a speech to the UN Comendtethe
Eradication of Colonialism indicating that Tokelasawould continue to seek
independent status. He suggested that becausewihereferenda results had
countered the position of the General Fono and dlagp (council of eldersyho
had instigated the move toward independent sthis“questioned the fabric of our
traditional and decision-making institutions thatshsustained our way of life for
generations” (COG, 2008: Para 6). It is not expkethat another referendum will be
held for at least the next five years (Field, 2007b

So few territories were delisted during the UnitNdtions General Assembly
(UNGA) “Decade for the Eradication of Colonialisimetween 1990-2000 and so far

% New Zealand was reportedly embarrassed by itasstat one of only four imperial nations and
being lobbied by Syria and Cuba to free Tokelaelf;i2007¢c; Hunstman & Kalolo, 2007).
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from the second consecutive Decade (which began £600) that the idea arose
that self-determination need not be derived sdiegn independent nationhood and
the UN changed its stance by acknowledging thatesterritories do not wish to

recognise their right to self-determination (Hunsin& Kalolo, 2007).

Tokelauan Government Structures

Tokelau has national and village organisations @¥egnment including a local
public service. Traditionally each island was gongl individually by its own chief
and a council of elders made up of the most semate in each family. The
Taupulegaare the main authority on each atoll, and eache&ded by the local
Faipule (elected village leader) (Kalolo, 1995; HuntsmanH&oper, 1996). The
Taupulegaare responsible for local public service provisiodluding employment
of public servants, and they delegate responsitiitheGeneral Fondfor national
matters such as international relations, trade,neonications, fisheries and transport
(MFAT, 2005).

Every three years, each atoll electfapule and aPulenuku The Faipule is the
main official link between the village and New Zaad. Nominations for position of
Faipule are open to people who are not necessarily mendfetse Taupulegabut
women rarely stand for the position (Kalolo, 1998)e Pulenuku’sposition is more
concerned with daily matters of the atoll adlenukuis sometimes translated as
mayor (Kalolo, 1995, p. 14). Theulenukuchairs theTaupulegameetings, and is
always elected from thEaupulegabody (Kalolo, 1995).

The GeneralFong, which is also elected every three years, and sribete or four
times a year for approximately three days, is Taksl parliament, or national
representative body. Ti&eneral Fonaneetings began in 1963 as a forum to discuss
national issues to present a united voice to tmeimdtrative power (Angelo, 1999).
The role of theGeneral Fonohas expanded over time. In the 1980s @eneral
Fono began to take responsibility for policy formatiand in the 1990s began to
hold some legislative capacity (Angelo, 1999). Theneral Fonois made up of

representatives from each atoll, relative to thpupation size of the atoll. Originally,
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the General Fono constituents were male eldersxtmwt women and youth can be
included (Angelo, 1999).

The Council for the Ongoing Government of Tokel&enceforth known as the

Council for Ongoing Government) is the national @kere and is made up of the
Faipule and Pulenuku from each atoll. Eachraipule holds several ministerial

portfolios. The position oblu (head) of Tokelau rotates between the tlifaipule

as does the location of the general fono, so thanhg every three year term each

Faipule holds responsibility for the national governmehtokelau (MFAT, 2005).

Tokelau Public Service & the Modern House of Tokelau

In 1967, following the Tokelau Amendment Act, thek&lau Public Service (TPS)
was established (Huntsman & Kalolo, 2007). Theeefaur units in the TPS; three
village units which provide health, education atiakeo public services and a national
unit which houses the Council for Ongoing Developtneand the Tokelau Apia
Liaison Office (TALO). The TPS was developed to pde acceptable levels of
social services such as health care and educattunh was seen to be beyond the
capability of the village. The TPS was originallased in Apia, but this was
unpopular with many Tokelauans and the TPS is rmmalised within each atoll and

under the control of th€aupulegaBuchanan, 2007; Huntsman & Kalolo, 2007).

There were strong feelings that the capability okdlau was being weakened, not
strengthened by the TPS because its employeestiaigaeported to New Zealand,
thereby disregarding local systems of governanck arthority (Buchanan, 2007).
This feeling, combined with a sense of a lack oéparedness to cope with
administrative responsibilities of self-governamees a factor leading to the Modern
House of Tokelau Project (MHT) initiative in theA®. The MHT started from the
basis that thelaupulegamust be the starting point for development of aweyv
governance structures in Tokelau, to protect exgstrillage authority and socio-
cultural structures, but must also incorporate modgestern systems of governance
(MFAT, 2005). At the core of the MHT project wasetlntroduction of public
discussions about governance; the United NationelBpment Programme (UNDP)

supported th&eneral Fonao run workshops on each atoll on concepts sudelés

66



determination, democracy, good governance, sudiiitga capacity building,
accountability and transparency (Kalolo, 2007,58)2

In 2004, New Zealand officially transferred fullrdtool of the TPS to th&aupulega,
a process known as ‘devolution’. The MHT cease@xist, and its principles have
been included into the general public sector andsttmitional development of
Tokelau (Buchanan, 2007).

Tokelau and the International Community

Tokelau is increasing its participation in certa@ggional organisations such as the
Conference of the Pacific Community, the South fRaétegional Environmental
Programme, the Forum Fisheries Agency, and the €lloahthe University of the
South Pacific, but does not have its own intermaioepresentation (MFAT, 2005).
In 2006 Tokelau had its first representative atRheific Islands Forum meeting after
being granted observer status in 2005; previouslkelau was represented by the
New Zealand government at these and other intermatiand regional forums
(MFAT, 2005; McQuarrie, 2007). Tokelau is an asateimember of the World
Health Organisation (WHO) and United Nations Edacetl Scientific and Cultural
Organisation (UNESCO).

Development in Tokelau

Atiakega (to build upon) is the indigenous concept of depeient in Tokelau
(Kalolo, 1995:). Atiakega involves aspects of dependency, which over timg ha
transferred from dependeriéyn God to political dependence on the colonial grow
(Kalolo, 1995, p. 104). Traditional Tokelauan sbcstructural systems such as
‘inati’ (sharing of resources) are not aligned to Westleweloped world practices
such as decentralised governance and democracyd€¥&yp, Fairbairn-Dunlop &
Sulu, 1998). Kalolo (2002) states that developnrefiokelau is anchored in the idea
of empowering each of the villages to be involvegolitical, social and economical
decisions and processes. Unlike other Pacific ctamt there are no Non-
Government Organisations in Tokelau, other than Alienaga and Fatupaepae

(discussed further on page 68).

%1 This idea was supported in Buchanan’s (2007) sheken participants in her research relayed the
Tokelau mindset, as discussed on page 64.
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Tokelau is not included in the UNDP’s Human Devehgnt Index (HDI) because
its Gross Domestic Product (GDP), the measure oichwtine HDI is calculated,
comes mostly from donors and is not considerednec@Buchanan, 2007). The
figure given on the Tokelau government's website &P per capita is $478
Australian dollars. However, this figure was estieabin 1980 and the website states
that “there are no recent figures” (Tokelau Goveentm2009). In 2000 the UNFPA
reported on its website that Tokelau is on target meet the Millennium
Development Goals by 2015; however in 2008, the BNidted that Tokelau is yet
to submit a report regarding its progress towahegsMDGs (UNDP, 2008; UNFPA,
2000).

It is difficult to find data for Tokelau on HumaneRelopment Indicators, but the
following information has been amalgamated from #2396 Census, the United
Nations Population Fund (UNFPA) whose data areddatgproximately ca 2000;
SPC Pacific Region Information System ManagemeRI$®I) whose data are dated
ca 2004 (cited in Lameta, 2005); and Action for I@i@n and Youth Aotearoa
(ACYA) Preparation for Next Report to the UN Comte& on the Rights of the
Child, dated 2007. The source of the data is sigdah brackets.

Table 6: Human Development Indicators for Tokelau

Reproductive health
Adolescent fertility rate (births per 1,000 women aged 15 — 19) (UNFPA) (2000) | 45
Infant mortality rate (per 1,000 live births) (ACYA) (2007) 38
Contraceptive prevalence rate (modern methods) % (UNFPA) (2000) 13.4

Population and development

Life expectancy at birth (UNFPA) (2000) M 68.4 F71.3
Age Dependency ratio (UNFPA) (2000) 89
Population under 20 years of age (Kelekolio, 2006, p. 1) 47%

Education & Gender equality and empowerment of women

Ratio of girls to boys in primary/secondary education (UNFPA) (2000) 0.96to 1.12
Proportion of seats held by women in parliament (%) (UNFPA) (2000) 14
Literacy rate of people aged 15-24 (SPC) (2004) 86.5%

(Sources indicated in brackets).
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Economy

Table 7: Financial Data for Tokelau

Source of Income Amount
New Zealand Aid $13 million (NZD) (NZAID, 2008)
International Trust Fund (established 2000) $281Bam (NZD) (MFAT, 2005)

(Sources indicated in brackets.)

Tokelau was predominantly a subsistence economy/ thet 1970s when cash was
introduced. Tokelau is economically dependent oarfcial assistance from outside
sources, particularly New Zealand. Tokelau has athtered its own budget since
1994, of which New Zealand provides 80% in the fasml13 million dollars of
annual aid money (NZAID, 2008). Tokelau’s other maburce of income comes
from selling licences to the United States for flshing of tuna (MFAT, 2005).
Remittances in the form of cash and goods are anatburce of income, as is the
selling of handicrafts, stamps, coins and copraAW2005; UNDP, 2005).

As Tokelau has moved towards political independenaeking towards economic
independence has become increasingly important (BRZ&007; Vandersyp et al.,
1998). An International Trust Fund was establisbhgd okelau and New Zealand in
2000 which now stands at $28.3 million; New Zealamdi Tokelau are the main
contributors but the fund is open to global don®i&AT, 2005). A review of New

Zealand’s aid to Tokelau conducted in 1998 streskat “economic development
must be set within the context of political, socehd cultural development”
(Vandersyp et. al., 1998, p. 5).

Language

The Tokelau language is a synthesis of two Polamedialects which are closely
related to dialects spoken in Tuvalu and the nontl@ook Islands (Giese & Perez,
1983). The languages of Samoa and the Solomordislare also influences (Hoem,
1995). There is no dialectical variation betweeallsit English is also spoken in

Tokelau.

69



Religion

Table 8: Religious Affiliation in Tokelau by Atoll

Atoll Religion

Atafu Protestant

Fakaofo Protestant and Roman Catholic
Nukunonu Roman Catholic

Source: (McQuarrie, 2007).

Table 9: Religious Affiliation in Tokelau by Percentage

Religion Percentage of Population who follow this
religion.
Protestant 62%

Roman Catholic 34%

(Source: Kelekolio, 2006 as cited in Buchanan, 2007

The religion practised on each atoll is largely doethe external influences of
visitors; the London Missionary Society first vesit Atafu and Fakaofo from their
base in Samoa while Nukunonu was first visited lmyn@n Catholics visiting from

the already converted Uvea (Wallis) Island (McQiear2007; Giese and Perez,
1983). People are permitted to discreetly followmentChristian denominations of
faith (McQuarrie, 2007).

The structure of the church’s seating plan on @llsreflects the stratifications of
Tokelauan society. Men and women sit separatelytb@ctongregation sit in order
of youngest at the front to eldest at the back. d@lders in the back row watch over
the entire congregation; people move progressikatkward as they become more
responsible and disciplined and have positions @gponsibility over others
(Huntsman & Hooper, 1996).

Churches are very important and powerful in Tokdbati church life is formally
separated from politics (Buchanan, 2007).

Culture

A spirit of community and a group ethic prevailsainghout Tokelauan beliefs,
traditions and daily life (Huntsman & Hooper, 199%pkelau is guided by elders,

but operates communally and decisions are reackiecbhsensus (Kalolo, 2007).
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Lemihio (2003) explains that three central valuasstruct thdakaTokelauTokelau
way); alofa (love and caring)yva fealoaki(sharing and helping) anfhkaaloalo
(respect). The heart of thiakaTokelaus kainga(kinship). The Draft Constitution of

Tokelau puts it thus:

“The Tokelau way ... includes a commitment to ae libf
interdependence where the less fortunate are camedthe inati

system of sharing resources, equal opportunityattiggpate in the life
of the community, and the right to live happily” BAT, 2005).

Community life is supported by working groups. Tloemation of Aumagawas
inherited from Samoan culture and is essentialyes’s working group tasked with
carrying out theTaupulega’ssuggestions about what needs to be done on tHe ato
(Huntsman & Hooper, 1996; Huntsman & Kalolo, 2007).

In Atafu, all men are members of tAemagaand it is an autonomous body with its
own leadership structure (Huntsman & Hooper, 19%6)Fakaofo, theAumaga
functions more as a subsidiary workforce under ¢betrol and directive of the
Taupulega, although it does have its own leaderstnpcture (Buchanan, 2007).
Nukunonu has ncAumaga external to theTaupulegaas the elders consider it
antithetical to Tokelauan custom and resist crgatin alternate locus of power
(Buchanan, 2007).

The Fatupaepae (women’s group) was established by the New Zealand
administration in the 1920s in order to maintaigiepe and cleanliness. There is
some evidence of the role of this group changinmétude more political pursuits,
as representatives from theatupaepaesit on theTaupulegain Nukunonu and

Fakaofo.

Village life in Tokelau still operates on tradit@nsystems such dakeheandinati.
Lakeheis a system of preferential sharing designed tmerage individuals’ equal
development within communities by supporting thedyand those without survival
skills of their own (Toloa, 1996 as cited by Varslgr et al., 1998)nati is a village

system of equitably sharing the day’s catch of, fashwell as other resources.

One of the most highly regarded traditions andragstve concept in Tokelauan life

is maopopowhich is a feeling of unity of people, both phydig and in spirit
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(Huntsman & Hooper, 1996; Huntsman & Kalolo, 2007Huntsman & Kalolo
(2007) describe it as “both an ideology and a niyfalp. 65). Fono (meetings) and
discussions are an integral part of life in Tokelduose who attend are praised for
beingmaopopacand those who do not but should are considereduligtcommitted
and their absence is lamenté&daopopois compromised if people are absent who
ought to be therdMaopoponeeds to be nurtured and cultivated; it cannatdmeed.

It is not limited to meetings; work can beaopopaif all are united for the successful
outcome of the activity. In Tokelauan culture, conmal gatherings and priorities
take precedence over personal concerns; when pacpés onanaopopas felt and
leads to well-being and prosperity for all. Thaupulegaare responsible for the
maintenance and promotion mlopopo successfumaopopas euphoric and a lack
of maopoparesults in feelings of despair.fAnois judged as successful more by the
maopopdfelt than the decisions reached and it is prefetoedelay a decision rather

than threatemaopopao/Huntsman & Hooper, 1996).

The Place of Children in Society

Children are treasured in Tokelau — “the strendtbus nation in the future is in the
health and well-being of the children” (Tokelau Rgment of Education, 2007, p.
9). However, it has been suggested that childrehyaung people typically have
little opportunity to voice their opinions and neeith Tokelau society because of
their position at the bottom of the social hiergrchivhen they are given an
opportunity to express themselves, they are likelyagree with their elders by
reinforcing conservative viewpoints, for the sakeacceptance (McMurray, 2006).
As a consequence of their low status in the sduaahrchy of Tokelau, some youth
feel disempowered and discriminated against anc®xe to external ideas with
little authority to pursue a self-determined futunas resulted in a sense of
disenfranchisement (McMurray, 2006). However, theme examples of youth being
invited to participate in community discussionstsas the devolution of government
(McMurray, 2006).

Modernisation
Traditional systems and beliefs are still prevaiantokelau. However, the mobility

and youthful structure of Tokelau’s population ateveloping communication with

the outside world means that Tokelau is rapidly emosing (MFAT, 2005). Since
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Tokelau negotiated free wireless broadband intemsetlling their internet domain
DOT TK the internet has had a major influence ohuce (Field, 2008). In 2001
there were 12 computers in Tokelau, in 2007 theeeewover 200 (Field, 2008).
Many homes have satellite TV and the multichanrigl Biji is available (Field,
2007c). The impact of isolation is diminished bye tlrapid increase of

telecommunications and global influences.

An example of some of the tension between moderd w@aditional justice
authorities was seen in one of the most divisiven&r in Tokelau society. Field
(2007c) refers to ‘the Pastor situation’ in Atafhem the Pastor admitted to sexually
abusing a young girl in 1992. The Pastor was nebharged but the international
church council requested that he not be re-appbiasePastor when he returned to
Tokelau, a decision overruled by the Atafu villageuncil which reinstated his
position (Buchanan, 2007; Field, 2007c). The Atedinmunity is polarised by this
event into church-going and non-church factionsp velgree or disagree with the
council’s decision respectively (Buchanan, 2007)was reported that the non-
church group were asked to stay away from commuevgnts and nine individuals
were ejected from the village council for not cowipd with council decisions
(Buchanan, 2007; Field, 2007c). An implication lo¢ tcommunity’s rift was that in
the referenda the church-going and non-church gréopk the opposite position to
each other (Field, 2007c).

Health System

Tokelau faces many barriers in providing healthdarets population. There is a
basically equipped hospital with an operating tteeain eachatoll, but there are
frequent shortages of medical staff. Doctors fromerseas are offered 18 month
locum positions in an effort to ensure continuifyti@atment for patients and the
community. Two dentists serve the three atolls. Aagious cases of medical iliness
are transferred to Samoa or New Zealand; a quaftiére health budget is spent on
transferring patients. The incidence of preventalideases such as diabetes, dental
decay, high blood pressure, obesity and goutiisgidue to lifestyle changes and the
increase in imported foods (MFAT, 2005). Other lpulhealth concerns include
youth suicide, unplanned pregnancy and sexualhsirétted infections which are all

increasingly common health issues in the Tokelaaroanity (McMurray, 2006).
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Education System
The vision for Tokelau stated in the National @uium Policy Framework is

“our people improving the quality of their livesilng on Tokelau”
(Tokelau Education Department, 2007, p. 4).

Table 10: Number of Students on each Atoll in Tokelau

Atoll School Number of Students in Early Childhood, Primary
and Secondary Education

Atafu Matauala 164

Fakaofo Tialeniu 137

Nukunonu Matiti 96

(Source: Tessa Kirifi, Tokelau Director of Educatipersonal communication, Novembef"2007)

Tokelau’s formal education system has been infladnend supported by external
sources. In the 1950s New Zealand introduced sdmaitdings and formal secular
education to Tokelau. The first language of edocatvas Samoan; educational radio
programmes were broadcast into classrooms from &amothe early 1950s
(McQuarrie, 2007). In 1969 the first education advy couples from New Zealand
were invited to Tokelau to give advice, guidance aesources to the Tokelauan
teachers who had usually been trained in Fiji aath& (Huntsman & Kalolo,
2007).

Education remains highly valued in Tokelau; eaHiidhood education, primary and
secondary schooling are compulsory and free ana tisea high attendance rite
(MFAT, 2005). All schools first introduced year &22008; prior to this, in order to
complete secondary schooling, students had to roldae of 10 scholarships to
Samoa. Schools are also beginning to encompassticuaa training through
programmes such as TVET (Technical Vocational Etloical raining). There is an
office of the University of the South Pacific (USP) Tokelau allowing tertiary
education to be conducted by distance. The Tokelauculum advocates for a
bilingual language of instruction (English and Tiagkg, but resources are typically
in English (MFAT, 2005).

Critiques of the Education System
Tokelau is developing and reforming its educatigstem which is hindered by

outdated teaching practices such as rote lear@ind,a lack of qualified teachers

%2 Except students excluded from school becauseeaf physical impairment and truants.
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(MFAT, 2005). Kalolo offers some criticisms of Td&e education, particularly in
terms of its classroom and teacher centred pra2i@@2). He says that in Tokelau,
learning traditionally took place through oral mgasuch as storytelling, song,
demonstration, dance and drama, but classroomimgaimas been removed from
traditional learning in Tokelau (Kalolo, 2002). Mancepts and subjects taught at
schools are rote learnt in order to pass examshwhre written externally to
Tokelau. The learnt knowledge is not applied to kimewn and lived everyday
experiences of the students (Kalolo, 2002). Kal@002) advocates for education
developments in Tokelau to combine Western anditivadl knowledge in the

school.

Kalolo (2002) also suggests that difficulties arfsem using both English and
Tokelau as a language of instruction. The educdtdoguage is Tokelauan at pre-
school levels and gradually English is introducédigper primary and secondary
levels (Tokelau Education Department, 2007). Thissents many problems for
older Tokelauan students as they are being asketkvelop language skills like
critical thinking and problem solving in their secblanguage (Kalolo, 2002). Due to
the prevalence of rote learning many of these stisddifficulties are not picked up
until they do not pass an examination which asisestion in a way they have not

memorised (Kalolo, 2002).

Individual reading and writing skills are favoureder co-operative and oral skills
for students which is a remnant of imported” X@ntury British education models
(Kalolo, 2002).

Kalolo (2002) writes that the narrow choices fardgnts force many of them into
failing in the academic system in which they atbesinot capable of success or not
interested. He states that schools in Tokelau aftenot recognise the diverse talent
of the students because they do not provide a tataholistic education (Kalolo,
2002).

Education Reform
It must be noted that many of Kalolo’s critiquestioé education system are from

2002 and are in the process of being addressedm@stioned, the Tokelau
Department of Education has recently started wgrkiowards broadening the

educational options for students who may have edhgpped out or been unable to
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progress, by extending secondary education to Y2aand introducing non-formal
vocational education. The Year 12 programme indulieracy, numeracy, and
computer, environmental and vocational modules.hieal Drawing is the first
vocational module to have been offered, and theeltnkDepartment of Education
plans to establish expressive arts, small busiskeskes, design and technology, and
food and textiles technology modules as well ases@wmmunity public health

education initiatives (Tokelau Education Departm&607).
Disability in Tokelau

Inclusion International / NZAID Survey 2002
In 2002 a Disability Identification Survey was coieted in Tokelau as part of a

Pacific region wide initiative to gather informatiaghrough Inclusion International
in conjunction with the NZAID Regional Pacific H&alProgramme. Inclusion
International worked with a volunteer from Volunte®ervices Abroad (VSA) in
Tokelau to coordinate the survey. During this survé7 people (1.2% of the
population) were identified as having one or mgpeetof disability. The results from

the survey were shown like this:

Table 11: Tokelau Disability Identification Survey 2002

0-14 15-25 25-35 35-50 50+
Slow learners 4
Behaviour Problems 1 1
Visual Impairment 2 1
Intellectual Disability 1 1
Hearing Impairment 1
Physical Disability 1 2 2
Multi-disabled 3
Total 9 5 0 4 2

(Source: Tokelau Disability Identification Surveé)02)
The survey commented that although people withbdisaare generally accepted,

in that everyone knows everyone because of the lgbpo size, expectations for
people with disability are low because of a lacknéérmation and support available
to develop practices which enhance the potential pebple with disability

(McCullough, 2002). For example the local nursesewteying to support children
with muscular dystrophy but were unfamiliar withetltondition (McCullough,

2002).
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In terms of education, the survey found that cleididentified as “slow learners”
typically were included in school but children hetother categories were excluded;
the reasons given for exclusion was the teachaxX bf experience in special
education and because the children were geneesly as “not suitable for a regular
classroom environment”. It went on to comment ttigitdren with disabilities are
frequently sent to New Zealand for schooling. Téieping survey concluded that
knowledge and information about disability and sarpps “very much needed” in
Tokelau (McCullough, 2002).

Group Special Education

In 2007, a multi-disciplinary team from Group Sm@¢cEducation, Ministry of

Education, New Zealand visited Tokelau at the rejoé the Tokelau government.
This project focused on the pre-school, primary a®tondary school aged
population. The objectives of the visit were to trifnute to raising public awareness
about disability; to create a database that carudexl by both the health and
education departments with a register of studerits were identified with having

any impairment and disability which impedes théitity to access education, and to
provide some individualised assessments, advice qandance to students and

excluded school aged children identified by schgmdgents and the community.

This team identified that approximately 60% of g@pulation they assessed (131
students across all three atolls) had an additioeatl at the time of the assessment
which without consideration and management witlhea tegular education setting
likely limits their learning potential (Tokelau Spal Education Team Report). The
discrepancy between the figures in this report thiedinclusion International survey
can be explained by several factors. Firstly, tt&EGeam had expertise in specific
disciplines: Audiology, Speech and Language Ther&tysiotherapy, and teaching
children with behavioural and learning difficultjeso they could be very specific in
identifying children at risk of difficulty learningin the present education
environment. Secondly, the use of specialised dogliimal equipment meant that
children with temporary conductive hearing impaintnéue to otitis media and otitis
media with effusion (glue ear) were identified. Jlaiccounted for the majority of
students included in the statistics. Thirdly, candm between English and Tokelau

languages meant that students who demonstratedustonf between the two
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alphabets in written form to the extent that thegrevat least 2 years behind their
chronological age in literacy competence in Englisdre included in the figures, a
practice which follows New Zealand Special Educatioidelines and practice. GSE
thus recognised the systemic barriers to learnimjelucation from a social model

perspective.

The GSE work continued in 2008 and is an ongointiative with a sustainable
design; there are plans to include community memberthe next phases, to
continue strategic collaboration between healthethetation, as well as to target the
education system to be more responsive to a diveopelation and to develop

functional and academic goals in IEPs for someesitsd

Disability in the Tokelau Education Curriculum

The Tokelau National Curriculum Policy Frameworates that the education system
will treat all individuals fairly in the provisionf educational opportunity, and that
policies and practices which advantage some armdidstage others will be avoided
(Tokelau Department of Education, 2007, p. 10)pritmotes equity in access to
education, treatment within the education systemd, autcomes for all groups by
providing quality education irrespective of gendehilities andnuku (Tokelau
Department of Education, 2007). The Tokelau Natiorriculum Policy
Framework advocates for using IEPs for children wieguire additional or
alternative resources and support (Tokelau Depattrok Education, 2007). It is
“designed to be inclusive and appropriate for hildren” and does explicitly refer to
children with special needs (Tokelau Departmeri&didcation, 2007, p. 20).

Policy documents are critical to the guidance anplémentation of practices, but at
this stage it could be said that the framework esglks equity in an ‘aspirational
policy’ since as noted earlier by Kalolo (2002) tleality is that many students are
disadvantaged by an inflexible teaching systemaandrriculum which is not related
to lived experiences, and it was observed durirgfigldwork that a small number
with significant impairments are excluded completéfiowever, the new Tokelau
National Curriculum Policy Framework addressesahasncerns and the education

system is currently changing.
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Chapter Summary

This chapter has shown some of the historicalfipal, social and cultural elements
of life in Tokelau. The rapid modernisation of T&ke means there is a balance
between managing changing global aspirations anesepving local culture
(Vandersyp et. al., 1998). Tokelau’s complex pcditistructure comprises facets of
traditional authority such as the rule of theupulegawhich prevails in the modern
context, as well as new components influenced bgalisation such as th&eneral
Fono and the TPS. Tokelau's relationship with New Zedlaadds a further
complexity to its makeup and the relationship idikety to change soon since

Tokelau has twice recently elected to remain a legat territory.

Traditional and modern ideas also exist alongsaish ether in education. Tokelau
is seeking to broaden the opportunities affordedutph education in its current
educational reforms such as the introduction of-foomal education and through
offering a full course of secondary school on tslands. Tokelau has recently also
begun to pursue including children with disability meaningful education with
support from the New Zealand MOE and NZAID. Ceftgithe Tokelau National
Curriculum Policy Framework advocates for equityopportunity in experiencing
meaningful education for all children, irrespectfegender, abilities, special needs

andnukuand thus reflects current international rhetoric.
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Chapter Five: Findings

This chapter presents the opinions and experieoicdse participants thematically.
As discussed in the research principles and desigpter, the questiotisserved as

a guideline; not all questions were asked in easkance and during the course of
the interviews other topics were explored that warged either by the interviewer or
participants and these are presented here alsdingsare presented in three parts,
under the broad headings of ‘Knowledge and Attitudleout Disability’, ‘Resources
and Support’, and ‘Regional and International Moeets’. Quotes have been
included from participants to illustrate particutliemes and salient points. Unless
otherwise indicated (e.g. by 4B8) for Samoa) quotes are from Tokelauan people;

guotes are also indicated by gender (e.g. /f/dardle and /m/ for male).

Part One: Knowledge and Understanding, Attitudes and Beliefs

The first part of this chapter presents data at@ditional and modern attitudes,
opinions, hopes and knowledge about disabilityassinteracting with people with

disability, and including people with disability @ducation and society.

Knowledge about Disability and Education

Special Needs and Special Education

It was found that the concept of Special Educati@s familiar and understood by

the participants:

“Special Education deals with special needs stwdentsetting up the

right programmes of education so these studentd mok be

disadvantaged in the education system — they wllhbving some

form of formal education.” (m)
Collectively, the participants could name manyhs varying needs that are typically
included under the broader term ‘special needs’st\participants included physical,
mental, behavioural and learning impairments ofiatities; some gave specific
populations like hearing and vision impaired, andhe participants included gifted

children.

% See Appendix Seven for the full question guide.
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The term ‘Special Needs'’ is already used in Tokedaud the visiting GSE team from
New Zealand were often referred to as the ‘Spddedds Team’. However, many
participants stated that it is a term that is used understood in a limited sense in

Tokelau:

“...even just that the term Special Needs is nwoitdd to physical
disability, I'm not sure that's clear to parenisx)

One participant reported that his understandinghef terminology had increased

since interacting with the team from New Zealandhiclv indicates achievement

towards the goal of raising awareness about disabil

“| didn’t know before but now | know there are different kinds of
special needs.” (m)

Although there is awareness that there may berdiitekinds of impairments, it was
found amongst the general public of Tokelau thaeésal needs’ refers only, or
usually, to children with physical disabilities.ea@rly, this could lead to confusion
when discussing disability issues if the term imfeised in either sense without first

establishing a common understanding of its deéiniti

Beyond potential confusion, comments were made itithitated the term ‘special
needs’ also connotes a pre-existing negative assumpand was exclusionary, as

seen here:

“I don't actually like the term Special Needs bexauit labels people
and as soon as you say special needs it's beenxpsrience that
people go on the negative rather than the posstivpeople refuse to
work with people with special needs, sort of lileally hard work

whereas | tend to think that it doesn’t matter wlo are, at some
point in time we all need help and we’re all specvile’re great at

labelling and boxing people, our systems are sdbughat. Whereas
if you look at the person as a human being it ckangur focus and
you work with them differently, you don’t put linaitions on them, but
that happens a lot. Just work with them, witholtela but because
that is what they need at that particular momentinme, on that

particular day.” (m)

“People have come up with terms to rationalise ghiike ‘you’re
Polynesian because there are many of you, Micranebiecause
you're small, Melanesian because you're black”. eLikSpecial
Needs’, yeah you're special, but not different.lustve Education
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would be a cool term to use in Tokelau becausesitiall... | think we
should start changing the terminology, its impattam)
One participant commented about the importance edple-first language and

emotions:

“It's worse when parents or someone says ‘oh thaf doy'...it makes
your heart cry when they do that - refer to thenthmir disability not
their strengths.” (m)

Inclusive Education

As noted, the concept of Inclusive Education isob@ag a strong movement in the
Pacific, and particularly in nearby Samoa which dlak has links to. When asked
their understanding of Inclusive Education, papeits gave answers reflecting
beliefs that education should be made availablealflochildren, regardless of their

ability, or level of need for support to accessadion:

“Inclusive education is the opportunity for lookiag all children and
students, no matter what their background is, ient to have some
opportunity to experience some form of educatidgf).”

The term also evoked answers demonstrating an stageling of the systemic

changes which Inclusive Education aims towards:

“Inclusive education is about ... ensuring equaliggand access for
all to education. It's making sure everyone, relgmsl of their level of
ability, no matter what capacity whether or notytide have a mental
or physical disability — it's making sure they dat feel excluded from
education. Every education system should haveapaaty to include
them.” (f)

The international move towards an Inclusive Edocaapproach, and the associated

rationale was expressed succinctly by a TokelauaReEnt of Education employee:

“Inclusive education has come later as the macnocegpt within
which special needs has become part of. Inclusikeation is more
inclusive, covering a whole range of marginaliseugs from
education so it takes into consideration gendeddestts with special
needs — physical, intellectually impaired, learniddficulties, for
various reasons, not able to access languageRafofic students this
has been a big area that has excluded people feanmihg when
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they’'ve been unable to access the language in wédkltation has

been provided.” (f, S)
It may also be that participants were familiar wititlusive Education philosophy
through exposure to systems in Samoa:

“I have seen a few small institutions you know likeSamoa ... | think

they're doing really well ... It's creating an eriment for them. It's

not that difficult for the government to providesthecessary resources

for these children.” (m)
It may be that the term inclusive education is nehély a more comprehensive term
which without too much analysis can mean includitfighildren in education, rather
than the term special education which is automifiaivisive of any education

system into non-special or regular education, gedial education.

Participants spoke about how current educatiorfairein Tokelau is targeted at
broadening the system to be more inclusive of iliersle range of abilities within
the schools by encompassing non-formal educatiaih €s vocational training,

because, as one participant put it:

“We can see some kids are not so good at writingthey're very

useful with practical learning.” (m)
As noted, Tokelau is in the process of introducihgchnical and Vocational
Education and Training (TVET) and Year 12 in ithaals in order to offer more
opportunities to students.

“The priorities are to build capacity and be albedevelop offering
students another path besides the mainstream sySme kids are
better off doing practical hands on work than aoade... we're
hoping to see people who drop out as having a eéhembave another
go. So these kids can give something back to tiésand help their
community.” (m)

“One of the major changes is that last year thezeevitO scholarship
students out of 60 and the rest were excluded ttanhpoint. 2008 is
the first year of change because now all are iredydhey can move
into different pathways.” (f)
These reforms and goals fit well with the Inclusiducation philosophy and the
overarching aim of the Tokelau curriculum whichtas“improve the quality of life

living on Tokelau”. These comments show that theran opportunity to capitalise
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on the current broadening of the education systemdude providing education for
all children with disability.

Language used to discuss Disability issues

When asked whether there is a Tokelauan word gahility, or people with special
needs, some participants reported that it is iope often discussed in Tokelau and
many thought there is not any specific terminology:

“l don’t remember having a name for them, they wesg different.”

(m)
The patrticipants who worked in education and gavemmt gave the general and
literally translated term dfmanakoga fakapitoa’(special needs) dna tino mana

manakoga fakapitoa{people with special needs).

Some of the colloquial language used to refer topfee with impairments in the
Tokelau community indicates that attitudes arenad)to a medical and deficit

model of disability:

“I've heard a literal translation of weak child, sick child, not well
child. There isbhabangothat also means naughty; it's quite a negative
word.” (f)

“They are usually called kids with iliness, thakyhare disabled —
Tamaiti Tamale (m)
Other words which occurred with high frequency tlgioout the discussions such as
‘burden’ and ‘pity’ indicate the prevalence of aeand charity model of disability,
in which it is considered an act of kindness taedar people with impairments.

Attitudes to People with Disability and their Family

Shame / Superstition

The Tokelauan participants had varying perspectesit shame attached to people
and families of people with impairments, and theses of disability. Most felt that
there has been a historical attribution of stigroathe family of people with
impairments, because of the belief that disabifitgaused by a curse because of sins

or mistakes.
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“Some people honestly think the mother must hagedsbn a grave
and that’s why the child has special needs. Tteeereal religious and
spiritual side to it.” (f)

“There are superstitions here that if you do somgtlwrong your
child will suffer. E kai e na matua te vine moto kae maniania ai ia
mifo o fanauThe parents will eat the unripe vine and the chidwill

feel it in their teeth. They are blaming. If thaldren suffer hardships
old people look at the parents — it's their fadftey did something
wrong.” (m)

To a degree this is in line with a religious or mlomodel of disability, where

disability is seen as a punishment or curse frorararestor, God, or evil spirit.

“A very important cultural aspect is how importainties and uncles
are because there is a very special relationshipkelauan culture of
how children are related to their aunties, esplgctakir aunts, they
call Matua Tauaituor Matua Lea They are the worse ones. While the
parents have their rules, she is the person youldi® be really
mucking around with, the sacred mother. They h@edcml powers
that they could curse.” (m)

Two participants discussed the issue of shame fpmrsonal experience, and

observation:

“l think it's all around the Pacific region that you're looking at
physical or mental disability people think you'vedm cursed. So there
has been superstition attached and ... so they &othose with
disabilities with pity for the family for somethirthat’'s been done in
the past that's why they've been cursed, so itsiaen they all have
to carry. In my family the first born son died $at was our curse, our
whole extended family, not just my immediate fanilgs cursed. We
used to have family gatherings and praying and.skyery year we
got together and prayed. Only when we got togethat's when |
thought there was something wrong with our family bot now since
growing up and moving away. | was too young attime but | sort of
sensed at the time when we were having those mrayet stuff that
other people felt for us because we were afflic@a.the other side |
thought it was pretty cool that whatever was happedidn’t happen
to me. | wasn’'t worried, | was just grateful thahatever happened
stopped. (M)

“Certainly there is shame [associated with havirghidd with special
needs]. A couple of cases that | remember thatli@ml were banished
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from the immediate household - they went and stayétl other

uncles which was certainly associated with embamasit.” (m)
One young participant felt that impairment is uluaxplained by genetics, but
stated that:

“Sometimes people think disability is due to sonmehbad that has
happened — the consequence of that action. Thd#ikia, that's
strong in Samoa but it's not as strong here.” (m)
These comments indicate that there may be a diiferen attitudes and perspectives
in the younger generation. Some participants ntitisthemselves:

“Younger people probably don’t feel like that, thiegve been caught
up by modern education.” (m)

“They [the traditional beliefs] are fading. Nowig quietly accepted
that a defect must be a mishap, a constructed eolans that to
happen.” (m)
However, there were contrasting viewpoints abouetivr or not there was a
difference in superstitious beliefs about causeslisébility between younger and

older generations:

“It depends if young people have had the oppornyutattravel... but

not really, no, because theyre entrenched in tbengsunity and

unless you have the ability to look in from outsig|u don’t know

what you don’t know.” (m)
One participant explained the conflict betweenwviegvpoints he was raised with and
modern viewpoints. This participant felt that otltemmunity members of his own
generation were likely to share the same beliedsabse they were raised the same

way:

“It's half half. 1 know the reasons but with whatMas brought up |
believe the superstitious one. If | did somethingmnyg like steal, it
would come back to haunt me. If a couple has amradihd they have
a baby the child will always suffer, it always happ over here.” (m)
Many people talked about a change in their own gmions, understanding and

comfort levels after personal experiences.

“My beliefs have shifted away from seeing it asddiait because |
have a close friend whose background is in spedatation. | always
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thought ‘poor child’. Now I've had some insightml personally
comfortable to be around children with special rsge()

“Back in high school they had disabled studentzrthiog at the hostel
and students could volunteer to share a room withad the students.
| was privileged to have the opportunity to share@m. At first | was

a bit scared because | had the perception theytnghviolent but

after that experience | became more accepting.” (f)

The participants living in Samoa, who are all pssfenals working in the field of
education, presented the traditional Samoan vieWwsuta disability and its
ramifications. These views are suggestive of theramor religious model of
disability:
“There is often a lot of blaming and the beliefttlyau have been
cursed by God or you did something wrong like staget late at
night or ate a pig’s ear, that sort of thing. Soteof these parents feel
guilty. A lot of parents don’t know what causesisadility. Usually

they would hide the child away. Lots of childrentiwidisabilities
aren’t included socially in their villages.” (f)

“People believe children born with conditions aneadhorration; it's a
form of punishment, pay back for sins committedtlwy parents. So
traditionally there has been shame attached totheiduals and their
families and the treatment is that they are isdlaexcluded, hidden

away.” (f)

It was emphasised that attitudes in Samoa weregaignlargely due to Inclusive

Education and disability rights initiatives, asalissed earlier.

Teasing, Harassment

One of the prevalent concerns discussed was teasing

“People tend to make fun [of people with impairngmdue to a lack
of understanding.” (f)

“Some, even older people, but especially childteay mocked them,
they imitated how they walk, - it's terrible, iti®ally terrible. They
learn to cope over time but | think it's a terrilileng you can do to
somebody.” (m)
One man commented that parents feel a respongibilikeep their children safe

from teasing and that they keep them from attenduigol to avoid it. Therefore,
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rationale for establishing a separate special dager than inclusion in a regular
class was based in part on the desire to keephittren from being teased:

“Slow learners need some special school to eduta®. [Parents]
know he or she can be cared for but are scareenid them to school
for teasing ...currently they're not incorporatatoi the education
system because parents ... fear they will be hassladssed and
further demoralised.” (m)

One participant talked about a kind of teasinganfamily:

“In my family if you do something stupid you gettaathed to my

aunty (who had special needs)”. (f)
The head of SENESE School in Apia, an educationlittaavith an Inclusive
Education philosophy reported a different expemewhen asked about the reaction

by students to the inclusion of children with didigpin their school:

“The children are never a problem. If the schodk dbe tone it's
great. You need to get the principals on board sirav them how it
can happen. We've created lots of video clips aictupes to show
people this is how inclusion might look.” (f)

Personal perceptions and experiences

All participants felt that they did not discrimigafgainst people with disabilities or

special needs, and viewed all people as equals.

“My personal belief is that there is not much difflece between
people who are termed “normal” and those with sgeoeeds or
disabilities because what they don’'t have they majen another
way.” (m)

“They should be treated like any other human heligy are part of

any society and they should be made to feel lilgy thre included.

They need some compassion and respect. You shaaltldthers as

you want to be treated.” (f)
One participant put forward the sentiment that lallgg can be experienced by any
member of the population depending on where youirartbe life cycle and your

health and well-being:

“I see it as a fluid concept; even | have specedds every now and
then.” (m)
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Community perceptions

Participants shared the wider views about disghalitd consequent behaviours of the
community. Some had positive perceptions of the mamity’s willingness to

include people with impairments in daily life:

“From my experiences everybody gives them moralpetip It's

traditional not to discourage them from joiningand taking part e.g.
in cricket and island community work. When someanth special

needs comes in they will let them do the small jinley will be able to
do.” (m)

One patrticipant believed that the attitudes of ¢cbenmunity may be exclusionary

due to a lack of public awareness:

“Because it's rare for people with disabilitieslie seen in Tokelau at
first people are scared. There is a lack of undedihg. Generally
they know that people need more care than so cafledal people so
people will be more sensitive. It depends on thdividual...but
generally they pity them.” (f)

Another man explained the traditional Tokelauandfelbout how to treat people:

“Fakaaloalo (Respect), Alofa (Love), Poupouaki (Support),
FakataumungCommunication);Talitonuga(Faith) — the list goes on.
These are foundations of how we treat any persofincluding] ...
people with special needs; everyone is the samee &k part of one
kaiga (family).” (m)

Education

When asked about traditional views about educatimidren with special needs,
participants agreed that in the past most childvigh impairments, and particularly

physical impairments did not attend school:

“In the past people tended not to send their childo school, to keep
them at home because parents feel it will be adyutd the teacher
and they feel sorry for their own child.” (m)

“They didn’t get any education because they'reedléht. | don’t know
why but | just remember growing up and in my clasere were no
kids with disabilities, they just were left homedmit go to school. |
don’t think they really understood. There could&e&hole range of
reasons — it's too hard work, parents of that cpildbably think it's
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too much of a hassle, teasing/bullying too muchgchers not being

able to adapt curriculum, resources, getting tmskht seemed like if

you were different you were exempt.” (m)
Other comments pointed to a change in people’sa@apens of schools in Tokelau
to educate children with impairments. As one ofgihgicipants put it, “schools have
the responsibility to provide education and theyeh# be held accountable for that
service.” The increased expectations could be @ué¢hé impact of travel and
exposure to other countries’ services and modelspantly seen as an extension of
the benefits of citizenship of New Zealand:

“For those who lived here their whole lives theynd know and they

think it is the family’'s sole responsibility. As @gle travel and see
what services are provided in other countries twye back here and
ask why can’t they get that here? More and morgleeare becoming

aware that they need to be catered for.” (f)

“If we are New Zealand citizens we should be ggttaccess to
schools like in New Zealand. Why isn’t that happes®i ... Tokelau is
New Zealand’s aid dependent nation but as a teyrabNew Zealand
there’s nothing over there.” (f)
There has been acknowledgement of this from the Kealand government; in his
2006 report to Tokelau, the Administrator stateat tchools and hospitals ought to

be brought to a standard suitable for citizens @vN ealand (ACYA, 2009).

Comments indicated there has also been an incgeagitingness of schools to

welcome all students, and changes in policy andluéfy to include all students:

“Lately teachers at school encourage parents td geir children to
school, the teachers will be there to guide themh wach them the
right stuff, and include them.” (m)

“At school we're talking about policy and we've c®m someone who
will run the [Special Education] programme, so thase the first
steps.” (m)

One man discussed his perception of children withairments as being competent

and enthusiastic learners, albeit behind theirroblapical age:

“They are not up to par mentally so they have speceatment in
academic work but they have to join in, do spaks Everyone else.
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The main thing is that they're able to learn andyvyeassionate and
show they're willing to learn; they’re very enengen trying to learn

something even though they won’t be able to ds gasily. And when
they do accomplish it its good because it encowagmi, they're

motivating.” (m)

All but one participant thought that if they hadclild with an impairment, they

would like him or her to be included in school.

“No matter what I'd love my child to be included school. Because |
don’'t want kids and parents thinking he’s any ddfd@. No matter
what barriers exist they can be overcome. | wouwddthere though
because that support is important. But gradualyould draw back
because | don’'t want him to feel like a baby bewajched by Dad. I'd
like him to feel independent in that sense. And didn’t go well |
wouldn’t just say ‘oh well off to the next schodld work through the
process, talk to the teacher.” (m)

When asked whether they would prefer their chilbeancluded in school with their

same aged peers, many participants felt that irelusith same age peers would be

preferential but were concerned that their child/ fo@ vulnerable to teasing:

“Start off with being with the so called normal &idnd if there were

any adverse effects on my child then | would chamge I'd still like

them to have some experiences to play with othiatreim.” (f)
The participant who speculated he would not wachikd of his with a high level of
need included in school supposed that he would tteeloverprotective, which he

based on his experiences with his own children:

“I have a child whose one leg is shorter than e He’s fine even
in competing in sports but in my heart | think, In@s sick. | have a
tendency to hold him back.” (m)

The parent of a child with disability stated that thild does experience education in

Tokelau:

“I send my daughter to school but because of hew glrogress she’s
still in preschool. Her younger brother has goneaahof her (to
school) but she’s stayed behind. | don’t mind. €fseno point going
to primary school when she can't speak properly aad't write

properly.” (m)

He shared positive accounts from his daughter'®ee&pces at pre-school:
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“She likes going to school, she’s the first onedgeait home she sings
songs from preschool and even though her pronuogias not
sufficient and the tune is a bit out, she woulderéhave learnt it if she
didn’t go to school, her speech wouldn’t have inyech Now she
learns a new word every day.” (m)

Later he talked about the reluctance for childrerbé included in the school in
general due to the lack of programmes availablelaridof teachers trained to cater

for children with impairments.

Right to Education

Several participants used the language of humdntsrip emphasise the importance

of including children with impairments in educatidar example:

“Everyone has the right to be on the same levielt that one before,
like common sense.” (m)

“Even though they are a bit afflicted with a didapithey have the
same rights as everybody else and they deservehtimee to attend a
mainstream school. | don’'t see a reason why theyldhbe treated
differently. If they're in separate schools thea going to be hard for
them to get into mainstream schools but with abrhodification like
handrails, people with special needs can accese ttmoms. They
deserve to be treated like everybody else. We ntighk we’re doing
them good but we’re actually hurting them — just teem be
themselves.” (m, S)

One participant stated that human rights systemsmaplace in Tokelau, under the

auspices of th&aupulega

“I'm happy people of Tokelau are seeing this agrgportant aspect of
education, the children’s right to go to schoolydu see a child not at
school theTaupulegawill say ‘you have to send your child to school’;
the way they do that shows they want kids at schdobody should
be treated as poor, abused; nobody should go wifiood, that's the
inati system. Th&aupulegawant kids to go to school so I'm sure they
want special needs children to go to school. Butie ones who can’t
move..nothing is being done to get education to their &brfm)

Inclusion in Society

There were differing viewpoints about the leveltbich people with impairments

are currently included in society. One participgeit that the community tended to
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be quite welcoming and happy to include peopldédaily life of Tokelau, such as
community sports and the work done by gwenagaandFatupaepae

“At the community level, they're welcome and thegncget their
education through the community work.” (m)
Whereas another commented that any community teydeward inclusion tends to

be quite ad hoc:

“What is happening right now is that the family eakthe whole
responsibility. There are no special arrangemensgpecial provisions
that the community as a whole or departments testassth those
children with special needs.” (m)
It was reported that in general, people with disi#ds and particularly physical
disabilities are typically left out even when thieyicate they would like to be

included:

“It depends on the activity. They're marginalisedoa But see it
saddens me that the urge for those children, eshe¢hose with
physical disabilities, they really want to partiaip but they're
restricted.” (m)
Two adult males with physical impairments in Tokekxe included in employment
in the men’s gangs, and are fully paid despiterthited workload. The long term

options in Tokelau for females with a disabilitg arot equitable:

“It's a different story if you're a girl with a daility. People wouldn’t
consider that you don’'t have the option to get @ plaeque. They
might let you join in with thé-atupaepaébut you wouldn’t be paid.”

(f)

Aspirations / Ideal Scenario

When asked about their vision for the ideal scenfor children with impairments

and their families in Tokelau many consideratiomegged.

Participants talked about the desire to have alld@n attending school with

adequate support, and collaborative goal settirtgair educational plan:

“Those children who are not included in school ¥arious reasons
will be attending with the right support; famili@sll be involved in
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setting up the programmes; all stakeholders wiiehan equal role in
deciding what is best.” (m)

“The ideal that the Department of Education is mgwvtowards is
bringing children to learning environments at sdhado the
mainstream.” (f, S)

Hope for a change in negative attitudes toward lgeopth disability was often

mentioned:

“All the negative connotations that have been dased with people
with special needs are put to rest.” (m)

“People can see people with special needs for \why &re not what
they don’t have.” (m)

“We need to change from the deficit model so whadsda strengths-

based model look like in Tokelau?” (f)
The hope for a change in negative attitudes wasedinto a hope for greater
understanding amongst the community of disabilégd many called for public

education campaigns. As one man put it:

“We need assistance and help; we need understaondingpy — not
the fixing of the problem but understanding of tageise. [Community]
education is the main one.” (m)
Some people prioritised training, professional dgwament and positive role
modelling specifically for teachers, so that teasheould be up-skilled and parents

would be more confident in leaving their childrersehool:

“Teachers in Tokelau would be uncomfortable. They@ly used to
children who can come to school. You need somedreisva positive
role as a Special Ed teacher.” (f)

“People know teachers are not trained to catespecial needs kids.”

(m)
A form of respite care, and financial relief wasigbt, which follows the theme of a

shared community response to disability:

“I'd like parents to be supported financially byetilgovernment. I'd
like the community to support the parents to givem time to rest.”

(f)
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Physical adaptations to the environment to makedessible were mentioned by one

participant:

“I'd like to see a community service and healthecand school to
have easily accessible facilities.” (f)

A whole of government and community response waquently considered to be
part of the ideal scenario:

“Definitely education led but a system wide goveemthcommitment,
with education health and finances. Like the NewlZed Disability
Strategy. That's at a high level and then publiagoadion; | think the
Bronfenbrennex4 ecological model would suit Tokelau because it's
all about the environment and breaking barrietkirk it will require
building capability at the technical level but atdeanging the thinking
and the cultural elements.” (f)

“Every initiative will be community oriented notgti ... school; the
Taupuleganeeds to be on the same boat and then they can tak
ownership.” (m)

“Everyone has ownership, if the onus is on theny tban't fail to

provide. Hopefully one day theukuis equipped.” (m)
One participant shared the hope that the wholehefdommunity could respond
collectively to include people with disability im&ety, and stated the importance of

the community staying child-focused and committetenefitting the child:

“Not to make a big fuss out of it. For the comntyrand parents not
to make a big deal and not to look at their owmdait to look at the
child.” (m)

Positive discrimination in the creation of oppoitias was discussed:
“Make sure they get the best resources in termsdotation, create

the opportunities for them to come up with the éaupportunities to
those who do not have any special needs.” (m)

3 Bronfenbrenner’'s model of child development isikinto the ideas presented earlier by Sara Smidt
in her image of a global child in the twenty ficgintury; both models emphasise the essential f&actor
of communication, interaction and relationshipstild development and consider the child an active
learner and social constructivist. For a depictiad brief synopsis of Bronfenbrenner's ecological
model of development see Appendix Six.
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Two participants looked toward following other mtmef service delivery in

education for children with impairments:

“We should move towards what New Zealand doestfstudents.”

(f)
“If there is a model in the South Pacific, useedpecially if the New
Zealand model is not being followed.” (f)
The importance of a directional policy, and reskancTokelau in order to monitor
and develop services was raised by two participants

“That the policy is based on the premise thatdrhi are included in
learning environments with all children where plegdly able to.” (f)

“What does research, policy and practice look likethe Tokelau
Public Service?” (f)

Summary of Part One
A significant finding was that the connotation dfetterm ‘Special needs’ is

synonymous with ‘physical impairment’ in colloquize in Tokelau. Although there
was a broader understanding that there are ditféypes of impairments, the use of
the terminology is likely to be confusing and méleng unless a common
understanding is established prior to discussione Term and philosophy of
Inclusive Education was understood to encompassualents.

Another finding was that the historical attributioh shame accorded persons with
disability and their family is changing, and may tanger be as prevalent,
particularly amongst younger generations. Thergewa range of views and
perceptions about the prevalence of superstitishslrame attached to disability in
the Tokelau and Samoan communities, but both greuggested that traditional
beliefs are being replaced by modern explanatioMost participants tended to
attribute superstitious beliefs to other memberghef community not themselves.
Although there is a perception that shame and stiggmain attached to the families
of people with special needs, at an individual lew@ost participants believe that
disability is neither the product of a curse, noarseful.

At the same time, there is a growing expectatiod wllingness of schools in
Tokelau to includeall students in meaningful education. All participacdsnmented

that their personal experiences of interacting witbple with impairments increased
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their comfort and understanding of disability issuevhich forms its own
justification for including all members of societyTokelau.

Although the data revealed some assertions of lka d¢dcdiscrimination towards
people with impairments, it also revealed a lackpadvision of the extra support
needed for people with impairments to enjoy equuootunities. Referring back to
Minnow’s ‘Paradox of Difference’ (in Chapter 3) seems that for people with
disability, Tokelau falls on the side of being insiive to difference and hindering
people on that basis. The small size of Tokelasuih that it would not strictly be
accurate to refer to the disabled contingent dsddén’ population, but the lack of
advocacy and discussion of disability issues make® in a sense. Participants
recommended increased public awareness of disaissities, including the causes of
disability, and a forum for support groups for dikeal persons and their parents and
families. Although concerns were raised that shahdcacy is an elusive goal in a
small population due to the unlikely incidence b tsame specific impairment
between any two people, once disability is undexstas a social practice of
exclusion it provides a shared experience as & lmdssupport. Participants view
people with impairments as being equal in sociahd yet exclusionary practices,
negative connotations associated with disabilityd deasing prevail. A public
awareness campaign on the social model of disaluditild raise awareness of the
collective responsibility to actively include allembers of society.

Part Two: Resources & Provision of Support
This section presents the main discussion pointgitatesources and provision of

support including the current situation, who paptnts feel should take
responsibility for driving services and supportipgople with disability and their
families, and some of the challenges faced andtaarive suggestions given about

how to approach them.

Current Situation

One participant commented that all families arevgled for by the existing

structures of the community through centralisedesys:

“Families [of people with disability] are supported the island the
same as the rest of the families in Tokelau bygbeernment with
benefits. Other support comes from the relatived eommunities
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asking after your child, sending their regarddjriglyou they care.”

(m)
Another gave examples of cases where specific mh&msistance has been given by
individuals and the TPS:

“Individuals have been involved in helping the fées here. In
Nukunonu the priest has contributed. We (Tokelaypddenent of
Education) put in extra assistance for the whedlshar one family.
In Fakaofo we paid a mother to care for her son was very
disabled, even his nappies were paid for byntiieu” (f)

All participants answered that there are currenttygroups, or people in Tokelau
who meet to discuss issues such as how to incledgl@ with impairments in

education and the community, or how to support fi@si Ownership always falls to

the parents.
At the community level:

“It doesn’t exist. Until you guys [GSE] came overeeybody knew
but nobody was doing anything about it, it's juattpof life like “oh
you've got that [impairment] ... too bad”. We won’b danything
about it, we won't help but we won'’t kick you outher. It's always
the parents who cater for their child’s needs.” (m)

“There is training for people to support childréiknow of a specific
family who have had provision of wheelchairs andréhhas been
awareness raising within the political structurethad village in terms
of that the family needs support.” (f, S)

At the household level:

“Mum and Dad might say something like be nice tenth.just the
caring stuff, but not actually talk about their deeand how to
overcome them, how to provide assistance.” (m)

At the government and public service level:

“The Health Department, the hospital meet and visikids to check
on their condition.” (m)

“There isn’t any organised meetings on the islé&winetimes at staff
meetings teachers talk about it.” (m)
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Acknowledging that the schools and the hospitalsatte responsibility for meeting
some educational and health needs in individuasatere has nonetheless been a

lack of systematic information sharing and parthgrbetween the two departments:

“When | was teaching in Tokelau | could see a ceupi children
needed glasses and had hearing problems. You talultbcause they
were squinting or always saying ‘what?’ | realiskdre was no formal
collaboration between health and education.” (f)
Partnership between the two departments has bemiséd on the agenda as part of
the current GSE work. Some participants discussmdesspecific changes which

have occurred as a result of current initiatives:

“Just recently one family is beginning to get suppetheir children
will gradually be included in school.” (m)

Who should take ownership and responsibility of disability issues in
Tokelau?

When discussing which agency should be the drivonge for including children
with impairments in education in Tokelau, particiaacknowledged that there is
“not a specific role for that” at a high level, iarms of a minister of disability or
equivalent. Most stated that the local governmesdded to take a more directive
role. Comments were made that theupulegaand Pulenukuare responsible for
driving all community initiatives, but also thatette are a few passionate individuals
who are eager to take responsibility for includial children in education in

Tokelau.

It was suggested that sometimes progressive amativereideas are raised but
thwarted because they have been suggested by awuotyrmember without much
authority.

“Like [if someone] is young and ideas flow from himhe is not taken
seriously because he’s not part of the drivingdast[the village]. It's
a close knitted family thing.” (m)
One man felt that because ultimately thaupulegahave the final say on what
happens and how, they need to be able to makefispaébrmed judgements and to

monitor their requests:
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“The Taupulega The buck stops. Th&éaupulegahave to make the
request, they need to be able to recognise therpemple with special
needs. There’s stuff they need to do that, like theed to be able to
ask for assistance, be very specific about whatrhesking for and

because they've asked for it they have to be abkssess it, look at
what they’'ve asked for, see what they actuallyayat review whether
it actually met their needs. Rather than just akeh ask and getting
whatever and being happy with it.” (m)

He added that work needs to be done to addresslvindegovernance issues before

it is possible to make progress in any specific wamity initiatives:

“Within the Taupulegathere needs to be work done on up skilling
them, there needs to be some understanding of poslations,
understanding what power is, governance, roles ragdonsibilities
before we even start addressing education and ttimgs.” (m)

As noted, the role of th€aupulegas increasing as Tokelau modernises. The tension
between forces of globalisation and the traditidmalarchical power structures and
systems of civic society was put forward by anotparticipant who framed the

question:

“We understand looking after people with fish amay tb day life. But
what does something likeati mean in a free market economy and a
capitalist society?” (f)

The broader implication of this question for chédrwith disability was raised by

another participant:

“l think the traditional way of thinking with theoomunity is that if

they look after what they see, so people are cdalitg and fed,
they’'ve fulfilled their obligations as a communitiyor children with

physical needs that's about it. But then they'r&t jeft sitting all day
in a corner and not engaged in the community. Tehayt actually

think about the other side, like their mind migktduite strong or they
might want to be with their peers. For children wdren’t physically

disabled but have other needs they just lump themith everybody
else. There’s either something wrong with you ogréfs not, it's

pretty black and white eh, that's how they sedsifted children are
lumped in with the same group too.” (m)

This comment demonstrates the need for positivericignation to ensure people

have equal opportunities. It also points to theitteat although people’s basic needs
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are met, there is a lack of equality in the grehatenan freedoms of participation and
opportunity, and highlights a tendency in educatioward group teaching rather

than individualising learning.

One participant felt that the parents of childrathwlisability and the community are
doing their best, but that there is a need forgbxernment to make changes to the
education system to ensure schools are able tofoatall students. This was echoed

by another participant:

“Initially the government should take on the resqbiity in terms of
funding and policy and to ensure that departmemdsvilages in each
community set money aside for these people to stigpe students
and the schools.” (f)

A school staff member felt that the main impetuglduo be with the schools, but

that the community also needed to be involved:

“School are the main drivers of this initiative apither groups can be
informed by school and health. It'd be good if #né&/0 can work
together and inform other groups to make sure everys informed
and knows what the plan is. That includes Fatupaepaeand men’s
group, and we should let parents know they can comand they
shouldn’t feel discouraged.” (m)

Collaboration

All participants felt that collaboration in the comnity is important in order to
achieve appropriate services and supports for pewth impairments and their

families in Tokelau. lllustrative comments include:

“At every level there is some role for parents, aaih health

department, community, thgeneral fono- Tokelau’s parliament, the
department of education. New Zealand has a commitmeterms of

providing funding and assistance in the form of eekpe. Even the
region has an involvement. Each of these groupsdiitesent goals

and they need to figure out some common grouneaasbf coming

with their own agendas and losing sight of the cchilho is at the
centre.” (m)

“What should be happening is that it is not oneitugon but a
community approach with the health department addca&tion
departmentf-atupaepaend the youth group. You see where everyone
fits in, all of them. Even the church has a roleptay. While those
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departments should be taking the leading rolesgrotiocial sectors

should be equally involved.” (m)
From the comments of one participant, collaboratipproaches have been instigated
previously within other education and health initias, but have abated:

“There should be collaboration all the way. This lh@en on and off,
this is an on and off relationship and there igemson why it should
be. Like they started the dental checks but theéwofah sudden they
stopped and the health checks in schools have exidpfm)

Challenges

Participants varied in their ideas about what thedlenges of implementing inclusive
education in Tokelau might be. Answers incorpordtesines of resources, attitudes
and mindsets, systems and policies, and initiaieg maintaining impetus for the

ideal. As one patrticipant put it:

“Current beliefs about what special needs is ab®&dople think
students are included but they don’t realise it meaverybody.
Infrastructure, facilities, specialists, expertiseyou want to do it
right, to be fully equipped. Funding — is thaupulegawilling to put

up money, is the department of education — whooldihg the purse
strings? It all comes to whether they value alldren. Children are
the future but | believe the future is now — we 't&eep saying
tomorrow tomorrow, tomorrow. Politics could be agbkubarrier
because of the lack of consensus between the;atabsything has to
be divided by three equally even though we havierdint needs.” (m)

The idea that absolute division of resources bgehmay result in extra expenditure

was reinforced by another participant:

“Right now there has to be everything on each @lso a challenge

will be cost related, the cost of training teacherquipment and

facilities and setting up the programme on ea@nal’ (m)
Throughout the interviews, there was a recurresrni of the lack of training for the
teachers of the schools which dominated discussabosit why it is difficult for all
children to be included in education. Most parteifs stated that teachers are often
unqualified and not confident to cater for divepepulations. The need for specialist

teachers for different disability groups is seenaasextra necessary requirement,
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both in terms of creating meaningful learning pesgmes for students with
impairments and in up-skilling the teachers:

“The teachers try to cope the best they could but you don’t have
the skill you don’t have the confidence to teach.”

“Some of the [children with impairments] that | kmohave the
opportunity to go to school but in terms of thenceiging special
attention for their disability there is nothing fibvem. They probably
enjoy the play.” (m)
As noted earlier, Inclusive Education philosophggests that all children can be
educated under the same pedagogy regardless by abiimpairment, although this
does not discount the need for specialists (FloriZ009). The school and wider
community in Tokelau would need to be made awaaegpecialist teachers are not a
minimum prerequisite, as discussed by the prin@p&8ENESE school in Samoa:

“You may need to reassure the teachers that theyncéude children
with disabilities in their class. They might say‘6m not trained’ and
not want to have a child with special needs inrthksss even if they
agree with the child’s right to education in priplei because they are
not confident.” (f)
Further lessons from the Samoan experience show drovinclusive Education
approach has benefited the school at a systemal ley improving its teaching

practices:

“The great thing about an inclusive education apphois that it
supports change throughout the entire school sysedmch is
sometimes what is needed in a regular school. Harces teacher’s
skills in things like conducting group work and imdualising
learning.” (f)
The population size of Tokelau seems to be botimenge and strength with regard
to establishing an inclusive education system. T @articipant, the small
population size meant that each individual withaatipular impairment was quite
unique, making it difficult to form a specific sump group, or to garner expertise

about any specific impairment:

“Right now it's hard to develop those programmesdose there are
not so many...the numbers are insignificant.” (m)

However, two participants felt that the small p@tigin was an asset:
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“We should move towards what New Zealand does tlorsiudents.
There are not a big number of students with the=seds here so it
won't cost a lot.” (f)

“We have equal opportunities to teach our studbate in Tokelau. |
don’t want kids with disabilities to be the problermaw. | think our
advantage is only 1500 people here and if we cam we can set the
stage for doing it completely and no child will imarginalised.” (m)

The frequent population migration to New Zealandates its own challenges in

terms of human resource capacity and maintainsiglbbase:

“Human capacity — personnel with skills and knowgednd the right
frame of thinking to advocate for children with s@@ needs. You
need to get the right people on board and ther tisethe challenge of
keeping them there — the population is very mobilekelau is very
committed to putting resources in but the bargdraving the capacity
to do the work. There is a lot of empathy and amess at the
governance structures but its having the peopleS)(

Infrastructure was also cited as a major challengeaddition to the impact of
geographical isolation making it difficult to acee®sources on the atolls, the coral
makes difficult pathways for wheelchairs to accedsools and the physical school
buildings need to be accessible for the entire [adjoun. This challenge is currently

being met during the rebuilding of Tokelau’s sclsool

“We have the room to deal with that now becauseevesbuilding the
schools so it's important to factor in access wdysiture and do it
now not as an afterthought.” (f)

One patrticipant seemed to imply that a lack of ueses is used as an excuse for not

taking any actions to support students with digghi education. In his words:

“It's easy to say resources but I've always saidt'thjust another
reason for not doing anything new and keeping doeimgt they're

doing. So probably the best way to look at it ifniére up to me —
given the resources and personnel on the island amalwhat they
know, like they knew what they had to do...Like were talking

about how inclusive programmes providing for affatient types of
kids — they all knew the answers and came up wrfterdnt learning

styles, providing activities that are hands onehing et cetera. But
there’s no integrity in the work they do becauseytsay it but they
don’t actually do it.” (m)
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Another participant furthered the viewpoint thag kmowledge and strategies already

known on the islands have not been implemented:

“Put your right leg in front of the other leg. Ongeu get going, no
one can stop you. Get up and do it, make the fmstve. Coz
everyone’s been talking about it, our minds areadhs us but we're
not standing up to do it”. (m)

Participants suggested ways in which some of treleriges could be overcome
such as public awareness campaigns (as mentiorgtpsly) and the formation of

support groups for parents and family members opfgewith disability:

“There needs to be more public awareness and aogugpup of

forum where the needs of children with special ses@ discussed. It
could include all the parents and relatives of diieih with special

needs.” (f)

“Work with the families as much as you can becahsg're the ones
who will be able to support children at home. Buwldthe culture. The
people who are best to become advocates and teabtbreithese
children are the ones who are experienced witldaml themselves. It
is more meaningful for parents to engage with agrogarent with a
similar experience than someone young without oild (f, S)

“Inclusive education needs to start from the tope Taupuleganeed
to take an interest in the school. I'd be surprigeahy of them have
read the curriculum. I'd make one of them activialiye part in school
life — every aspect in the school. And it's all abaccountability you
know — holding the principal accountable for whdtappening in the
school.” (m)
Bilateral collaboration with Samoa to gain knowledand insight into an existing

Pacific model was also suggested:

“In terms of disabled people I'd rather that we &garoactive in
developing a strategy that's meaningful. We camnldassons from
Samoa and other countries that are close to useare human and
material resources. Then we can have a plan.” (m)
One participant suggested documenting the feetihgschild with disability in order
to show the community the detrimental effects oflesion on the psyche of the
child, and also to give the child an opportunityattvocate for him or herself, which

he felt would be a catalyst for change in attituidesiclusion:
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“It's gauging the real and inner feeling of a haragliped child given
the limitations they have and circumstances of reomleo don’t take
care of them. It must be a terrible experiencetliem. The dilemma
they face and there are unheard and unsaid feelingshat aspect |
wish could be documented honestly and privatelg ssaching tool. |
really want the community to wake up to this. Natlyothe older
people but also the children because they canndératand how a
child with a disability thinks, the deeper feelingsif they're
marginalised with resources, in the community ladl things we talk
about, unless they say so. The honest documentattibow they feel
would be a catalyst for us to address those idsolesstly.” (m)

Summary of Part Two
The second section of this chapter has addresdgecssi such as ownership of the

roles and responsibilities in developing and pringddisability services in Tokelau.

One of the key points raised was the lack of system place for strategic

collaboration between stakeholders at all levelollaBoration between all

stakeholders was highly valued by participants@hdeclared personal commitment
to developing disability support services. Havingasalyst for action was suggested
by several participants. Some participants sugdesitat the lack of community

action could be linked to the existing hierarchigadlitical and bureaucratic

structures. It was suggested that sinceTtaepulegahave ultimate control of daily

life in Tokelau, they need to have thorough owngrsind authority to drive any

disability initiatives or alternatively to relinggh some autonomy over decision
making. One participant suggeste@aupulegamember on each atoll be involved in
the daily operations of the schools. The desiraafoollaborative process at all levels
of community reinforces the current initiativesrginstigated by the NZ & Tokelau

MOE which have characteristics of a CBR model aadi@patory approach. Some
participants called for the chance to design a pieirdisability in Tokelau before

adopting international plans, but comparing theadadbm this research to current
international directions, it is likely that the twoould be aligned to occur

simultaneously. Challenges presented by the paatnts in establishing disability

services in Tokelau, and particularly Inclusive Eakion included barriers of

resources, population and isolation, systems, #iitddes. These challenges mirror
the five barriers outlined by SENESE School in Sama their work in

implementing Inclusive Education; environmentalfitadinal, policy, teaching
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practice and resourcing. That the issues identibeel similar provides further
support for the suggestion that Tokelau build anakperiences of Samoa.

Part Three: The Human Rights Framework & Tokelau’s

participation in regional and international movements

This section provides the analysis of the answeiguestions and discussion points
about regional and international movements. Althougpecific international
frameworks and initiatives were mentioned as exasmluring discussions, the
intention was not to critique any specific movemeninitiative. Rather, the purpose
was to Talanoa about the universalism of international frameworksd their
applicability to Tokelau, and Tokelau’s particiatiin and commitment to regional
and international movements. Tokelau is in a unigogtion in the Pacific as New
Zealand’s last dependent territory, and the themtne relationship between New
Zealand and Tokelau was often raised in the dismussabout Tokelau's
participation in the activities of the internatibesammunity.

Human Rights

As already noted, the Convention on the Rightsestéhs with Disabilities (CRPD)
is the most recent document to frame disabilitights specifically within the
framework of human rights. The Draft Constitutioh free Association between
Tokelau and New Zealand includes language of hungirs, so the rhetoric of
rights is familiar in the governing documents ofk&tau, although as noted in
Chapter Four the language and concepts may nossetly be as familiar at the

village level.

Discussions showed that several participants didhawe any personal awareness
about the existence of the CRPD in Tokelau. Needstis, some participants felt that
inclusion of disability within a human rights framerk would not be unfamiliar for
Tokelau and that at a high level the documentsveaningful and important. One
Samoan participant, working for the Tokelau Deparitnof Education, stated the
synchronicity between the rhetoric of rights-basggproaches and the governing

documents of Tokelau:
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“l don’t think it's seen as anything new becausescand rights are
extended to all individuals in the constitution iscsits consistently
with Tokelauan frameworks.” (f, S)

This view of policy and theory is in contrast teetdeveloping understanding of

human rights at the village level, which is relatwnew:

“Now that it's a human rights approach that wiipact a lot. It was
quite recently that people were informed that pe@uid children have
rights, which was quite foreign in a way. Peoplekid@ as a joke but
are starting to become open minded. If you haveitids of disabled
people in a framework people will take notice beeathey hold the
UN in high esteem. We're not as closely involvedhwihe UN as

other countries and we do want a voice. If Tokelatifies things

themselves it depends what the country prioritege¢be general fono.”

(m)

“It is meaningful at this point in time. There ist$ of understanding
from people about children’s and human’s rightss Iteally
important”. (m)

A criticism about the signing and ratifying of ti@RPD was the lack of public

awareness and information about the convention:

“It's the same as any other convention frameworkhe past. We
don’t know about them.” (m)

“It's been similar to the process we had for UNGROt's easy for
Tokelau to sign but hard to implement. It's justodrer document
that’s been signed.” (f)

It was interesting to note Samoa’s approach taReD, as relayed by the principal
of SENESE school in Apia:

“Samoa hasn'’t ratified the convention yet. We'rgirtg to get a
disability desk in a government agency. It look lit is going to sit
with the Ministry of Women and Youth Developmentel don't
want to ratify it without a process of public awaeses so that it is
more meaningful for people when it is signed thamething like
CEDAW which was just signed by a Minister. They wammake sure
the policy side of things won'’t precede the pulalizareness and grass
roots side of things.” (f)
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Two people felt that the language of human rightsmeworks did not sit
comfortably in the context of the Pacific and Takel

“It's hard to accept the concept because of theiteslogy; it can be
seen as an imposition.” (f, S)

“l don't think it's a right. It's a responsibilityor parents, community,
leaders, thdAumaga, Fatupaepaand everyone to do their part. The
word ‘right’ is not accepted in many Pacific cultar If it's gonna be a
‘right’ it's quite demanding. Maybe it's an abusktioe rights has been
done before maybe something like that. That's whedidCROC
comes in. It does not fall comfortably with tAeupulega it's too
demanding. Maybe for other countries without ouuga in terms of
the responsibility parents and community have teirtchildren it will
be right for them to say that word but for us &'grime responsibility
to do our part. | suppose there will be reasons tlikyconvention has
been put together by the UN.” (m)

Some participants anticipated that the impact ef @onvention would be fairly
limited:

“The Convention probably won't make a differencethe average
person in Tokelau but it might for someone who gmeand out of
Tokelau ...or it might not.” (f)

“l think the problem with Tokelau is the isolatioiou can have all
sorts of strategies but it would be slow to filthrough, slow to
implement. A lot of people wouldn’t be receptivebieing told what to
do. So it would depend if they had input into itherwise they'd
probably see it like all the other projects, judkttalk talk. It depends
whether it's relevant to how they see life in Takel (m)

Children’s Rights

The idea of children’s rights can be contentioushie Tokelau community and the
Samoan community; one participant reported that B®C almost redefines the

relationship between parents and children. Angblagticipant echoed this sentiment:

“The concept of [children’s] rights is difficult ifokelau because of
the cultural thing that children should listen afwbw respect. People
are listening to younger children at a family lewekere it's accepted
that children have a right to have a voice but yeit at the general
level.” (f)
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One participant attributed the contention whichraumds the idea of children’s

rights to religion:

“It's probably a biblical thing that children shoube seen and never
heard, because theyre so strong on the bible.d€ml are not
encouraged to voice their opinions and ideas, tusto what they're
told”. (m)

The community discussions about disability and atlan held as part of the project

work undertaken by the NZ Ministry of Education GSEs credited by one

participant with re-introducing and re-consolidgtihe idea of children’s rights:

“Children’s rights ... just introducing the idea ofiildren having a
contribution to education — some people are talkipgut it and saying
‘yeah that’s right’ ... it's like a seed, somethitogstart thinking about.
There would be many young people who’'ve gone to [Mealand or
Australia have come back with those ideas and lgafGSE] there
rekindled them to start to have a conversation aiv@gain.” (m)

Individual vs Group Rights

The idea of communal and individual human rights wiascussed briefly with two
participants. It appeared that human rights arersary to the local system of
authority (i.e. the rule of th€aupulegain Tokelau, as suggested by one participant:

“The first time Human Rights stuff came out was wHene man]
stopped going to community things, that's the finst heard about
“freedom of choice”. That was about 20 years agghkbeople can go
against the flow.” (m)

“lI think Tokelau is like a communist thing. Eveday has been
planned by our elders &tulenuku We're not allowed to go here and
there. If we have to go somewhere, everyone isaggdeo be there
and if we don’t go we don’t get paid. We can’'t dor @mwn thing.
They're saying we're democratic but can | do whatant, hop on a
dinghy and get some coconuts — no ... | can’t dghamg without the
nod from the elders.” (m)

A Samoan participant reported some of the conthett has arisen by individuals
advocating for their rights at the expense of resf existing cultural structures in

Samoa:
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“l think it's really interesting the issue of commal vs. individual
rights. Individual rights don’t hold up if they disb the communal
rights ... people have choices but it's not appetergiven the small
size. There are tensions here in Samoa ... there haen people
banished from their homes and burning of housés.” (

Tokelau’s participation in Regional and International Movements

When discussing participation and cooperation wigigional and international
movements, there were a range of views. Two ppéids felt that Tokelau has the

opportunity to participate in regional movements:

“Tokelau has a role in driving regional initiativdsough the PRIDE
project which currently funds five projects herewe had a special
needs programme PRIDE would probably support usrd'ts not yet
much impact from the others but we expect a biggeact in future.”

(f)

“Tokelau comes under New Zealand for internatioefdtions but is a
full participant at regional level at everythingTokelau is there as an
observer because it's under New Zealand but thah'h&xcluded
Tokelau from the benefits of participating at regibforums.” (f)

A Samoan participant working for the Tokelau EdiaratDepartment commented
that sometimes the time commitment it takes to em@nt suggestions from the
frameworks is too short before another frameworbuisup for consideration:

“We're still developing EFA (Education For All) anihey roll out
another one, ESD - Education for Sustainable Devedmnt.
Countries are asked every year to consider a nelagframework.”

(f)

Others felt that Tokelau is frequently overlooked regional and international
movements and that that regional and internatidreaheworks are imposed on

Tokelau at the detriment of local priorities:

“It's been beautiful to see them written in paparsl be quoted by
leaders for Tokelau to claim they are involvedel'seen the draft of
the Pacific Plan and the Biwako but they're verpeyec and | try to

reflect of how they fit into Tokelau. I'm a bit sastic when | say that
because it should not be this way. It should batwte want then
translate. Although they're very general with thayithey put it but

we have priorities that we believe should be fiestd then second.
How | personally feel about those things | wantlmse my eyes and
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forget them. We’'re currently developing our naticstaategy and then
if we have a blueprint in terms of knowing that veehere, what do we
want, and where do we want to go, how're we gomdd it, - if we're
clear of those things then we can set our own jpigerand come up
with something that is more realistic, more natlomad more
Tokelauan. Then we can look at the Pacific PlarenTih will be more
real and sustainable that we don't just put dovingth for the sake of
it. Not only for the ownership issue but so thataeene up with things
that are achievable and can be implemented. Wet @it to come
up with a huge plan.” (m)

New Zealand and Tokelau’s relationship

Participants who commented about the relationstépwéen New Zealand and
Tokelau all leaned towards the position that Tokelashes and needs to be more
included in the formulation of international plaarsd initiatives, and the signing and

ratifying of international conventions:

“Whatever New Zealand sign they always ask howelak feels

about it and they normally do legislation for Takelto sign or agree
but the process should be more consultative angheeld be given
the privilege to either say yes or no because Newlahd is different
from here although we are citizens. It seems thiésegs are

obligatory - the UN conventions. Its good New Zedldeads the way
as the mother nation — they have the resource addrstanding and
all of this - but Tokelau should sign on its owght.” (m)

Two participants felt that in the current relatibips as it exists now, ultimate
responsibility lies with New Zealand, including thresponsibility to be more
consultative with Tokelau:

“Because of the political bond to New Zealand Hheman Rights
issues need to be addressed in New Zealand. They paeds to be
clearer. The UN/New Zealand and Tokelau governmetsd to
discuss these things and then at the village Ipeeple need to feel
empowered t0o.” (f)

“It depends if New Zealand will initiate that irative [CRPD] in
Tokelau. They tend to focus on New Zealand firsbnektly we've
been getting an unfair deal in education. As Newl&®der citizens
we’re entitled but we're last on the list, if we’'om it. On the other
side, New Zealand might not know and on our endocae take
responsibility but New Zealand has a responsibiidgydo that too.
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Sometimes we feel shunted. Over here every progedoasn't last.”

(m)

“It's an interesting position because it's callegecial relationship
between New Zealand and Tokelau. That's bureauspegk. | don’t
know how they build capabilities for Tokelau. Nevealand has a
supporting role in this. It's a grey area how faFMI' goes and how
far they extend it to the MOE. There’s no cleari¢ation for any
strategy from MFATs end but | don’'t know what thémanistrator
thinks. Tokelau is a really interesting situatidiokelau is crippled by
dependency. The work ethic there is different to, NiZere’s no
urgency.” (f)

Summary of Part Three
As noted earlier, the language and concept of huigats is familiar in Tokelau at a

political level, and many participants comfortalblyed the rhetoric of human rights.
At the village level, there were recent public asveass campaigns to introduce the
idea of human rights. Examples from the data shotiad while human rights
conventions are becoming more familiar in sociétgy are secondary to existing
political village structures which may potentialljmit their impact. Some
participants suggested the need for a clearer ypdietween New Zealand and
Tokelau with regards to the international humahtsgramework; some participants
suggested Tokelau ought to participate and sigthér own right, with guidance

from New Zealand.

As with other Pacific cultures, the concept of tiggin the spirit in which they are
intended in international conventions is not neaels contested. However, the
language of human rights is sometimes seen asardafronal and antithetical to the
culture. This was raised by participants who gaxa&neles about children’s rights
and the tension between group and individual rigiiteen looking at the right of a
child with any form of impairment to education, theare exponential factors of
exclusion to consider in the form of disability,ufb and gender (as raised earlier in
section one by one participant who noted the dusorey of opportunity for males
compared to females). The reality is that therer@sbeen enough positive action
taken for disabled citizens to have the same entuadtopportunities as all members

of the community.
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In terms of regional and international initiativaed movements, the participants
often stated a preference for a locally develodad prhich could then be tailored to

international and regional objectives.
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Chapter Six: Discussion and Implications of Findings

This chapter discusses the implications of theifigsl presented in the previous

chapter.

The findings showed that Tokelauan beliefs abouw o treat people call for
equality and respect. Traditional systems, suadhatswhich ensures no person goes
without food, andlakehe- a philosophy of providing for the “needy”, prdvan
Tokelau’s contemporary society which maintainsccasmmunal values (Huntsman &
Hooper, 1996; Vandersyp et al., 1998). The gapaditional provision of support
into which people with impairments currently fali ctharacterised by a lack of
positive discrimination and a deficit model perdpex This is not to say that the
view of people with disability in Tokelau is notropassionate, but just that it could
be developed into perceptions that people withbiisaare competent, and focused
on strengths. Relating participants’ comments lagkaradigms of disability shows
parallels to the medical and religious models; peopth disability may be seen as
afflicted or cursed. This possibly explains thensigly contradictory responses
given that people feel both “pity” and “blame” towlapeople with disability and

their extended family.

However, the deficit, medical and religious modeifsdisability are not the only

paradigms of disability in Tokelau. Throughout thesponses, participants used
concepts of equality and participation, reflectigk the social and rights-based
models of disability. There is an opportunity t«daadvantage of the customary
consciousness of social responsibility, evidengethb strong calls for collaborative
programming at all levels seen in the data, as aglihe traditional cultural beliefs
discussed above, and the growing knowledge andotuee of human rights-based
approaches (if not yet the rhetoric of rights). IRukeducation and awareness
campaigns about the social model of disability ddulild on traditional beliefs and

introduce new ideas such as positive discriminatioenable people with disability

to participate more in society.

Disability issues are now explicitly and firmly gnoded in the international human
rights framework and consequently in the rhetofiche rights movement. It was

suggested in the responses that the word “rigistsésisted by some people as “too

115



demanding”, yet responsibilities are accepted. Epnally, they are two sides of the
same coin — if you have a social responsibilita¢btoward me in a certain manner, |
have the right to expect that you will not act togvane in a socially irresponsible
manner. Given that policy in Tokelau reflects intronal practice by using the
language of human rights, it might be helpful tarease people’s comfort levels
with the rhetoric to ensure that the connotationthe terminology do not become a

barrier to the concepts and intentions, which asiawe seen are overall compatible.

Community education about human rights in geneeadd the principles of
indivisibility of human rights and participation particular, may be useful. There are
programmes developed in the Pacific, such as tbffeeed by the Pacific Rights
Regional Resources Team, which provide traininguman rights, technical support
and policy and advocacy services specifically fer Pacific region (RRRT, 2008)

A community education programme can emphasisentipeitance of human rights,
and dispel any concerns that human rights appresaene neo-imperialistic and
threatening to culture. It could illustrate howditeonal values are aligned with
current international understandings of human sghtluding the idea that human
rights can be both universal and contextual. N&edess, a lack of acceptance of the
terminology of human rights need not preclude adegarin supporting people with
disability to access education and participateaciety from a human rights-based
perspective.

The relationship between New Zealand and Tokelads a@l complexity to the
considerations about the relevance of internatidnahan rights and education
conventions to a small island Pacific state in seohtheir ability to participate in the
formation of international covenants, and the issukegal accountability. Now that
Tokelau has twice voted against independent statdsee association with New
Zealand in favour of remaining a dependency of Na&land, does this indicate a
need for more direct involvement from New Zealamthie governance of Tokelau in

terms of obligations of the State to rights-hol@ers

There seems to be no discernable difference inimmsnbetween participants from
certain atolls, or between male and female pagitip which means a collaborative
community approach is probably feasible. Howeuss, findings did suggest that the

% For more information about the RRRT $etp://www.rrrt.org/default.asp
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younger generation lack superstitious beliefs alibet cause of disability. The
diminishing prevalence of feelings of shame towaedple with disability amongst
the younger members of the population suggestdi@nade for initiatives which

support community participation, and particulariyuth participation in developing

Inclusive Education systems in Tokelau. The findilmdso showed that people who
have had personal experiences in interacting waibpfe with impairments tend to
have more understanding about disability, and siecuidispositions, which provides
its own justification for forming inclusive socie and enabling participation of

people with impairments in daily life.

It can be said that in education, Tokelau is mgwoward a twin-track approach.
The Tokelau National Curriculum Policy Framework ase document which
specifically includes people with disability in ifgrogramming, and the Tokelau
Department of Education are working towards a diggispecific plan and the

deliberate and strategic implementation of exiséidgcation policies.

While the Tokelau National Curriculum Policy framak does state that it is
inclusive of all students, | would suggest thanay benefit Tokelau to specifically
and fully adopt an Inclusive Education philosophgdaapproach, including
terminology. In addition to Inclusive Education fgistrongly advocated for in
international literature, there are several othey keasons to move towards this.
Firstly, it will create an opportunity for clarityf purpose so the public can be made
aware that any work done in the area of disabitigyelopment and education is not
intended to benefit only physically impaired stoide Also, the Inclusive Education
model encompasses current education reform iméatin Tokelau such as the
introduction of non-formal vocational educationsidmed to make education more
accessible for more students. Tokelau would berfsdih its close proximity to
Samoa where there are Pacific models of operatimtélisive Education systems,
and Samoa and the greater regional body would bdnmh Tokelau’'s experience
of implementing an Inclusive Education system. aample, while Samoa’s
experiences of setting up Special Education unitschools had limited success in
terms of inclusion “because the children stayethair special needs units”, Tokelau
has the vantage point of observing these experseand learning from them. As
noted earlier, Tokelau’s education system standddpefit from an Inclusive
Education approach, through the enhancement ofitegaskills such as conducting
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group and individualised (this does not mean exatlyg individual) learning. Lastly,
adopting an Inclusive Education approach from theset would frame inclusion in
education for children with impairments within thentemporary rights-based
framework, and help shift attitudinal barriers b®rout of the existing deficit,

medical and religious models of disability.
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Chapter Seven: Conclusion

By examining people’s opinions, experiences, atéfj aspirations, perceptions,
knowledge, and understanding about disability,catian and development, this
thesis sought to identify the challenges of inahgdipeople with disability in
education and society in the context of a smaliffealsland developng nation, and
the ways in which these challenges can be addressed

One of the main findings of this thesis is that soai the attitudinal barriers to

inclusion of people with impairments in Tokelau dsuas shame) are reducing as
people become better informed about disability, timethrough education, personal
experience, exposure to scientific ideas about#uses of disability, observations of
people with disability participating in other sdoes such as Samoa, or a growing
understanding of human rights. For example, thdifigs suggested that younger
members of the population are unlikely to belidvat disability may be caused by a
curse. Although change is evident, it cannot yesdid that people with disability are

fully included and welcomed at all levels of sogielParticipants called for public

education campaigns about the causes of disalahty disability issues so that

disability issues can be better understood andlpeuith disability better supported.

There is certainly confusion and misinformation atbdisability in Tokelau. For
example, it was reported that many people usedhm tspecial needs’ to refer to
people with physical impairments; suggesting a avaruse and understanding of
terminology. The data also showed there is some%ppn to the term ‘special

needs’, although not all participants expressesiigw.

The terminology of ‘inclusive education’ was betterderstood and one participant
stated a preference for using that term in TokeBome understanding of the
broader philosophy of Inclusive Education was destrated, and almost all
participants stated a preference for educatingdaml with impairments in the
regular education system rather than establisleggegated classes.

Employees of the Tokelau Department of Educatiatedthow the education system
is broadening to create more opportunities for esttsl in both academic and
vocational education. These reforms show a recogndf the diversity of students’
needs and suggests that it would be timely to éurtlevelop these concepts so that
schools are increasingly able to also cater fatesits with impairments.
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Another finding of the research was the strong fmlla collaborative, community
wide approach. This is in line with internationdkeas about how best to include
people with disability in societies, such as them@uwnity Based Rehabilitation
(CBR) model. However, participants talked abouaek|of strategic collaboration
between groups in society about disability issu@se participant suggested
involving a member of the Taupulega at the grastsrievel to address this.

There is variation in the acceptance and comforhwhan rights rhetoric, some
resistance to the language exists. Particularlytertious is the language of
children’s rights and individual rights. The finds showed that although the
community is increasingly aware and accepting ahanm rights ideas, and human
rights are seen in the draft constitution and etlmiggpolicies of Tokelau, human

rights are often considered as secondary to tieeafubcal authority.

Nevertheless, throughout the discussions, humdmsrigoncepts were alluded to in
both the acceptance of responsibility towards peaghd in the statements of beliefs
of equality amongst people and non-discriminatibhe research also shows that
traditional beliefs and values, and systems, sgdakehe are aligned with human
rights ideals. For example the central idetakehe- preferential sharing toward the
needy, is similar to the idea that positive disaniation is necessary to enable people

with disability to be included in society.

However, | would suggest that one of the significarcompatibilities between
traditional Tokelauan perceptions about disabgity a social and political (rights-
based) model is the way in which ‘needy’ peopleaegved. The view of disability
as a social process of exclusion was not explicetiged, nor the idea of empowering
people with disability to advocate for themselvEse choice of the words ‘pity’ and
‘burden’ and other phrases such as ‘not up to pardiscussions suggests a
combination of a medical, religious and deficit rabaf viewing people with
disability. As put by one participant, people widlsability are seen for what they
don’t have rather than what they do, and anotlaedthow terrible it is when people

with disability are referred to “by their disabylinot their strengths”.

The results showed varying perspectives about itpeifisance of regional and
international initiatives and movements. Althougéveral people felt that the
international human rights framework is held inthgsteem, it was also stated that
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people in Tokelau are often unaware of the convastiNew Zealand has signed,
including the CRPD (except the participants who kedr for the Tokelau

Department of Education), and felt that most of ¢benmunity would also not be
aware of it. Some participants stated the desire nilore involvement in the

development of international and regional plang, dne participant felt that for

disability issues a locally developed plan, withmgo observation of Samoa’s
progress, would be more meaningful to meet lodakities and set achievable goals.
The frequency with which international and regiofl@meworks are introduced
appears to create a barrier to implementation. Earécipant raised the question
about whether human rights obligations can be m#tiwTokelau and suggested
that New Zealand should have more direct involvememould suggest that the
question of increased bilateral (or multilateralyalvement in enabling people with
disability to access human rights in developing ntoas goes beyond the
relationship of New Zealand and Tokelau becauseefCRPDs stipulation of trans-
national obligations. Nevertheless, New Zealand dio#elau are in a unique
relationship which must be considered when expippalitical issues like adherence

to international human rights law.

The research showed that current theories and east disability, development,
and education are inextricably linked and paratiee another in their tendency
toward a human rights-based perspective. Contempdsdinitions of disability and

poverty both refer to the limitation of social, wuwhl, political and economic

participation in daily life. The recognition thabyerty and disability are linked in a
cyclic, mutually reinforcing relationship has lem gpecific inclusion of disability in

the international human rights framework througé N 2006 Convention on the
Rights of Persons with Disabilities. Consequerntlgevelopment is to be successful,
it must address disability in a twin-track mann&s: a separate targeted issue, and
included into all mainstream development prograngniplanning, policies and
research. Unless disability is included in develeptn the large population of
already marginalised people with impairments wilhttnue to face discrimination,

and be denied equal participation in social, caltugconomic, and political life.

The right to education is frequently denied to mpsbple with disability, which
further perpetuates the cycle of poverty and diggbConversely, including people
with disability in education has been shown todietonomic and social benefits for
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people with disability and their society. The cutrprevailing perspective on how to
best support people with disability to access etinicas through Inclusive Education
philosophies and approaches in both non-formal fanchal education. Inclusive
Education approaches are characterised by takimgliatic view of students, a
principle of non-segregation and of viewing disiépilwithin a social-model

paradigm.

These contemporary global ideas about disabilgyraflected in the regional Pacific
context. At a policy level, mainstreaming disalilih development is endorsed by
bilateral donors such as AusAID and NZAID, and anoatment to Inclusive
Education is seen by Education Ministers at theifiealslands Forum meetings.
Some practical applications of these regional aermational ideas were shown in
the context of Samoa (chosen because of its geoigedpand political links to
Tokelau) at both national and grass roots levete @xperiences of Samoa showed
that human rights approaches are being used byle®ath disability for advocacy
and empowerment, and that Inclusive Education deH@ve contributed to Samoa’s
ability to provide education for all its citizensich therefore its progress towards
international development targets, as well as cingngegative attitudes toward

people with disability and increasing people’s cornivith diversity.

To my knowledge this is the first study which expl® opinions, experiences,
attitudes, aspirations, perceptions, knowledge, @mtkrstanding about disability,
education and development in Tokelau. As suclprovides a starting point for
further research into disability in Tokelau fromsacial and rights-based model

perspective. Some suggestions for future researettions are:

* Action research in implementing an Inclusive Edigcasystem pilot school
in Tokelau.

* Emancipatory research looking in more detail at ékperiences of people
with disability and their family in Tokelau. (Thiwas also suggested by a
participant who felt that there would be a stromgnmunity response and
commitment to social change towards inclusive @afhies if the feelings of
a person with disability were documented.)

« Research with children and youth in Tokelau to esgkheir perspectives on
disability and education. This research could @dig# on the suggestions
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found in this study that younger people tend natttdbute shame to people
with disability and their family, and on the findjg from Samoa that children
and young people are “never a problem” in includiegple with disability in
school if an inclusive tone is set by the school.

* Action research with children and youth (with andheut impairments) as
co-researchers encouraging them to explore thess&ced by people with
impairments or educational difficulties in their namunity and create
advocacy campaigns to respond to their findings.

* Undertaking analysis of all government policies Tiokelau to examine
whether they can be considered disability inclusorecan be adapted to the

recommended “twin-track” approach.

Given its small size and communal values, Tokelas &n exciting opportunity to
create a truly inclusive and enabling society. emtanalysis of disability and
education issues are necessary in Tokelau if cugéncation initiatives are to be
sustained and further developed, if the Tokelauiadat Curriculum Policy
Framework Guidelines are to be implemented, ardkilv Zealand and Tokelau are
to create equality of opportunity and access tommegul quality education for all

their citizens.
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Appendix One: Principles which underpin the
International Human Rights Framework

» Universality and inalienability: All people everywhere in the world are entitled

to human rights. They cannot be given up or takesya

* Indivisibility: Human rights are indivisible. Whether of a civilultoral,
economic, political or social nature, they areialerent to the dignity of
every human person. Consequently, they all havalegjatus as rights, and

cannot be ranked in a hierarchical order.

* Inter-dependence and Inter-relatedness. The realisation of one right often

depends, wholly or in part, upon the realisationotiiers. For instance,
realisation of the right to health may depend,artain circumstances, on the
realisation of the right to education, or of thghtito information.

 Equality and Non-discrimination: All human beings are entitled to their human

rights without discrimination of any kind, on theognds of race, colour, sex,
ethnicity, age, language, religion, political ohet opinion, national or social
origin, disability, property, birth or other statas explained by the human
rights treaty bodies.

* Participation and Inclusion: Every person and all peoples are entitled tovagti

free and meaningful participation in, contributitty and enjoyment of civil,
economic, social, cultural and political developmenwhich human rights
and fundamental freedoms can be realised.

» Accountability and Rule of Law: States and other duty-bearers are answerable

for the observance of human rights. In this regdrdy have to comply with
the legal norms and standards enshrined in hungétsrinstruments. Where
they fail to do so, aggrieved rights-holders arttled to initiate proceedings
for appropriate redress before a competent courbtber adjudicator, in

accordance with the rules and procedures provigddvin.

(UNDP, 2005, p. 16)
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Appendix Two: Obligations of State Parties to
International Human Rights Law
Human rights law defines three categories of actorgyhts-holders (a category to

which all humans automatically belong and canndbavaw from), duty-bearers and
others. It is not the responsibility solely of tB&ate to ensure the provision of human
rights for each individual citizen; rights holdemsd others (for example, NGOs,
multinational corporations, regional cooperativadies, aid agencies, and private
sector organisations) are all moral duty bearepeeted to act in a manner which
realises human rights, including their own. Theté&ia, however, the only legally
obligated moral duty bearer in the protection asaisation of human rights for its
citizens (Mikkelsen, 2005). The obligations of Si@te in international human rights

law are outlined here.

The obligation to respectrequires State Parties to refrain from interfenwith the
enjoyment of rights. It must abstain from carrymgf, sponsoring or tolerating any
practice, policy or legal measure violating theegrity of individuals or impinging
on their freedom to access resources to satisfy tleeds. It also requires that

legislative and administrative codes take accotiguaranteed rights.

The obligation to protectobliges the State Parties to prevent the violatibhuman
rights by third parties such as other individualsion-state actors. Where violations

do occur the State must guarantee access to Egaldies.

The obligation to fulfil involves issues of advocacy, public expenditure,
governmental regulation of the economy, the prowvisf basic services and related
infrastructure and redistributive measures. They aiitfulfilment comprises those
active measures necessary for guaranteeing opjtesuto access entitlements. It
requires State Parties to take appropriate legislaladministrative, budgetary,
judicial and other measure toward the full real@abf human rights, including the

promotion of human rights.

(UNDP, 2005)
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Appendix Three: Outline of International Frameworks
relating to Disability, Education and Development
The Universal Declaration of Human Rights 1948

The Universal Declaration of Human Rights (UDHR)tie central international
document which focuses on the protection, equaliy dignity of individuals (UN,
1948). It recognises the equality and inherent woftall human beings and accords

basic rights to all individuals. With respect taiedtion, the UDHR states that

“Everyone has the right to [free and compulsorymaetary] education...”
Article 26, Paragraph 1

“Education shall be directed to the full developtnef human personality
and to the strengthening of respect for human sigimtd fundamental
freedoms...” Article 26, Paragraph 2

The UDHR applies to, but does not specifically nntpeople with disability
(McKinstry et al., 2004). Since the UDHR, a numbé&more specific and legally
binding international covenants and treaties hawaved in order to realise the

human rights of all individuals.
The Convention on the Rights of the Child 1989

This document lays out the fundamental human rightshildren and acknowledges
that special care and provisions are necessaryhildhood. For children with
disability this convention protects their rights tibe, support, rehabilitation,
education, employment and recreation. It also piewifor their fullest possible
individual development and integration (UNCROC, 998

Specifically it states that:

“State Parties shall respect and ensure the rigétsforth in the present
convention to each child in their jurisdiction, out discrimination of any
kind, irrespective of the child’s ...disability...orlar status.”

(Article 2, Paragraph 1).

“State Parties recognise that a mentally or plalyidisabled child should
enjoy a full and decent life, in conditions whiamsere dignity, promote self-
reliance and facilitate the child’s active partatipn in the community.”

(Article 23, Paragraph 1).
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It reiterates the sentiment in the UDHR that thete@ aim of education is to
encourage the fullest emotional, social, creativé eognitive development of every
individual (Eklindh & Brule-Balescut, 2005).

Education For All - the Jomtien Declaration on Eduation For All (EFA) 1990&
the Dakar Framework of Action 2000

The ‘Education For All' is one of the most well kmo movements in the
international arena - in 1990, representatives fr@®db countries and 150
organizations pledged to provide basic educatiomaliachildren, youth and adults by
the year 2000 at the World Conference on EducdborAll in Jomtien, Thailand.

Originally this initiative did not explicitty mendn inclusion of children with

disability. However, over time, EFA has adaptedassume inclusive education
philosophy at its core (Eklindh & Brule-BalescutpD0%). The 2000 Dakar
Framework of Action, which reinforced the origindéclaration and set another
target for 2015 makes reference to ensuring educaif the most disadvantaged
children in formal and non-formal approaches arso & early childhood education,

literacy and life skills programmes (Eklindh & BeuBalescut, 2005).

United Nations Standard Rules on the Equalisation fo Opportunities for
Persons with Disability 1993

This international document provides a framewornkgolicy making and legislature
change. It suggests ways in which States can tekponsibility for removing
obstacles which prevent full participation in stgitor people with disability as well
as outlining positive actions which the State calketto ensure full participation in
society for people with disability. The rules aret iegally binding, but show a
strong moral and political commitment to equalisopgportunities for persons with
disability by governments (UN, 1993). There are 2@es in four chapters —
preconditions for equal participation, target aréasparticipation, implementation
measures, and the monitoring mechanism. With redareducation, the rules
advocate for equal access to primary, secondary tartary education in an
integrated setting for children, youth and adulithwlisability (UN, 1993).
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Millennium Development Goals (MDGs) 2000 - 2015

The UN Millennium Development Goals were formedtla¢ start of the new
millennium to rally the international community pyoviding focus and direction for
aid and development initiatives. The MDGs have beedited with coordinating

international development efforts (Alston, 200 eTgoal for education is as follows

“By the year 2015, children everywhere, boys ant$ @like, will be able to
complete a full course of primary schooling, analt thoys and girls will have
equal access to all levels of education” (UN, 2000)

Reference to inclusion of children, youth and awith disability is not explicitly
stated in this or any of the other MDGs. The Millem Declaration refers to human
rights although the MDGs themselves do not. Howewves generally accepted that
the goals follow a human rights approach (Alstd2 p. 757).

The Convention on the Rights of Persons with Disality

The Convention of the Rights of Persons with Dikighis discussed in the body of

the thesis.
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Appendix Four: UN Asian-Pacific Regional Disability
Initiatives

The first regional disability initiative was instited by the UN: the Asian-Pacific
Decade of Disabled Persons from 1993-2002. ThenAB&cific Decade of Disabled

Persons was intended to build on the public awasenaised by the 1981

International Year of Disabled Persons and the 198Zed Nations Decade of
Disabled Persons, and to establish and begin ty cat actions needed to support
people with disabilities in the region (McKinstriya., 2004). The start of the Asian-
Pacific Decade of Disabled Persons saw the sigoirige Proclamation on the Full
Participation and Equality of People with Disale in the Asian and Pacific
Region in 1993 by Fiji, Australia and the Federd¢ates of Micronesia. An Agenda
for Action was also adopted in 1993 which providggerational guidelines for
governments for establishing policies and prograsmroencerning people with
disabilities. The Agenda for Action provided guidek relevant for the developing
country context in 12 major policy areas: natiooabrdination, legislation, public
awareness, accessibility and coordination, edutatimaining and employment,
prevention of the causes of disability, rehabiliiat assistive devices, self-help

organisations and regional cooperation (McKinstrglg 2004).

Evaluation of these strategies at the conclusioth@fDecade revealed that although
some progress had occurred, it was variable adlesgegion and there was a
significant lack of equitable access to social emvinents and education for students
with disability, as well as a lack of data aboubple with disability in the region
(McKinstry et al 2004). Therefore, a decision waade to continue the initiative,
and the 2 Asian-Pacific Decade of Disabled Persons from 2B0B2 was launched.

The seminal document to begin th¥ Asian-Pacific Decade of Disabled Persons
was the Biwako Millenium Framework of Action towardn Inclusive, Barrier-free
and Rights-based society for Persons with Disaédsliin Asia and the Pacific (BMF).
The BMF is the partner document to the MillenniuravBlopment Goals for the
Asian and Pacific region and includes specific etirgy of children and youth with
disabilities in planning initiatives. The BMF praodds an operational guideline for
governments and civil societies which they needpply nationally in order to work
towards two broad targets: by 2010 at least 75cpat of children and youth with
disabilities will have completed or be in the pregeof completing primary
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schooling; and by 2012 all infants and young cleidwith disabilities will have
received early intervention services including supgor their families.

Priority Areas for Action for the Second Asian-Paciic Decade of Disabled

Persons
2003 - 2012

» Self-help organisations of persons with disabgitend related family and
parent associations;

* Women with disabilities;

» Early detection, early intervention and education;

* Training and employment, including self-employment;

* Access to built environments, and public transport;

 Access to information and communications, includingformation,
communications and assistive technologies;

e Poverty alleviation through capacity-building, sd@ecurity and sustainable
livelihood programmes.

Source: PIFS, 2008
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Appendix Five: The Cycle of Poverty and Impairment
How Impairment Causes Poverty:

Ezcluded from
formaldinfarmel education
and employment

Limited social contacts Fewar skills
Low expectations fram \ Incomea genarating

community and of self =% | 0w zelf asteem ————p opportunitias
further reduced

Excluded from Lack of ability to /
Impairment = mm e Discrimination T % Laliticallegal processes *  assert rights
& Disability
‘-"‘"--..._,__h Excluded fram even
basic heallhcare\

Lonwest priority for any Poor health! physically
limited resources 8.0, _ o a————* weak
food'clean water

inheritance/land

High risk of illness, injury and

Impairment Lack of suppart for high -+ Income Poverty
costs dinectly asscciated
(seefigura 2) with impairment

Further — Chronic
Exclusion Poverty
(Source: Yeo & Moore 2003, p. 572)

How Poverty Causes Impairment:

Limited access

to education
and employment Forced to accept

hazardous wiorking
conditions

Limited access to Unhygignic,
land and sheler ———oyvercrowded

living condition
Poaor sanitation / \ Higher risk of illness

accident and
impairment
]
Chronic . Excluded from Lack of ability to ]
Poverty Exclusion politicallegal procasses assert rights :
=
Limited access to L
healthcare "'"--.______* =
Malnufrition, poor n
health and *
Further physically weak
Exclusion Insufficient or izcrimination
unhealthy food Disability
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Exclusion and (See figura 1)
Poverty M — .- - of income

(Source: Yeo & Moore, 2003, p. 573)
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Appendix Six: Bronfenbrenner’s Ecological Model of
Child Development

Chronosysiem

Panterning of emamnmental svents and transitions over the B coue of the child

Souioe: adapted from Cole & Cole (2001}

Urie Bronfenbrenner is a psychologist who devise@eological theory of child development in

1979. Bronfenbrenner emphasizes the importandeeodi¢veloping child's interactions with the
people and institutions closest to her within therosystem and mesosystem, as well as the effects o
her life of a widening array of social and culturadtitutions, attitudes, and beliefs within the
exosystem and the macrosystem. These systems chesgeme, which is represented by the
chronosystem. Source: Accessed Egbruary 200%rom:
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Appendix Seven: Ethics Forms

Participant Information Sheet

TE WHARE WANANGA O TE UPOKO O TE IKA A MAUI

FFEE VICTORIA

‘ UNIVERSITY OF WELLINGTON
hathd

Participant Information Sheet for:
Inclusive Education in Tokelau

Researcher:Kathryn Meredith, Development Studies Programmbo8l of Earth

Sciences, Victoria University of Wellington, Nevaldaed

In the South Pacific there are many regional ihiteés underway to promote
inclusion in schools and communities for childremhwspecial needs. Pacific
governments are working to bring disability issueshe forefront as an issue of
national and regional concern. One of the desingdames stated in the Tokelau
2007/08 Education Plan is to “improve learning apyaities for children with

special needs”. In 2006 the Tokelauan governmeguiested support from the New
Zealand government in establishing a databaseilofreh with special needs and in

raising public awareness about special education.

As part of my degree, | am undertaking researchutaliclusive education in

Tokelau leading to a thesis.
The objectives of this research are to:

1. To document traditional and modern Tokelauan pdimep and
understanding about special needs, and aspirdtor(shildren with special
needs) inclusive education in Tokelau.

2. ldentify the challenges that Tokelau faces in etingachildren with special
needs.

3. Examine New Zealand’s role and responsibilitiesaastate provider in
ensuring inclusive education practices in Tokelad & supporting ongoing
capabilities building in order to ensure sustaitiigbin Tokelau’s inclusive

education initiatives.
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4. Examine Tokelau’s participation in and commitmeat international and
regional initiatives and mandates concerning digghissues such as the
Convention on the Rights of People with Disabiiti¢he Education for All
movement, the Pacific Disability Forum and the BiwaMillenium

framework.

This research will document the Tokelauan commisiperceptions and desires
about Inclusive Education, the rights of childremhwdisabilities and service options
for children with special needs; it will in itsetontribute to raising awareness of
some of the issues of equity and access facedilmye with disabilities in Tokelau.
It will serve as a baseline of existing knowledgel aattitudes and be valuable
information for planning the next steps in impleteg inclusive education in
Tokelau. The thesis will also contribute to thevgray body of literature on inclusive

education and disability initiatives in small Pacikland states.

The University requires that ethics approval isaot#d for research involving
people, and that | attain your informed consenbrptd undertaking the interview.
Ethics approval from the University has been grnte

People will be invited to participate in an approately 60 minute (group or
individual) interview where you can describe yoxperiences, views and aspirations

for inclusive education in Tokelau.

Participation is voluntary. Participants may witimrthemselves and their comments

at any stage.

With participants’ consent, the interviews will becorded. At any stage during the
interview the participant may request that recaydia ceased. Any written or
electronic material will be confidential and keptarely (in a locked room); it will
only be seen by myself and my supervisor. All ggsant information will remain
private and confidential and your responses maigéetified in the published thesis
by gender, age bracket and usual country of resel@mly. The information and
opinions given during the interview will only betrédtuted to participants with their

permission.
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Upon completion of my thesis, a copy will be avialéafrom the Victoria University
library. A summary of findings will be distributetd you upon your request. The
research may also be published in academic jouraats / or disseminated at

academic or professional courses as the opportarnggs.

Although | work for Group Special Education, Mimstof Education, | am
undertaking this research as a student. If you lamyequestions or would like any
further information about this project please cohtae or my supervisor.

This study is being conducted by Kathryn Mereditlasters of Development Studies
student at Victoria University of Wellington, PO 8600, Wellington, New Zealand
(phone 0064 4 439 5016).

kathryn.meredith@minedu.govt.oz meredith kathryn@hotmail.com

Supervisor: Dr. P. Fairbairn-Dunlop, Director, Vaaanu Pasifika, Pacific and
Samoan Studies, Victoria University of Wellingtd®® Box 600, Wellington, New
Zealand (phone 0064 4 463 6867).

peqay.fairbairn-dunlop@vuw.ac.nz
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Participant Consent Sheet

TE WHARE WANANGA O TE UPOKO O TE IKA A MAUI

2B VICTORIA

Participant Consent Sheet

Title of Project: Inclusive Education in Tokelau

| have been given and have understood an explanatitinis research project. | have
had an opportunity to ask questions and have thmmwered to my satisfaction. |
understand that | may withdraw myself (and anyrnmiation | have provided) for
this project (before data collection and analysisamplete) without having to give

reasons.

O | agree to take part in this research

O | consent to this interview being recorded

O | understand that | will have the opportunity teck the transcripts of the
interviews before publication

O | understand that the data | provide will not bedifor any other purposes or
be released to others without my consent

O |1 would like to receive a summary of the researtiemit is completed

O 1 only consent to undertaking this interview unttex condition that the
published results will not use my name, and thadbmiaions will be
attributed to me in any way that will identify me
or

O | consent to information or opinions which | haweem being attributed to
me in any reports on this research

SIgNEA: . e

Name of PartiCipant: ..........cooi i

(Please print clearly)
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Interview Questions Guide

TE WHARE WANANGA O TE UPOKO O TE IKA A MAUI

FFIEVICTORIA

‘ UNIVERSITY OF WELLINGTON
hahd

Inclusive Education in Tokelau.

Researcher: Kathryn Meredith, Development Studies StudentpxatUniversity of
Wellington

Interview Questions

Please note that questions may not be asked wrdee presented below nor will
every question necessarily be asked given thetsensature of the topic. In
addition the researcher will further probe any ésstaised in the course of the
interviews. Bracketed sections are prompts foliriberviewer.

1. Attitudes & knowledge

What do you know about special needs and inclusiesation?

Is there a Tokelauan word for people with spectds?

Have you had any personal experiences with people ave special
needs?

What are traditional Tokelauan beliefs about peopte special needs?
What are your personal beliefs about people widtsp needs?

What are the traditional Tokelauan views about ating children with
special needs?

If you had a child or grandchild with special needsuld you like them
to be in school? Why / why not? Would you prefeznthto be in class
with other children their age or in a special cPass

Do you know of any groups or people in Tokelau wheet to discuss
these issues?

Have you seen any or do you know about of the tydgsrogrammes,
supports and classes for children with special sieaul their families in
New Zealand? Do Tokelauan families access Speciat&ion? If not,
why not?

What would be the ideal scenario for children wdibabilities and their
families in Tokelau?

2. Resources & Provision of Support
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What is currently happening to support childrenhwapecial needs and
their families in Tokelau?



* Who is responsible for providing support and edocato children with
special needs and their families in Tokelau? (Nibkelau; Education /
Health)

* What do you think the challenges of implementingjusive education in
Tokelau would be? (Infrastructure? Politics? Reses? Culture?)

3. International and Regional Movements

* Samoa and the Cook Islands have established sptasalooms attached
to mainstream schools so their students can aceesgial and
mainstream education. Do you think that this comtitk in Tokelau? If
not, why not?

* Have you heard of international and regional itities like the Education
for All, the Pacific Disability Forum, the Biwako iNenium framework
and the Millennium Development Goals? How do thegeact on people
with disabilities in Tokelau?

« The United Nations has recently developed its Cotige on the Rights
of Persons with Disabilities, which New Zealand lségned. This is a
significant document internationally in terms oftgng disability issues
into the realm of human rights rather that socielfare. What impact do
you think this will have in Tokelau?

* There are also many regional initiatives focusedaising awareness and
developing strategies to support people with digeds currently
underway in the Asia-Pacific — e.g. Biwako Milleam Framework,
Inclusion International, second Asia-Pacific Decafi®isabled Persons
and Pacific Disability Forum. What is Tokelau's atwement in these
initiatives and what impact have they had (or da gapect to see them
have in future) locally?
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