
We are pleased to present this issue of 'Island Studies IO/OI', consisting of a selection of papers 
presented at the International Conference on Education in Small Island Developing States organised by the 
University of Seychelles last year. The theme of the Conference was "Rethinking Education in Small Island 
Developing States". 

The present publication is a just appreciation of the efforts put in by a young university to place 
research high on its agenda, despite being constrained by limited resources. The launching of a number of 
research initiatives in Education and Culture, as well as in the Blue Economy, bears testimony to the will of 
the University to position itself regionally and internationally as a knowledge centre, with an advocacy role in 
favour of small island states. The initiatives were aptly placed in perspective by the Vice-Chancellor, Professor 
Dennis Hardy, at the Conference opening ceremony when he referred to the mission of the University to 
contribute to the Seychelles knowledge-based economy.

Broadening and complementing this perspective, the Minister of Education, Mrs MacSuzy Mondon, 
viewed the Conference as an opportunity for representatives of different countries to explore the field of 
Education and find ways to provide the best possible opportunities for island populations in the face of 
common challenges faced by SIDS.

As explained in previous issues, the policy of 'Island Studies IO/OI' rests on the philosophy of access. 
Access to a more diverse profile of authors and access to a wider readership, rather than sticking to a 
restrictive audience and to a limited authorship. Readers will, however, note that in the present publication, 
most of the articles come from academics. Such a situation is rather predictable: the present endeavour 
hosting the proceedings of the aforementioned conference. However, apart from conference proceedings, 
our future publications will ensure, as far as it is reasonably possible, that articles are also couched in a 
language accessible to spheres beyond the closed circle of academics.

 We thank our readers and authors for understanding the spirit of 'Island Studies IO/OI' as regards this 
concept of access. Already in our last issue, we resorted to the interview mode to present more appropriately 
the ideas of one contributor. We would also like to create space for authors in ‘Island Studies IO/OI’ to review 
the works of their peers in an attempt to stimulate scholarly reflection. The departure from the conventional 
journal article design is also intended to infuse an element of variety in the format of write-ups.

 As in all human endeavours, unexpected challenges have emerged between the times the Conference 
was held and now. Also, the space afforded by our publication proved too tight to accommodate all the 
contributions received. 

Further, we experienced some setbacks in putting up this present issue following changes in the 
coordination team, resulting in delays in tracking some of the materials sent by our reviewers. In the process, 
we may have missed out a name or two in the list of collaborators who assisted us throughout. We pray for 
their indulgence and we also seize this opportunity to thank them all for their valuable contribution. 

We thank the whole 'Island Studies IO/OI' team for contributing towards making this present issue 
possible.

To our readers, we wish “Bonne Lecture”!

From the Team…

The ISLAND STUDIES  Indian Ocean- Océan  Indien Team

Island Studies Indian Ocean / Océan Indien 2016 3



Editorial team, reviewers & admin

Proceedings of the International Conference on Education
(University of Seychelles, 5-8 July 2015)

ISLAND STUDIES  
Indian Ocean- Océan  Indien

(Next Issue) 

The next issue of the 
publication will be devoted 

to social work, focusing 
particularly on the challenges 

and opportunities in the 
delivery of social services in 

small island states.  
If you are interested to 

contribute, please send an 
email to  

justin.valentin@unisey.ac.sc

Island Studies Indian Ocean / Océan Indien 20164

Dr Gerald Clibbon, University of Bristol, UK
Dr Hemant Bessoondyal, Mauritius Institute of Education
Jane Woolfenden, Freelance Writer and Editor, UK
Dr Steve Confait, Freelance educational consultant, Australia
Indra Persaud, University of Seychelles  

Dr Kris Valaydon & Dr Pascal Nadal,  
co-editors 'Island Studies Indian Ocean – Océan Indien IO/OI' 

THEME COORDINATOR
Dr Olga Klymenko
ADVISER: 
Prof. Dennis Hardy

PROOFREADING & TRANSLATION:
Dr Pascal Nadal
ADMINISTRATION:
Michel Denousse

FINANCE:
Paul Kangethe

PHOTOGRAPHS:
UniSey
PROMOTION & ADVERT:
Guy Morel

PROJECT ASSISTANT:
Diana Benoit

COVER DESIGN
Serge Mondon

PRODUCTION CONSULTANT:
Selvanaden Naidoo

Website: www.unisey.ac.sc/downloads/island-studies/issue-4
ISSN: 1694-2582

SPONSORS:
MCB Seychelles; Kannu’s Computers; JFA Group

The views and opinions represented in this publication are not 
necessarily those of the institutions to which the authors are 
affiliated, and should not be attributed to Island Studies Indian Ocean 
– Océan Indien.

A publication of the University of Seychelles 

DESIGN & PAGE LAYOUT 
Business Publications LTD

PRINTED BY:
caractere@caractere.mu

A publication of the University of Seychelles



Editorial team, reviewers & admin Contents
Higher Education in small states:
Evolving patterns 
in the context of globalisation

Assessing the health of academic 
freedom in small island developing 
states in Africa

Rethinking, applying and  
extending research on  
education in small states

6-9 44-48

50-59

60-65

66-70

66-70

10-13

14-25

27-35

37-42

Methodological agency: Constructing 
an institutional life history of a teacher 
education institution in Mauritius

What can be learned from small 
(and micro) states? ‘Educational
geostrategic leveraging’ and the 
mechanisms of the fourth industrial 
revolution – The internet of things 
and disruptive innovation

Generating newer educational agendas 
from local teaching reform initiatives

Revisiting the trilingual language-in-
education policy in the Seychelles 
national curriculum framework and 
subject curricula: Intentions
and practice

The importance of STEM education 
for youth empowerment in SIDS – A brief case 
analysis of Seychelles

Corpus engagement in the semantic 
analysis of graphic verbs

About the authors…

Island Studies Indian Ocean / Océan Indien 2016 5



l Abstract

Since the 1980s, a literature has 
emerged on the distinctive features of 
small states. These states, the literature 
observes, are not just small versions of 
large states. Rather, they have distinctive 
features that demand particular strategies 
for development. This fact has implications 
for the nature of education as well as for 
other domains.

This paper begins by summarising 
the early literature on education in small 
states, revisiting it with lenses from the 
present decade. It notes that many of 
the early propositions remain valid, but 
that some dimensions of contextual 
environment have changed. The forces of 
globalisation are among these dimensions, 
and in some respect have facilitated 
educational development in small states. 
The paper focuses particularly on higher 
education, and includes examples from the 
University of Seychelles.

Parts of the literature in the 1980s 
and 1990s declared a relatively high 
population threshold for small states wishing 
to offer domestic higher education (e.g.  
Bacchus 1989; Bray 1990, 1992; Packer 
1990). The literature highlighted challenges 
of filling classrooms and recruiting qualified 
teachers from small pools, and pointed 
to the lack of economies of scale. It also 
stressed issues of international recognition 
of qualifications. For some small states, 
it was argued, the solution lay in regional 
cooperation. And for small states without 
regional partners, the best approach was 
perhaps simply to send students abroad.

In the 2010s, some dimensions 
look different. The threshold for 
establishing national institutions has been 
lowered, illustrated by the opening of the 
University of Seychelles (UniSey) in 2009 
to serve a country with just 90,000 people. 
Yet other dimensions remain similar; and 
small states still have to find innovative 
strategies to meet their higher education 
needs.

HIGHER EDUCATION IN SMALL STATES: EVOLVING PATTERNS 
IN THE CONTEXT OF GLOBALISATION
Keywords: SIDS, globalisation, higher education, Seychelles

Mark Bray 

Early Perspectives and 
Continued Pertinence

Much of the early literature was led by 
the Commonwealth Secretariat, which in 1985 
convened a seminal meeting in Mauritius that 
noted (Commonwealth Secretariat 1986, p. 5) 
“a cluster of factors which suggest particular 
strategies in the smaller states of the world.” 
Three years later, a meeting followed up in St. 
Lucia to focus on post-secondary education 
(Commonwealth Secretariat 1988); and the 
conclusions of this meeting were an input to a 
paper by the present author (Bray 1990).

 The 1990 paper identified five basic 
strategies for providing higher education in 
small states: These were:

Multilevel institutions. Institutions 
with restricted focus on degree programmes 
were likely to be smaller than the ones that 
also provided sub-degree courses; and institu-
tions with a three-year basic duration for de-
gree courses were likely to be smaller than the 
ones with a four-year basic duration. Thus, one 
strategy for enlarging the size of institutions 
could be the offer of courses with a range of 
levels and fairly long durations. The University 
of Mauritius and the Universiti Brunei Darus-
salam exemplified this approach. 

Multifaceted institutions. Economies 
of scale could be secured by merging specialist 
institutions such as teachers’ colleges, nursing 
colleges and technical colleges. This strategy 
was employed to form community colleges 
in a number of African, Caribbean and Pacific 
countries.

International recruitment. Institu-
tions can be enlarged by recruiting students 
(and staff) from outside the country. The paper 
noted the examples of the Universiti Brunei 
Darussalam and the University of Guam, with 
the former offering government-subsidised 
scholarships.

Regional cooperation. The best-
known examples of regional cooperation 
were the University of the West Indies (UWI), 
established as a University College in 1948 and 
at the time of the paper serving 14 countries, 
and the University of the South Pacific (USP), 
established in 1968 and serving 11 countries. 
However, small states without close regional 
neighbours could not easily imitate this model.

Distance education. Even in 1990 a 
significant number of small states were meet-
ing part of their needs through distance links 
with institutions in larger states and/or with 
other small states. 

Also pertinent in small states is the 
notion that national planning is micro-planning. 
An example may be taken from the projected 
manpower requirements of Bhutan, in which 
small numbers gave a strong danger of either 
a severe shortage or a serious over-supply 
(Bray 1992, p. 33):

For example, estimated demand is 
for only two remote sensing surveyors. If two 
individuals are trained but one fails the course, 
changes occupation or for some other reason 
is unavailable, then there is a 50 per cent 
shortfall. On the other hand, if the authorities 
train three individuals on the assumption that 
one will drop out, but then find that actually all 
three do graduate and are available, then there 
is a 50 per cent over-supply.

Institutions of higher education must 
consider such matters because training of per-
sonnel is usually among their principal man-
dates. Remote sensing survey is a specialist 
occupation which is unlikely to be offered do-
mestically and therefore the task is to identify 
foreign institutions for training, and individuals 
to take the foreign university places identified. 
However, the overall principle also applies to 
courses run domestically by local institutions. 
Part of the answer to the threat of over-supply 
of personnel lies in flexibility of training so that 
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l Résumé

La documentation scientifique portant 
sur les traits caractéristiques des petits Etats, 
qui a commencé à émerger à partir des années 
80, note que ces pays ne sont pas que des 
versions réduites des grands Etats. A l’inverse, 
ils ont des traits distinctifs qui nécessitent des 
stratégies de développement particulières, 
tant dans le domaine de l’éducation que dans 
les autres secteurs.

Cette communication propose, 
pour commencer, un résumé de la 
documentation scientifique initiale sur 
l’éducation dans les petits Etats, tout 
en revisitant certains concepts par le 
biais d’outils développés au cours de 
la dernière décennie. Un tel exercice 
révèle que de nombreuses propositions 
préalablement formulées sont toujours 
valables, mais que certains éléments du 
contexte environnemental ont évolué. 
La mondialisation, qui figure parmi ces 
éléments, a d’une certaine façon aidé 
au développement de l’éducation dans 
les petits Etats. La communication est 
particulièrement axée sur l’enseignement 
supérieur, en se référant par exemple au 
cas de l’Université des Seychelles. 

La documentation issue des 
années 80 et 90 fait état d’un seuil 
de population relativement élevé pour 
les petits Etats souhaitant assurer la 
formation tertiaire à domicile (cf. Bacchus 
1989; Bray 1990, 1992; Packer 1990). 
Elle souligne également les défis liés et 
au taux d’occupation des salles de classe 
et au recrutement d’un personnel qualifié 
à partir d’un masse de professionnels 
relativement restreinte, des défis qui 
conduisent souvent à une absence 
d’économies d’échelle. La documentation 
existante évoquait également la question 
de reconnaissance internationale des 
diplômes délivrés, soulignant que la 
solution pour certains petits Etats résidait 
dans la coopération régionale. Quant aux 
petits Etats dépourvus de partenaires 
régionaux, la meilleure approche 
consistait simplement à envoyer leurs 
étudiants à l’étranger.

Dans les années 2010, les 
paramètres devaient une nouvelle fois 
évoluer, avec une baisse dans le seuil 
de population pour la mise sur pied 
d’institutions nationales dans les petits 
Etats, comme en témoigne l’ouverture 
de l’Université des Seychelles (UniSey) 
en 2009 au service d’une population de 
seulement 90,000 habitants. Toutefois, 
certaines réalités demeurent inchangées 
et les petits Etats se doivent de trouver 
des stratégies innovantes pour répondre à 
leurs besoins en matière d’enseignement 
supérieur.

the individuals can also take up other roles. 
In turn, this has implications for curriculum 
design. In any case, flexible training cannot 
accomplish everything; and while waste of 
human and other resources is serious in all 
contexts, it is especially problematic in small 
states because they have limited resources to 
begin with. 

The Impact of Globalisation 
In some respects, the forces of 

globalisation, which have been facilitated by 
technological developments and by closer 
international integration, have assisted higher 
education in small states. General enrolment 
rates have greatly expanded worldwide 
in part through international collaboration 
and the impact of global organisations. The 
Education for All movement, led by UNESCO 
and partners and launched in Thailand in 
1990 (World Conference on Education for All 
1990), focused mainly on primary education; 
but in due course the expanded primary 
enrolments increased demand for secondary 
education. Trajectories were reinforced by the 
sequel event held in Senegal in 2000 (World 
Education Forum 2000); and by the time of 
the 2015 event that took stock and looked 
ahead to 2030 (UNESCO 2015), the increased 
numbers of students in secondary education 
had fostered demand for higher education. 
Countries across the world had expanded their 
higher education provision, and anticipated 
further expansion. One implication for small 
states was that greater proportions of their 
populations sought tertiary education, which 
in turn made institutions larger and improved 
their viability.

 Other aspects of globalisation were 
related to technology. One specific domain 
with dramatic advance concerned university 
libraries. During the 1980s and 1990s, com-
mentators pointed out that few small states 
could afford the sorts of specialist libraries 
needed by universities. By the 2010s a huge 
amount of library material was available on the 
worldwide web, and an individual with internet 
access in a small state could read the same 
content as a counterpart in a large state. 

 Technology has also facilitated in-
ternational travel, which means that small 
states can more easily collaborate with 
partners in larger states. And since inter-
nationalisation is now on the agenda of all 
states, many institutions in larger states are 

keener to collaborate than previously.
 In addition, technology has 

facilitated distance teaching and learning. 
Such work was already strong in some states 
during the 1980s and 1990s using satellites, 
but it has been made much easier by the 
further advances of the 2000s and 2010s. 
One specific initiative is the Virtual University 
for the Small States of the Commonwealth 
(VUSSC) created by the Commonwealth of 
Learning to support small states in curriculum, 
staff development and quality assurance 
(West & Daniel, 2010; Kanwar, 2015).

The UniSey Example
The history and strategic plans of 

UniSey illustrate some of these observations. 
The University was established by building on 
existing institutions with a vision for domestic 
provision of higher education that provides 
an apex to the school system. In 2015 
UniSey had 1,330 students (UniSey 2015a, 
p. 3), all of whom had been recruited locally. 
The authorities decided to add international 
students to the local student body “to add 
considerably to the dynamism of classes, 
with the contribution of ideas from different 
cultures” (www.unisey.ac.sc). The strategy 
was also expected to expand classes, which in 
turn would help to achieve economies of scale 
(Hardy, 2014, p. 9). The University recognised 
that Seychelles has valuable assets, including 
its natural beauty. With this in mind, the 
Prospectus (UniSey 2015b, p. 2) opened with 
the question “Why choose us?” and placed 
at the top of the list: “You benefit from living 
in one of the most beautiful places on earth”. 

 Second on the list of reasons 
proposed for both local and international 
applicants to choose UniSey was: “In 
addition to our developed programmes 
you can also study University of London 
programmes and gain a prestigious University 
of London degree.” This mechanism secured 
international currency within the local base, 
and reassured persons who might have 
been sceptical about standards. In some 
respects this was an asymmetrical need for 
the small state: the University of London did 
not itself need to advertise its connections 
with Seychelles. Further, a question not 
addressed in the Prospectus might concern 
the curriculum: whether (and with what 
implications) the University of London was 
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or was not willing to tailor provision for 
Seychelles students. As in so many domains, 
balances were needed.

 The Strategic Plan for 2014-16 
(UniSey 2014a) may also be viewed through 
a small-states lens. The document identified 
four pillars for action, namely:

teaching and learning, 
institutional capacity,
university culture, and
research.
For each pillar, the Strategic Plan iden-

tified strengths, weaknesses, opportunities 
and threats.

By way of preamble, the Strategic Plan 
noted (UniSey, 2014a, p. 9) that “the general 
public have good knowledge of UniSey”. The 
document identified local media and the inter-
net as the main sources of that knowledge, 
but it seems likely in a small society that word 
of mouth would also have played a major role. 
Small states, especially ones that are compact 
(or have concentrations of population, which is 
the case in Mahé), have an advantage in this 
respect compared to larger states. 

As a corollary, universities in small 
states may have responsibilities which are 
less obvious in larger states. The Vice-Chan-
cellor’s foreword to the Strategic Plan referred 
to the role of the university in seeking “to 
contribute directly to the growth and develop-
ment of the nation, empowering its citizens to 
play a full and productive part in its future”. 

Again, it is doubtful if the University of Lon-
don would express its role in quite the same 
way. The UniSey mandate includes “endorse 
the official languages of the state with special 
regard to preservation, promotion and use of 
the Creole language and the preservation and 
promotion of the distinctive culture of Sey-
chelles” (UniSey, 2014a, p.2).

 The weaknesses and threats re-
corded in the Strategic Plan included that many 
people in the general public saw the institution 
more as a post-secondary school than as a uni-
versity. One way to strengthen the university 
image was to conduct more research, and the 
Strategic Plan identified domains which indeed 
seemed pertinent to national development and 
wider leadership, namely: 

Environment, 
Blue Economy, 
Tourism, and 
Small Island States Issues.
These themes indeed seem perti-

nent to national development in Seychelles 
(see also Simeon, 2014, p. 16). The institu-
tion was nevertheless aware of the need to 
balance identification of these themes with 
traditions of academic freedom. Such bal-
ances also have to be found in larger states, 
but in those settings individuals who research 
on themes outside the core areas are likely 
to be proportionately few in a large pool. In 
contrast, in a country as small as Seychelles 
each individual counts in a much more visible 

way. UniSey has explicitly addressed matters 
of academic freedom (Unisey, 2014b, p. 5), 
recognising that “Research flourishes best 
where academics feel free to pursue their in-
terests”, but also that “freedom can rarely be 
unbounded” and that universities “will always 
need to take account of their context”. The 
document placed at the fore the institution’s 
responsibilities to stakeholders and its vision, 
mission and values. 

Related remarks may apply to the 
programmes offered by the University. As of 
2015/16, UniSey operated 14 programmes 
in two Faculties, namely the Faculty of Busi-
ness and Law and the Faculty of Science and 
Humanities (UniSey, 2015b, p. 6). Eight of 
these programmes were under the direction 
of the University of London, one was under 
the direction of the Université de la Réunion, 
and the remaining two were under UniSey’s 
direction. Seychelles has an enviable situa-
tion of “full employment across the nation” 
(Hardy, 2014, p. 7); but, as noted above, plan-
ning in small states has knife-edge demands 
when small numbers of people are required 
for specialist occupations. The questions then 
are not only what courses should be offered 
but also what courses should not be offered 
because it is preferable for the training to be 
sought overseas to satisfy small numbers and 
fluctuations in demand. No higher education 
institution in a small state should be expected 
to do everything.

l Conclusions

In a volume entitled Tertiary Education in Small States, Tewarie 
(2011, p. 243) observed that: 

A reality for small states is that they have to ask new questions, 
find new answers to old questions, and find solutions that have not 
been thought of before. 

This has arguably always been the case, exemplified for exam-
ple by the regional universities of the West Indies and the South Pacific 
and also by many national universities. The fact that small states are still 
asking new questions, finding new answers to old questions, and find-
ing solutions that had not been thought of before, is behind the lowered 
thresholds for establishing universities as exemplified by UniSey.

 At the same time, Tewarie rightly added (2011, p. 243) that: 
“Even more than larger states, small states have to look for strategies 
which share responsibility across national borders.” Almost by defini-
tion, small states must have international orientations to an extent that 
is less necessary for larger states. These international orientations com-
monly take the form of partnerships in the offer of degrees, recruitment 

of students and staff, and collaboration in research. 
At first sight, Seychelles may be very different from small 

states in the Caribbean and South Pacific insofar as the Seychelles 
does not have close geographic neighbours. However, improved travel 
and closer integration through the forces of globalisation now permit 
regional collaboration to be envisaged even for Seychelles. Thus, one 
of the strategies considered by UniSey is collaboration with counterpart 
universities in Mauritius and La Réunion, which can be linked by air 
travel of much shorter durations and at much lower cost than used 
to be the case. In any case, travel might not actually be necessary. As 
explained by the UniSey Vice-Chancellor (Hardy 2014, p. 10):

With the help of online access, a student in … Seychelles could 
select a course unit offered in La Réunion without actually having to 
travel there. This kind of situation would be especially advantageous, 
given that universities in the region are generally of a modest size. It 
would enable the kind of subject choice that is normally only possible in 
a university with a large student population.

In summary, much of the literature of the 1980s and 1990s 
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about goals and strategies for higher education in small states remains 
pertinent in the 2010s. Small states have distinctive features and “a 
cluster of factors which suggest particular strategies” (Commonwealth 
Secretariat, 1986, p. 5). These strategies build on the advantages of 
small states as personalised societies with distinct identities, and con-
front the challenges of operating small institutions in contexts of scarce 
human resources. 

At the same time, some of the constraints identified in the 
1980s and 1990s have eased in the contemporary era. The internet 
has brought library and other resources to states of all sizes at the click 
of a computer mouse; cheaper air travel has facilitated physical move-
ment of people; and improved infrastructure for distance education has 

avoided some of the needs for travel. In addition, expanded enrolment 
rates in primary and then secondary education have enlarged the pool 
of applicants for higher education, which in turn means that thresholds 
for operating universities in small states can be lowered.

Looking ahead, institutions of higher education in small states 
will continue to occupy a distinctive space that on the one hand is lo-
cally grounded but on the other hand is internationally networked. Each 
institution has to find its own balances, which necessarily change over 
time. Yet contemporary patterns show possibilities that were not previ-
ously evident; and no doubt future strategies will show further avenues 
of innovation and conceptual leadership for which many small states 
have already demonstrated strong capacity. 
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Educational Research
RETHINKING, APPLYING AND EXTENDING RESEARCH ON EDUCATION 
IN SMALL STATES
Keywords: Education in small states, SIDS, policy priorities, local research capacity

Michael Crossley 

The Commonwealth, whose 
benchmark for small states is those 
with a population of 1.5 million people or 
less, has a formal definition that ranges 
well beyond this parameter to include 
significantly larger countries “that share 
similar characteristics”, such as Papua 
New Guinea, where the population is now 
7.3 million. Beyond the Commonwealth, 
Martin and Bray (2011, p.26) point out that 
around 46% of the polities of the world, 
or 89 states and territories, have less than 
three million people, further highlighting 
the range and significance of this grouping 
in the international arena.

Early work by Brock (1984) informed 
the influential Pan-Commonwealth 
Conference on Education in Small States 
that was convened in Mauritius in 1985. 
This did much to establish the foundations 
for the continuation of such work by the 
Commonwealth in subsequent years, 
and this helped greatly in generating 
a related international literature. For 
further insights into this history, Bray and 
Packer’s (1993) book is helpful, along with 
a Commonwealth study by Crossley and 
Holmes (1999) and a more recent review 
published by Brock and Crossley (2013). 

In summary, these publications 
reveal how the Commonwealth origins 
came to define the scope and parameters 
for much of the work carried out on 
education in small states. In practice, 
this means that not only is the existing 
literature on small states somewhat 

marginalised in the wider social sciences 
but, in the field of education, work that 
has been done is also highly concentrated 
on the small states of the Caribbean, the 
Indian Ocean and the South Pacific. 

To some extent, a further 
concentration on these three regions 
has been generated by UNESCO’s more 
recent efforts to stimulate and support 
work on small island developing states 
(SIDS) (see for example Atchoarena et 
al., 2008), which have a priority status in 
UNESCO’s medium-term strategy. The 
2005 Mauritius Strategy (United Nations, 
2005) made a “call for action in many 
fields related to UNESCO’s concerns, 
programmes and priorities” (UNESCO, 
2009) which led to the development of the 
UNESCO SIDS Platform, launched in 2008 
to address the multidisciplinary concerns 
facing the sustainable development of 
SIDS. These more recent developments 
have, however, also played a part in 
a resurgence of interest in education 
in small states worldwide and it is to 
the findings of more recent research – 
research that has pertinent implications 
for the Seychelles – that we now turn.

Recent Research on Education 
Policy Priorities in Small States

This section reflects upon the 
findings of a broad pan-Commonwealth 
study of education that was first initiated to 
re-assess educational policy priorities held 
in Commonwealth small states in advance 

l Abstract
The article reviews the origins and nature of educational research in small states noting how early work was stimulated 

by a pan Commonwealth meeting held in the Indian Ocean state of Mauritius. Much subsequent research continued to be 
carried out in Commonwealth small states located in the Caribbean, the South Pacific and the Indian Ocean, and this initially 
concentrated upon the problems experienced in such contexts. More recent work has been stimulated by UNESCO’s interest 
in Small Island Developing States (SIDS), and by Commonwealth support for the identification of contemporary education 
policy priorities in their 31 member small states. The findings of this Commonwealth research on contemporary priorities 
are reported here, and special attention is given to implications for the strengthening of educational research in small states 
worldwide. Conclusions demonstrate how and why much can be learned by the wider international community from the 
distinctive experience of education in small states.

l Introduction
This contribution to Island Studies 

draws upon a Keynote Presentation 
delivered at the First International 
Education Conference on the theme of 
‘Rethinking Education in Small Island 
Developing States’. This was organised by 
the University of the Seychelles from 5th to 
8th July 2015. The article revisits early work 
on education in small states and reports 
on and applies findings on educational 
policy priorities from more recent research 
carried out for the Commonwealth. In 
doing so, it is argued that the potential 
of research on education in small states 
has often been marginalised, or at best 
under-acknowledged, in the international 
literature, when much can actually be 
learned from distinctive experience in 
such contexts by the wider international 
community.

Revisiting Early Research 
on Education in Small States

Previous work has documented the 
origins and development of research 
relating to education in small states 
and has shown how much of this was 
initiated and sponsored by various 
Commonwealth agencies in the light of 
their distinctive mandate to support their 
31 member states that are classified as 
small states (Crossley et al., 2011). The 
following text draws from this literature 
and first sets the scene by considering 
the nature, distribution and population 
data of small states.
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l Résumé

Cette communication passe 
en revue les origines et la nature de la 
recherche en éducation dans les pe-
tits Etats, en soulignant l’effort initial 
déployé au cours d’une rencontre des 
Etats du Commonwealth tenue dans 
l’Océan Indien, plus précisément à Mau-
rice. Se sont ensuivies des initiatives 
de recherche initialement axées sur les 
problèmes contextuels dans les Etats 
du Commonwealth situés dans les 
Caraïbes, le Pacifique Sud et l’Océan 
Indien. Plus récemment, des efforts ont 
été consentis grâce à l’intérêt démontré 
par l’UNESCO envers les petits Etats en 
Développement  et le support du Com-
monwealth en vue de l’identification 
des politiques prioritaires en matière 
d’éducation parmi les 31 petits Etats fai-
sant partie de l’organisation. Les conclu-
sions des recherches enclenchées par le 
Commonwealth sur les priorités du mo-
ment sont ici rapportées et une attention 
particulière est portée aux implications 
pour le renforcement de la recherche en 
éducation dans les petits Etats à travers 
le monde. Ces conclusions démontrent 
la façon et les raisons pour lesquelles la 
communauté internationale dans le sens 
large pourrait bénéficier de l’expérience 
des petits Etats en matière d’éducation.

1 This table does not include 
some territories which are not 
permanently populated or which 
have populations with few or no 
students.

Source: Crossley et al., 2011

Note: Countries in bold are 
members of the United Nations. 
Countries underlined are members 
of the Commonwealth. Data refer 
to 2008.

Table 1: The World’s Small States and Territories by Region1

Region Population < 1.5 million Population, 1.5 – 5 million

Africa Cape Verde; Equatorial Guinea; Gabon; 
São Tomé & Príncipe; Swaziland

Botswana; Central African 
Republic; Congo (Republic of); 
Eritrea; The Gambia; Guinea 
Bissau; Lesotho; Liberia; 
Namibia

Americas French Guiana (FRORD); Suriname Costa Rica; Panama; Uruguay

Arab States Bahrain; Djibouti ; Qatar
Lebanon; Mauritania; Oman; 
United Arab Emirates; West 
Bank and Gaza

Atlantic

Bermuda (BROT); Falkland Islands 
(BROT); Faroe Islands (DENSG); 
Greenland (DENSG); Iceland; St Helena 
(BROT); St Pierre & Miquelon (FRTC)

Asia Bhutan; Brunei Darussalam; Macao-
China (SAR); Timor-Leste Georgia; Mongolia, Singapore

Caribbean

Anguilla (BROT); Antigua & Barbuda; 
Aruba (NETHFA) The Bahamas; 
Barbados; Belize; British Virgin Islands 
(BROT); Cayman Islands (BROT); 
Dominica; Grenada; Guadeloupe 
(FRORD); Guyana; Martinique 
(FRORD); Montserrat (BROT); 
Netherlands Antilles (NETHFA); St 
Barthelemy (FROC); St Kitts & Nevis; 
St Lucia; St Martin (FROC); St Vincent 
& the Grenadines; Trinidad & Tobago; 
Turks & Caicos (BROT); US Virgin 
Islands (UST)

Jamaica; Puerto Rico (SGUT)

Europe

Andorra; Cyprus; Estonia; Gibraltar 
(BROT); Guernsey (UKCD); Isle of Man 
(UKCD); Jersey (UKCD); Liechtenstein; 
Luxembourg; Malta; Monaco; 
Montenegro; San Marino; The Vatican

Albania; Armenia; Bosnia & 
Herzegovina; Croatia; Ireland; 
Latvia; Lithuania; Macedonia 
FYR; Moldova; Norway; 
Slovenia

Indian 
Ocean

Christmas Island (AUST); Cocos Islands 
(AUST) ; Comoros ; Mayotte (FROC) ; 
Maldives; Mauritius; Réunion (FRORD) ; 
Seychelles

Pacific

American Samoa (UST); Cook Islands 
(SGNZ); Federated States of Micronesia; 
Fiji Islands; French Polynesia; Guam 
(SGUT); Kiribati; Marshall Islands; 
Nauru; New Caledonia (FRORD); Niue 
(SGNZ); Norfolk Island (AUST); Northern 
Marianas (SGCUS); Palau; Samoa; 
Solomon Islands; Tokelau (NZSAT); 
Tonga; Tuvalu; Vanuatu; Wallis & Futuna 
(FROC )

New Zealand
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of the 17th Conference of Commonwealth 
Education Ministers (CCEM) held in Kuala 
Lumpur in 2009 (Crossley, Bray & Packer, 
2009). This comparative study explicitly 
revisits the earlier Commonwealth 
literature on education in small states, 
documents the current drivers of change 
and identifies the nature and scope of 
education policy priorities as held and 
articulated within Commonwealth small 
states themselves. In doing so, concerted 
efforts were made to engage with 
local decision-makers and practitioners, 
including face-to-face meetings with 
Ministers of Education and their senior 
advisors at the 17th CCEM. Views and 
positions elicited in such ways were then 
compared with dominant discourses and 
interpretations as embodied in Education 
for All (EFA) and Millennium Development 
Goals (MDG) and targets for education. 

This was not a study designed 
to promote the wider dissemination of 
‘what works’ in education – rather, it was 
research designed to better understand 
the distinctive, and diverse, educational 
needs, aspirations and priorities currently 
held in these small states. While this work 
takes care to acknowledge differences 
between Commonwealth small states, 
it does, nevertheless, identify a number 
of themes that have relatively broad 
resonance (Crossley, Bray & Packer, 2011). 

Firstly, and in contrast to previous 
studies, the findings demonstrate how 
contemporary educational priorities are 
especially driven by how small states can 
respond to major external environmental 
and economic shocks and challenges. 
Emerging from this are widely expressed 
concerns for education to respond to the 
developmental implications of climate 
change and potential rises in sea level. 
Education for Sustainable Development 
(ESD) thus emerges as one distinctive 
and contemporary priority of small states 
(Crossley & Sprague, 2014). 

More specifically, this research 
documents how many Commonwealth 
small states are making relatively good 
progress in terms of EFA and MDG targets 
– and how they have long challenged the 
simplistic imposition of global education 
priorities and agendas, and how they 
have done much to extend conceptual 

and sectoral boundaries and parameters. 
Partly because of the advantages of scale, 
many were, for example, some of the first 
education systems to achieve access to 
basic education for all and to focus upon 
qualitative improvements (as opposed to 
access) at the school level. Many small 
states also have extensive experience of the 
emergence of growing gender inequities 
for boys, from which the wider international 
community may have much to learn.

At the tertiary level, the research 
findings also reveal how small states 
have long challenged what was once a 
strong post-Jomtien international agency 
reluctance to support the development 
of tertiary education. In both policy and 
practice, many small states have long called 
for the expansion of the tertiary sector and 
in doing so have pioneered developments 
in Open and Distance Learning through 
the application of Information and 
Communication Technologies. In the 
context of planning for the future of the 
University of the Seychelles, these are 
helpful, pertinent and supportive findings 
that warrant detailed consideration.

As already noted, differences do, 
however, exist between small states, 
and these research findings also fully 
recognise this. They report how, for 
example, countries such as Papua New 
Guinea and the Solomon Islands still face 
major challenges relating to access to 
basic education. There is, therefore, no 
one-policy blueprint for others to copy 
because context does, indeed, matter 
and demands closer attention than 
many planners and policy-makers realise 
(Crossley, 2010). Nevertheless, there are 
important lessons that can be learned 
from experience elsewhere and these can 
be usefully shared between small states.

Further details of this research 
can be found in the main Commonwealth 
publication resulting from the research 
(see Crossley, Bray & Packer, 2011), 
but for present purposes, it is especially 
significant to note how a strong 
case is also developed for increased 
context sensitivity in educational 
policy formulation, partly through the 
strengthening of local educational 
research capacity within small states. As 
Louisy (2011, xv) argues from the vantage 

point of Head of State in St Lucia, more 
locally grounded research is essential and: 
“… while [small states] must continue to 
seek external assistance to implement 
their development strategies, they know 
best what their own needs are and what 
their own priorities should be.”

Implications for the 
Strengthening of Educational 
Research in Small States 

In this section of the article, the 
implications of the above for future research 
and for others working on education in small 
states elsewhere, including the Seychelles, 
are considered. Firstly, it can be seen that 
a powerful case emerges from the above 
research for greater efforts to be made to 
strengthen local research capacity within 
small states worldwide. In such ways, 
it is argued that the context sensitivity 
of research findings and related policy 
formulation can be enhanced through the 
stronger engagement of small state voices 
and personnel. With the development of 
new universities now occurring in many 
small states – including the University of 
Seychelles itself, with specialist centres 
such as the Education and Culture Research 
Institute – the development of such initiatives 
is very timely. The limited resources 
and personnel that are characteristic 
of small states, however, also highlight 
the strategic importance of maintaining 
and generating supportive international 
research partnerships and collaborations. 
In this respect, the ongoing support and 
advocacy of the Commonwealth and 
UNESCO have much to offer, as do other 
institutional partnerships between small 
states and with other leading universities 
worldwide. Support for relevant research 
training and capacity building will thus be a 
vital component. 

Focussing resources and expertise 
on fields and issues with direct relevance 
to the local context also demands careful 
consideration if research is to meet local 
needs and enable distinctive, high quality 
expertise and research profiles to emerge in 
small states. In this respect, the development 
of educational research is highly pertinent in 
many small state contexts where making the 
most of limited human resources is perhaps 
the highest priority.
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International Implications: 
Learning from Small States

The above analysis also points to 
the potential for research within and with 
small states to contribute to bigger and 
internationally informed theoretical debates 
relating to education. By way of example, 
teacher recruitment protocols developed 
from Commonwealth small state initiatives 
are already contributing to policy and practice 
in larger Commonwealth countries and to 
the related theoretical literature (Penson 
& Yonemura, 2012). Similarly, research on 
small state migrations and diaspora offers 
further potential for sustained international 
consideration. While we have also seen that 
the parameters for small states research 
have remained relatively stable until recent 
times, it is increasingly clear that widening 
the scope of analysis has much to offer not 
only small states, but also to sections of 
larger states that share similar challenges, 
such as coastal Bangladesh, and the wider 
international community.

At what is perhaps the broadest 
international level, the experience 

of educational development in small 
states, it is argued, has much to 
contribute to ongoing global post-
2015 development planning. The last 
three Conferences of Commonwealth 
Education Ministers (CCEMs) in Kuala 
Lumpur (2009), Mauritius (2012) and 
The Bahamas (2015) have, for example, 
all featured specific sessions for small 
state ministers and officials, and all 
have presented opportunities for small 
state experience and perspectives to 
be fed in to international deliberations 
on the nature and form of post-2015 
education agendas, including the 
emerging Sustainable Development 
Goals. In doing so, the prioritisation of 
issues such as the quality of education 
and ESD have loomed large; along with 
locally grounded perspectives on the 
limitations of oversimplified and one-
size-fits-all global targets and agendas in 
the light of small state responses to the 
EFA and MDG era. As argued elsewhere:

As targets and goals for the post-
2015 era are now being formulated, this 

small state experience can help to caution 
against the similar replication of a new set 
of fixed, universal and inflexible educational 
goals and targets. In the light of this 
experience the strengths and limitations 
of global agendas can be more clearly 
assessed and, while some may use this to 
challenge their basic rationale, it can also be 
argued that a greater degree of contextual 
flexibility has much to offer, if willing 
engagement with such global agendas 
is to be maximised and if the extent of 
successful implementation in practice is 
to be increased. (Brock & Crossley, 2013,  
p. 399)

There is in sum, much that the 
wider international community can learn 
from the distinctive, and often successful, 
educational experience of small states 
such as the Seychelles.
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l Abstract

This article foregrounds the meth-
odological choice of a life history narrative 
research approach to construct an institu-
tional biography of the Mauritius Institute 
of Education. The approach is extended 
beyond simply the construction of a sto-
ried account of the lived experiences of 
the individuals who have been a part of 
the teacher education institution over its 
40-year history. The article highlights the 
data production challenges for novice 
qualitative researchers who deploy situ-
ationally appropriate strategies to activate 
authentic insight into their changing con-
texts. The use of “outsiders” and “insid-
ers” in the research team constitutes a 
means of analysing multiple hybrid read-
ings of the institution’s history. The agen-
tic methodology assists the researchers 
to blur the hardened dichotomies across 
the different groups of individuals they re-
search, as well as celebrate the intersect-
ing positionalities about the institutional 
history. More permeable boundaries be-
tween insider and outsider researchers 
are also suggested. The narrated history 
is presented to reflect the shifting roles of 
the organisation’s history-makers: as “pi-
oneers” of the new independent state; 
as “managers” negotiating competing 
evolving social, cultural, political and eco-
nomic agendas; and as “foot soldiers” 
dealing with the ever expanding con-
ceptions of roles and responsibilities of 
teacher education academic staff in the 
present era of a hegemonic globalised 
interconnected technological world. The 
article argues that small islands are more 
than exoticised, essentialised or margin-
alised spaces. They constitute an assem-
blage of complex, nuanced and reflexive 
agentic forces positioning themselves 
and their organisation in different strate-
gic collaborations locally and internation-
ally over different periods in their his-
tory.  The article presents methodological 
possibilities for small island developing 
states to select through their research 
processes, alternative forms of reading 
themselves and their contexts.
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Higher Education
METHODOLOGICAL AGENCY: CONSTRUCTING AN INSTITUTIONAL LIFE 
HISTORY OF A TEACHER EDUCATION INSTITUTION IN MAURITIUS
Keywords: life history narrative research, institutional biographies, methodological agency, insider and outsider researchers

Michael Anthony Samuel

“History is an angel being 
blown backwards into the 
future”
 (Lather and Smithies, 1997, p. 54)

A stubborn feature of the social 
condition is that it will repeatedly reinvent 
itself.  This permits the students of our 
architectured social systems, of our cultures, 
of our institutions, of our multiple selves to be 
rooted in a perpetual process of establishing 
newer definitions and interpretations of the 
shaping forces of our contexts. Research 
is such a process of looking again at (“re-
searching”) our claimed birthrights and our 
customs, to explore how we have come to 
be who we are, and what we want to be. 
Historical research consequently becomes 
not just a study of the past and its heritages 
and obstructions, but also pathways into 
the future, to reinterpret values constructed 
and rejected from our present. This article 
foregrounds the methodological choices 
made by a team of researchers gathered 
to co-construct a historical account of the 
biography of teacher education in the context 
of a small island in the Indian Ocean: namely, 
Mauritius. Since no known written record 
of this historical trajectory seemed to have 
existed in a single comprehensive written 
cited source, the very act of building such 
a record was considered to be a daunting 
responsibility. 

How does one encapsulate the 
years of trials of the vast lineage of teacher 
education systems within the social fabric of 
a society? What would constitute the genetic 
defining moments of “teacher education”? 
Who has the authority to make these 
decisions?   These are the questions that 
troubled us as researchers. This research 
process had to make choices: to define what 
were the purposes behind constructing 
such a historical written record and who 
would be the authors of this construction. 

The very representational form that such 
a historical account itself would embody 
was up for scrutiny. What exactly would 
be defined as “teacher education” too, 
was negotiable. Education in more generic 
terms could be considered to be the act of 
establishing relational dialectics between 
the parochial and the public domain offering 
possibility to understand and engage one’s 
citizenships at increasing levels of expansion 
as members of a family, a community, a city, 
a nation and the global community (Torres, 
2015). This research endeavour reported in 
this article chose to confine itself to more 
macro-systemic forces of institutionalised 
formal structures created in the latter part 
of the last century, using the marker of the 
gaining of independence of the Mauritian 
society from colonial rule in 1968. We chose 
the data production period to look inside the 
timelines of the last 40 years of formalised 
teacher education institutional provisionings 
where the officalised espoused purpose was 
to produce the purveyors of the “new culture 
of a new society”. Nevertheless, it aimed to 
show how these localised identities were 
connected into the international spheres of 
influences within which the island was and 
is embedded.

This demarcation is not absent from 
further methodological challenges. This 
article therefore outlines the challenges of 
engaging with the process of constructing 
an institutional biography of the single 
designated institute for teacher education in 
the Mauritian island context, the Mauritius 
Institute of Education (MIE), established 
in 1971 as the only official institutionally 
mandated teacher education of the island. 
The institutional biography project was 
first mooted in 2011 as an opportunity to 
celebrate the 40th anniversary of the founding 
institution. This was also seen as an attempt 
to draw on the oral historical accounts of the 
individuals who had been members of the 
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l Résumé

Cette communication met en 
exergue le choix méthodologique effectué 
dans le cadre d’un projet de recherche 
portant sur des récits de vie en vue de 
construire la biographie institutionnelle du 
Mauritius Institute of Education. L’approche 
dépasse le simple cadre d’un récit en forme 
d’histoires du vécu de certains individus 
qui ont fait partie d’un institut de formation 
des maitres au cours des quarante années 
de son existence. Cette communication 
fait état des difficultés rencontrées par 
des chercheurs débutants en matière de 
recherche qualitative pour la production 
de données et de stratégies contextuelles 
appropriées en vue d’appréhender avec 
perspicacité leur situation professionnelle 
changeante. Le recours à des membres 
internes et externes au MIE au sein de 
l’équipe de recherche constitue un moyen 
d’analyse des multiples interprétations 
de l’histoire de cette institution. La 
méthodologie basée sur le choix et la 
capacité à aller au-delà de la réactivité aident 
le chercheur à brouiller les frontières entre les 
différents groupes d’individus sur lesquels 
les recherches sont axées, tout en célébrant 
les positionnements transversaux au sujet 
de l’histoire institutionnelle. Des paramètres 
plus perméables entre chercheurs internes 
et chercheurs externes sont aussi mis en 
avant. L’histoire retracée est présentée de 
telle sorte à refléter les rôles changeants 
de ceux qui ont écrit l’histoire de l’institut : 
en tant que « pionniers » du nouvel Etat 
indépendant ; en tant que « managers » 
tentant de naviguer entre des agendas 
antinomiques sur les plans social, culturel, 
politique et économique ; et en tant que 
« fantassins » essayant de jongler avec 
leurs divers rôles et responsabilités en 
tant que formateurs d’enseignants dans 
une ère marquée par l’hégémonie d’un 
environnement technologique interconnecté 
et mondialisé. Cette communication argue 
que les petites iles sont plus que des 
espaces exotiques, réduits à l’essentiel 
ou marginalisés. Elles constituent au 
contraire un assemblage complexe et 
nuancé de forces réflexives et capables 
d’effectuer des choix et de se positionner 
– ainsi que leurs institutions – par rapport 
à diverses possibilités de collaboration 
stratégique locale ou internationale à 
différents moments au cours de leur 
histoire. Cet article présente les possibilités 
méthodologiques en vue de permettre 
aux petits Etats en développement d’avoir 
recours à des moyens alternatifs pour 
pouvoir s’interpréter eux-mêmes et mieux 
comprendre leur contexte au cours des 
processus de recherche qui s’y tiennent.

organisation as rank and file staff, as well 
as managers/leaders of the organisation. 
The latter group of individuals were already 
in stages of retirement, or in “exit mode” 
nearing the end of their academic career at 
the MIE, and their stories of the institutional 
life history of the organisation needed to be 

captured.
This article is divided into 

three broad but interwoven sections: 
the first theorising the narrative life 
history methodology; the second 
dealing with the pragmatics of 
the research process debunking 
the traditional insider/outsider 
researcher dichotomies; and closing 
briefly with some of the findings to inspire 
future research studies in small island states 
contexts.               

Section One: Narrativising 
methodologies: an 
epistemological perspective

At the outset it was evident that the 
epistemological foundations upon which the 
researchers aimed to build the institutional 
historical account was not directed toward 
depicting a definitive single truth about the 
organisation and its history. As the lead 
researcher of the project sanctioned by the 
MIE management embarked on making 
selections to explore a “writing of the history 
of an organisation”, a selection was made to 
foreground not just the legalistic or forensic 
truth about the organisation‘s biography, but 
to depict how individuals who have shaped 
the organisation came to interpret what are 
their lived experiences of the organisation. 
It was indeed true that official depictions 
of the organisation’s history existed as the 
backdrop with which the project leader 
had to engage. This formed the first port 
of call: looking at archival documents, 
official records of the legal frameworks of 

the organisation, perusing through archival 
photographs assembled at different points 
in the institution’s history making. However, 
it soon became evident that such depictions 
tended to record a textured celebratory 
representation of the organisation. The 
official position of the founding of the 
organisation was captured in legislative 
acts of the new parliament, the minutes 
and records of the Council, the highest 
governance structure within the institution 
were available as textual products, but the 
deeply-felt storied life of the organisation 
remained untold. But a life history of 
an institution was more than this (See 
Czarniawska, 2007; Dhunpath, 2010 about 
the choices of constructing institutional 
biographies).

This directed the lead researcher to 
engage with the possibility of shifting the 

discourse towards a narrative research 
methodology which foregrounds 
instead the complex storied lives 
that people tell (Clandinin & Connelly, 
2000; Clandinin, 2013), in this case: the 

ways in which individuals remembered 
the teacher education moments of the 
organisation and its society. A clear distinction 
was being made about “lives as lived”, “lives 
as told” and “lives as experienced” (ibid.) 
The first form of remembering is directed 
towards establishing a legalistic forensic 
(sometimes referred to as a “scientific”) 
truth: where the aim of the researcher is 
to verify the facts about what did or did not 
occur in the construction of the formation of 
the teacher education institution’s history. 
The second foregrounds the remembered 
history, which is imbued with elements of a 
nostalgia to engage with selective reporting 
about the role of individuals. This second 
form usually tends to be depicted as a story 
of heroes and heroines, of our victors and 
the vanquished, of great watershed events 
whose trajectories forward and backward 
are sometimes blurred in the telling of the 
tale. The third way of knowing (Lather & 
Smithies, 1997) aims to develop a dialogue 
between the content of the memory work 
being developed in the act of recording an 
historical account, and the forms of telling 
of the event. This constitutes a broader 
capturing of the levels of complexity of 
the social, cultural and emotive intimate 
personal insights into the events which 

A narrative research 
methodology which 
foregrounds instead 
the complex storied 
lives that people tell
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shape the development of the being 
and becoming of a biographed life. This 
acknowledges a confluence of biographical, 
programmatic, institutional and contextual 
macro-systemic forces. It is not simply a 
narcissistic self-reflection (Samuel, 2015). 
This latter “life history narrative” captures 
the intersection between single individuals, 
a group, an institution, or more widely, 
macro-conglomerates. The biography could 
choose to focus on reading the world from 
any of these positionalities.

This process of conducting a 
life history is a research endeavour that 
should not be understood as merely the 
telling of a story, a chronological account 
of the unfolding of events. Instead, the 
act of constructing the narrativised story 
is an epistemological, methodological and 
representational endeavour (Dhunpath 
& Samuel, 2007). These three levels of 
interpreting the scope of life history will be 
explored below.

The life history narrative is an 
unfolding of an insight into a set of 
complimentary forces. Life history research 
within this framing is understood to be 
directed towards an understanding of a 
theoretical or epistemological exploration. It 
is a methodology directed towards depicting 
the multiple ways of knowing about the 
biography that is being constructed.  In 
this study therefore, it needed to include 
multiple vantages about the telling of 
the tales; multiple interpretations of 
the shaping content, form and context 
(Stephens, 2014).  Such a construction 
needs to be set against a framing backdrop 
about what constitutes theoretically the 
conception of an evolving teacher education 
system (content). Moreover, the specific 
environment of the Mauritian landscape 
needs to be embedded in such a research 
project (context). The construction of the life 
history of the organisation of the MIE was 
being constructed at a particular moment 
in a historical timeline, and this moment 
was imbued with specific challenges of 
new regimes of power and control at a 
macro-level. The approach is concerned 
with storied lives of individuals since it 
recognises that individuals read and re-read 
their worlds not through sets of legal truths, 
but through deeply-felt meaning-makings. 
Their tellings of these meaning makings 

need to be represented textually to capture 
the fluency, contradictory and consistency 
of voice of the participants (the form). The 
telling becomes an invitation to readers to 
interpret not just the context and content 
of the biographed space in its time and 
location, but also the transferability into the 
lives of the recipients of the representation: 
the readers. The researcher therefore is a 
mediator between the world of the research 

context and the world of the imagined 
readers’ contexts (Bakhtin, Emerson 
and Holquist, 1981).

It should be understood 
that the context, content and 
form are evolving targets and that the 
methodological approach is directed 
towards capturing the dynamisms of 
the human, social, cultural and political 
condition. For example, at the onset of the 
project (early 2011), the looming political 
challenges of dissatisfaction with parties 
which had held sway over post-independent 
Mauritius were relatively benign. At the end 
of the project, the Mauritian society saw 
a major upheaval (December 2014) in the 
(relatively unexpected) unseating of the 
dominant political party to be replaced by 
a new set of mantras and policy directives 
(whose ramifications as we write now 
are still being reformulated). The earlier 
policy perspectives of the Mauritian higher 
education system were characterised by 
the overt coupling between the increased 
access of individuals into the university 
education system. The policies of “one 
graduate per household” initiated by the 
“old” Mauritian government was argued 
as the backbone to driving the economic 
development of the island state, promoting 
through this strategy a view of the value 

of higher education (Ministry of Education 
and Human Resources, 2006; Ministry 
of Tertiary Education, SR 2013). Recent 
commentaries suggest that this euphoric 
goal was perhaps the downfall of the 
previous government since the production 
of graduates led to a raised expectation 
of prospective (middle class aspirational) 
employment which in practice, the small 
local economy could not sustain. The under-
employability of produced graduates at 
levels below their tertiary education status 
was evident in specific fields, and the rise of 
unemployment led to further dissatisfaction 
amongst the educated graduated youth, 
which spurred resistance to the then 
state policies and personages (See Varma, 
2015 for an analysis of the shifting roles 
of the higher education system in post-
independent Mauritius).  

These shifting discourses should 
be located with an international 

reformulation of research about 
the small island developing states 
(SIDS). Martin and Bray’s (2011) 
comprehensive international overview 
undertaken in relation to a UNESCO 

study elaborated comparatively the 
characteristics of some 66 states that were 

considered “SIDS”.  They recognised the 
competing considerations that existed about 
how to define such a small island developing 
state by concluding that they are not all 
necessarily “small” (spatially), that they are 
not necessarily “islands” (geographical 
lands surrounded by water), not necessarily 
all within the social realm of a “developing” 
context (economically) and neither 
were they all sovereign nation “states” 
(politically). Moreover, the operational 
terms of reference demographically 
(population size) were not completely 
agreed upon, but the chosen benchmark 
of a population of less than 3 million was 
used as the UNESCO working conception 
to differentiate these “small islands”. 
Amongst the 193 UNESCO members and 
its additional 7 associate members, 66 were 
regarded as meeting these definitional 
terms. However, each of these 66 varied 
enormously in geographic, environmental, 
cultural, political, sociological and economic 
terms. Whilst this first generation studies 
of SIDS placed into the international 
discourse a vocabulary and syntax of SIDS 

These shifting 
discourses should 
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as a category of developmental studies, 
it may be argued to have promoted an 
exoticising, reifying, essentialising and 
further distancing of the specific islands 
contexts in the minds of the readers who 
were located outside the domains of the 
worlds of small island countries. This latter 
unintended consequence was perhaps, in 
direct contradiction with the stated goals 
of macro-multinational organisations (such 
as the Commonwealth or UNESCO) who 
professed such research agendas as aiming 
to harmonise a discourse of context into the 
shared comparative studies environment.

Nevertheless, amidst this critique of 
the homogenising effect of operationalisation 
of terminology in international protocols 
and research agendas (Jules, 2015; 
Jules and Ressler, forthcoming), some 
recurring patterns of similitude exist (to 
varying degrees of scale) amongst these 
“SIDS”. The following characteristics were 
suggested in the UNESCO study (Bray, 
1991): economic vulnerability, geographic 
isolation, challenges of connecting into 
global economic markets, the reliance 
on a restricted knowledge production 
constrained by available internal resources, 
the high costs of localised resource 
investment (in human and physical terms) to 
access the wider world. These SIDS were 
largely characterised as vulnerable due to 
them being positioned as easy targets of 
political, military and environmental forces: 
which history has shown has been the 
story of many island states that repeatedly 
had to engage with reconstruction of 
systems (physical, financial, political, 
cultural) as one wave of forces replaced 
another. Nonetheless, one needs to pause 
to consider whether these interpretations 
were the exaggerated by-products of an 
operational and politicised construction of 
“the outsider looking in”, the researchers 
who saw deficit as the prime interpretation 
of SIDS based on a vantaged gaze from their 
more “privileged” relatively stable contexts. 
Was it that their research orientation 
prefigured the construction of deficit rather 
than resources as the framing worldview?

One such example is the 
construction of the SIDS as characterised 
habitually by a “managed intimacy” 
(Lowenthal, 1987, p.39). This suggested 
that politeness was preferred over overt 

political and critical contestation amongst 
local islanders. Boundaries in the public 
and the personal sphere were argued to 
be managed carefully so as not to appear 
impolite or disrespectful of one’s fellow 
islanders. The view was that islanders had 
to manage the consequences of negotiating 
their closeness because of the confined 
local spaces, intimately orchestrating 
their deeply-held disquiet or oppositional 
viewpoints, and instead working towards a 
collective common good. This suggests a 
predisposition of islanders to work towards 
a saving face and promoting an overt 
harmony. There is something disingenuous 
in this depiction which perhaps suggests 
islanders to be hypocritical or insincere. 
Additionally, it tends to gloss over the 
levels of contestations that were an 
embedded characteristic of this “managed 
intimacy”. Was it perhaps that the spaces 
within which contestation occurred shifted 
from the outside formal (public) domains 
into the informal spheres (private)? Was 

managed intimacy part of a romantic 
exoticisation of small islands? This 

might be considered as an important 
challenge for outsiders (researchers) 
who might not be considered 
sufficiently privy to intimate insider 
knowledge within the parochial 
safety zone. Could insiders merely 
render researchers access into 
officialised public discourses only? But more 
of this later.         

It should be recognised that 
early first generational SIDS research 
did not pathologise SIDS as having no 
redeeming characteristics. Adversity and 
marginalisation are oftentimes paradoxically 
regarded as resourceful conditions to enable 
the rise of self-reliant agentic force. One 
example of this latter possibility has been 
the conscious attempts made by SIDS 
to become connected into the outside 

global world. The benefits of the value of 
information communications technologies 
(ICT) to connect into the internet highways 
of possibilities were consciously embraced 
by many SIDS internationally.  The scale of 
the islands’ contexts also allowed for greater 
ICT reach into the lives of the majority of the 
citizenry generating potentially a greater 
accessibility of technological reform. But this 
accessibility should not also be romanticised 
as an equitable possibility for all members 
of the variety of social classes that existed 
amongst the island population, since 
ICT initiatives are also predicated on the 
availability of some baseline hardware and 
financial means or capacity to operate its 
potential. SIDS governments as part of the 
reconstruction project of democratisation 
and reconstruction, often re-directed their 
resources to attempting to ensure the use 
of the ICT world amongst a greater range of 
their population.  

As a consequence of this, it is not 
surprising that many SIDS repeated the 
motto of becoming regional “knowledge 
hubs” drawing on the potential of the ICT 
to drive educational conjoined provisioning. 
The establishment of conglomerates of 
concentrated higher education institutions 
such as the University of South Pacific 
is one such case in point, activating the 
previously disconnected islands’ higher 
education institutions into a shared network 
(Martin & Bray, 2011). The SIDS geographic 

space meant also that the “on-the-ground 
realities” were more readily available to 

policymakers, and the complexities 
of the experiences and challenges 
of local participants in the active 
citizenry could possibly be more easily 
understood. Richards (1982,p.170) 

argues that SIDS provide both potential 
and problems:

“It is the combination of social 
homogeneity and particularism associated 
with smallness; the strong self-conscious 
feeling of the collective identity asserted 
against the outside world; the more intimate 
relationship of state and society; the 
difference between formal constitutional 
theory and political reality; the prominence 
of personality politics; the relatively muted 
nature of the opposition – it is all of these 
factors located within a discrete area 
which give the micro-state its separate and 
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distinctive character.”    

The SIDS in these formulations are 
spaces of multiple hybridity, as complex 
as perhaps any national state, irrespective 
of scale. More recent decolonisation 
theorists have argued that uncertainty is a 
characteristic of our human condition as 
we participate in an indigenised/globalised 
intertwined world. Our definitions of self 
are a constant (re)negotiation of power, 
privilege and marginalisation as we position 
our indigenous ways of knowing in relation 
to increasingly homogenising tendencies 
exported from centres of powers. Sium, 
Desai and Ritskes (2012, p.i) argue for 
example, that it is un-useful to conceptualise 
the relationships as “merely reactionary…
binary relationship with colonial powers.” 
For them, “decolonisation is indeed 
oppositional to colonial ways of thinking and 
acting, but demands an indigenous starting 
point and articulation of what decolonisation 
means for indigenous peoples around the 
globe” (ibid.).  This could be interpreted in 
the theorist Gayatri Spivak’s view that we 
are implicated in the kind of oppressions 
we inherit, since we may be complicit in the 
interpretation we allow others to make of 
ourselves (Spivak, 1988; 2014). We have a 
responsibility to activate our agency against 
power since oppressive emasculation can 
only exist where it is permitted to do so. 
Such advice indeed provides methodological 
agency about how individuals researching 
about or within small island developing 
states choose to frame their epistemological 
relationships to the objects of their study. 
This includes how SIDS researchers, or 
researchers of SIDS, choose to frame the 
kinds of positionalities with respect to the 
research process: data production and 
analysis.    

Section Two: Enacting 
methodologies: blurring the 
boundaries between insiders 
and outsiders

It was evident that a research 
team had to be assembled to engage 
with the construction of such a depiction 
of the institutional life history narrative of 
the MIE. However, the potential partners 
in the process of constructing a narrative 
account, although familiar with qualitative 
research methodologies generally, were 

not themselves fully experienced with the 
life history institutional biographical narrative 
methodological techniques. The dominant 
worldview of the institution was also 
framed largely within a quantitative research 
paradigm which its educational research 
agenda emulated to earn a label of being 
considered as a more robust, thorough or 
valid “scientific inquiry”.  Potential research 
participants were also likely to be more 
sceptical of their own lived experiences 
constituting researchable data. 

The team turned to partners from 
their international collaborative networks to 
draw alterative exemplars of methodologies 
(techniques) and paradigmatic approaches. 
A recent publication of a centenary record 
of a variety of storied perspectives of the 
history of an institution within the South 
African context provided one starting point. 
The MIE had established in 2011 a memo of 
agreement with the University of KwaZulu-
Natal (UKZN), South Africa, to expand the 
research repertoire of the MIE staff whilst 
simultaneously generating PhD studies for 
newly recruited Mauritian academics. The 
lead researcher (based in Mauritius) saw 
parallels with the documented narratives 
for a range of participants from within 
UKZN institution as it trajected from being 
an apartheid State-driven teacher training 
college into an autonomous Faculty of 
Education in a reconstructed post-apartheid 
higher education landscape. The book 
“Edgewood Memories: From College to 
Faculty of Education” (Wasserman & Bryan, 
2011), and in particular its methodological 
approach was seen as a possible strategy 
for a parallel MIE study. The South African 
study was based on a recollection of critical 
incidents of a range of participants over 
the historical period: from students, to 
administrators, librarians, past rectors and 
present academic staff and managers of the 
new Faculty.  A further book, “Great South 
African teachers” by Jansen, Koza and 
Toyana (2011) provided possibilities to the 
MIE project, where solicited recollections 
from the wider public towards educational 
memories of schooling were assembled and 
analysed according to multiple categories 
and readings of the value or not of apartheid 
schooling and inspirational teachers. 

Reflecting on the exposure through 
this international collaboration, one of the 

team participants reflected:
•	 I think the partnerships brought 

us far more.  Foremost, I think the 
collaborative networks put research on 
the forefront, enabled us to be in touch 
with research-oriented academics, 
reminding us of a researcher identity we 
have been trying, mostly unsuccessfully 
for some of us, to hold on to.  The 
partnerships created a buzz around 
research and opened up collaborative 
ventures which boosted that atrophied 
researcher identity.  It is the dynamics 
stemming from this ‘frottement 
intellectuel’ (intellectual sharing) that 
stimulated our creativity, that gave us 
ideas etc.  Had these partnerships not 
been on, the likelihood of us accessing 
and reading these books mentioned 
would have be null (Ramasawmy, 
personal communication).

The lead researcher recognised 
that the process of such deep qualitative 
inquiry was not possible as a lonely singular 
journey and that her own positionality as 
a professional member of the MIE staff 
within sub-management structures at 
Departmental level, might indeed be a 
potentially constraining feature of the data 
production strategy. She then assembled 
a team of researchers from a variety 
of vantage points and levels within the 
hierarchy of the organisation. The team 
consisted of past senior retired members of 
staff, middle managers within the present 
MIE, newly appointed staff members who 
were still formulating their interpretations 
of the institution. The team members 
also were varied in that they were either 
graduates of MIE, or were Mauritians 
educated overseas, or originated from 
abroad. This multiplicity of voices and visions 
about the MIE was considered to be the 
strength of the research team as it invited, 
through email or physically affixed posters 
adverts, the present MIE staff (across 
“non-administrative”, administration and 
academic staff) to provide recollections of 
“critical moments/ incidents/ recollections” 
(Chang, 2008) of the institution’s history. 
The response was spectacularly unyielding. 
The team hypothesised that the act of 
written reflections about lived experiences 
of the organisation to a fellow colleague 
was perhaps an overt act of betraying 
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“managed intimacy” (see discussion above). 
Colleagues were more circumspect of 
rendering their privately-held interpretations 
into a written record. This however, did not 
mean that the project did not spark a flurry 
of oral discourses about the history of the 
MIE and its choices over time. However, 
the systematicity of these informal 
conversations with colleagues lacked the 
depths that the literature about life history 
and narrative research was requiring. 

A more robust form of purposive 
sampling (Cohen, Manion & Morrison, 2007) 
was opted for as the senior members of 
the team provided a possible categorisation 
of theoretical sampling to make selections 
of targeted participants to be interviewed. 
Firstly, the research team decided to further 
circumscribe the history of the organisation 
to only the academic and management staff 
of the MIE. The informal conversations with 
the range beyond the selected targeted 
participants, such as drivers and cleaning 
staff, the administrative secretaries and 
other “non-academic” staff, yielded 
important pointers for reflection, and 
constitutes admittedly a study worthy of its 
own merits. Certainly, the critiques offered 
about academia and management by those  
“outside” the academic echelons, require 
further probing. The project instead confined 
itself to the more formal evolving institutional 
academic identity of the organisation 
from “inside the ranks” of academia and 
management.   The latter category of those in 
the present management were themselves 
at some point in history, members of the 
lower ranks of the organisation and they 
could provide insight into their historicised 
worlds. Their insights were therefore 
simultaneously reflections as “insider 
managers” and “outsider academics”, 
offering comparatively historical analysis 
of the changing conceptions of roles 
and practices. The sampled participants 
purposively selected reflected both a 
longitudinal slice out of the history of 
MIE, as well as a cross-sectional sampling 
from different departments within the 
organisation. The targeted sample therefore 
could be accepted as providing then a 
more formalised academic insight into the 
organisation, spanning the past and the 
present engagement with the institutional 
history. Many levels of insiderness and 

outsiderness were therefore being 
negotiated in the research study: both within 
the research team themselves and amongst 
the participants.

The novelty of adopting a life history 
narrative methodological approach was a 
challenge that the team had to address. In 
order to build their own confidence in the 
methodology as well as develop first-hand 
experience of the challenges and benefits of 
this approach, the research team chose to 
engage with the process of their own self-
reflective written record of their personal 
memories of the MIE, their personal 
experiences of their first and extended 
days at the institution, their reinterpretation 
of the institution when they were inside 
and outside the organisation, and their 
interpretations of the present challenges 
and opportunities. One of the research 
team members reflecting on the choices of 
methodologies reported the following:  

•	 Although we claimed to be 
qualitative researchers, we had 
not realised how distant we had 
been before to the research 
field. The very nature of the 
inquiry gradually shifted our 
stance. Basically, we realised 
that to be able to undertake 
narrative research, one should 
adopt a far more participatory 
approach to the research 
endeavour, be part of the 
research field, develop a closer 
rapport with the participants, 
revisit what counts as data and 
as kinds of knowing, engage in 
a co-construction of data with 
the participants, understand the 
centrality of the particular, and 
the impact of factors such as 
time and space (Ramasawmy, 
forthcoming). 

This engagement with self 
generated a form of “narrative insight” 
(Clandinin & Connelly, 2000, p.66) where 
the research team members came to realise 
the complexity of memory, the challenges 
of documenting deeply-felt experiences in 
written form. The option to engage with 
narrative life history interviewing thus was 
a chosen strategy after the team members 
shared their own personal records of telling 
their tales. This also provided an opportunity 

of reflecting on their own personal 
biographical distances with the organisation 
as graduates, or not, of the institution they 
were studying, but within which they now 
worked. 

The team developed a customised 
set of generic questions for their potential 
interview participants. Moreover, they 
argued that a horizontal form of researching 
across participants was more likely to 
yield intimate data rather than managed 
conceptions of preferred renditions by 
the participants. This horizontal form of 
researching entailed participants at the same 
level within the management hierarchy, and 
involved a coupling of similar positioned 
individuals (researchers and researched) to 
engage in the interview co-construction of 
data with the selected theoretical sampled 
candidates. The feminist researcher Patti 
Lather in her contribution in the book 
“Troubling the angels” makes the point 
that when “researching up” one tends to 
be a victim of the power that the participant 
wishes to infuse into the research process 
(Lather & Smithies, 1997). The junior (lower 
positioned on the hierarchy of the institution) 
researcher is likely to be provided access 
into only certain selected levels of data about 
the phenomenon being studied. Similarly, 
the researcher in researching participants 
below his or her level in a social hierarchy 
also renders the data production moment to 
be infused with differentials of power where 
participants feel obliged to pay attention 
to respecting the status of the researcher 
rather than rendering the quality of authentic 
data. Researchers are paradoxically also 
being constructed by the researched during 
the negotiation of data exchanged or offered. 

The MIE team therefore chose to 
twin the participant and the researcher so 
that the interview moment consisted of 
persons at the same status/managerial 
level within the organisation. This 
does not mean that power differentials 
are neutralised, since other forms of 
power: of gender, of worldview, of 
contextual spaces within which the 
interview was conducted still infused 
the data production moments. The 
generic interview templates were further 
customised for each participant being 
interviewed, and the responsiveness to 
the specific participants was captured in 
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the discursive dialogue that the interview 
produced.

It was decided that the use of the 
external vantage perspective of a researcher 
from outside the MIE context would permit 
greater levels of being able to assist in the 
reading and readings of the transcripted 
records of the interview. It was at this 
point of the MIE research that I (author 
of this article) became more intensely 
involved with the research project. I had 
previously conducted workshops and held 
discussions with the team about options 
for life history methodology and analysis, 
but I became engaged with first level stories 
that were constructed by the research team 
about the participants whom they had 
engaged with. This stage was pre-empted 
by the research team sending back the 
interview transcripts with the participants 
to reflect on how their life experiences 
were being documented into a written 
record.  A total of 20 participants had been 
selected for interviewing by the research 
team and each of the first level narrative 
analyses (Polkinghorne, 1995; 2005) was 
assembled. These narrative accounts chose 
chronological sequence to outline the 
participant’s worldviews, emphasising the 
changing identities of the MIE over its history. 
Due to the stages at which the individual 
participants joined the organisation as a 
staff member, different vantages recorded 
different slices of time which intersected 
and overlapped. The reputational knowledge 
of MIE as an institution on a small island 
meant that the majority of participants had 
perspectives about the organisation which 
had been fostered through public media and 
shared knowledge, but a heightened insider 
perspectives as working staff members 
provided them additional operational 
narrative insight.  

After conducting the interviews with 
participants, the individual researchers (data 
producers) sent back to the participants a 
transcripted written record of the interviews 
for accuracy of record. The team (which 
met in regular meetings) then assembled 
to review the transcripts of each participant 
separately. These transcripts were 
inductively coded to reflect the recurring 
patterns emerging from the specific 
participant. These patterns were then 
sequenced into a record of an emergent 

chronological story which aimed to capture 
the specific characteristics, insights and 
personalities of the participants as revealed 
by the transcripts. Draft versions of these 
narratives were circulated amongst the 
team members to hone their skills of moving 
from the data to the level of abstraction into 
a narrative. This cross-collaborative sharing 

allowed further refinement of the 
first draft written narratives. 

These narrativised first level 
analyses of the stories were then 
sent back to the participants 
for a  “member checking” 
(Denzin & Lincoln, 2000) to 
allow for them to engage with 
selection of further aspects that they 
would like to add to their story, or sections 
that they would like to have reformulated or 
removed. Interestingly, most of the stories 
were sanctioned by the participants as 
sufficiently robust accounts of their lived 
experiences. The written record sparked 
further oral discourse of confidence as 
they saw their voices and personalities 
adequately depicted. This process of 
documenting the lived story of the research 
participants was not a matter that did not 
require some degree of narrative writing 
skills (See Beecham, 2007). Thankfully 
the members of the team included 
language experts who saw the process of 
narrativising as a creative and imaginative 
way of documenting the everyday world 
around them. The sharing across team 
members of the stories even before they 
were presented to the participants paid 
attention to how the textured authenticity 
of the record allowed a reader to enter into 
the lived interpretations of the participants: 
drawing on specific historical incidents 
(plot), rendering and elaborating the 
emotive responses and insights (character), 
documenting specific physical actions 
(sequencing) and the reflective processes of 
the participants (themes). The stories were 

originally written as third person narratives 
to allow more space for the documenter (i.e. 
the research team member constructing 
the story) to provide commentary as a kind 
of omniscient narrator on the process of 
unfolding recollections and incidents. This 
draws on the traditions of infusing matters 
of plot, characterisation, sequencing and 
thematised joining together of elements 
from different parts of the interview 
transcript (Ely, 2007). This is sometimes 
interpreted as a “corrupting of the data 
from the field” by those sceptical of the 
analytical approach that life history narrative 
inquiry adopts. Polkinghorne (1995, 2005) 
suggests that this “narrative analysis” 
(first stage of constructing the data from 
the field) needs some organising device 

in much the same way that quantitative 
research methodologists choose their 
formulae and statistical tests to render 
onto the raw data. The research team 
then consciously made themselves 

familiar with the growing assemblage 
of theoretical literature about SIDS, about 
life history research and about writing 
narratively. The final choice for the narrative 
record was a first person narrative voice 
to allow the individual participant’s voice 
to be more prevalent, to capture his or her 
nuanced idiolectical ways of seeing and 
reading his or her lived world (See Pillay, 
2003 for discussion about choice of narrative 
voice in narrative research). The process of 
composing the narrative story is a form of 
analysis at early stage, but it is followed 
by a feed backwards to the participants 
to comment and adjust where necessary 
the mediating voice of the research in 
the construction of the telling of the tale 
(Reismann, 2002). The storied narratives 
were then circulated within the research 
team which now consisted of a widening 
set of both insiders and outsiders.

McNess, Arthur and Crossley (2015) 
argue that the distinction between outsider 
and insider researchers is increasingly 
more difficult to label categorically.  Earlier 
depictions of “insider researcher” suggest 
a more localised, nuanced and authentic 
analysis because it is believed that the 
persons on the ground are able to more 
accurately read the signs signaled by the 
data, that they are able to draw resourcefully 
from the own lived experiences of the 

The process of 
composing the 

narrative story is 
a form of analysis at 

early stage.
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context and make meanings of the contents 
and forms of the textual representations that 
their participants offer in the data production 
moment. By contrast, an “outsider 
researcher” is seen as too removed from 
the worldview of the participants and 
therefore unable to render deep insightful 
analysis.

However, they argue that such 
essentialising of “the insider” and 
“the outsider” has important research 
consequences which may not necessarily 
promote the agenda of a qualitative research 
methodological approach, nor address 
the complexities of the methodological 
challenges in the field. In the era of an 
increasing mobility and fluidity of exchange 
of perspectives fuelled by migratory and 
travel patterns, as well as the potential 
of access into the lived world of “foreign 
worlds” through the ICT highways, 
the notion of an “outsider” can be 
problematised. Most academic researchers 
of the 21st century have the privilege of 
“knowing a context” even before physically 
and geographically experiencing its ambits. 
The repeated mobility of academic staff 
across foreign borders allows familiarity 
insights into the worldviews of others that 
promote more possibility to comment, offer 
critique and interpretation of the “other 
world” with increased levels of nuances. It 
is also likely that vicarious experiences of the 
“other” permit access into relatively deep 
conceptions. My own involvement with 
the MIE in our partnership projects since 
early 2007 perhaps provided me (I believe) 
with a high degree of insiderness. Were my 
insights constructed as the vantage of an 
“outsider” or “informed insider”? This then, 
challenges whether only insiders know 
best; that foreigners know little.

The very limited perspective of 
the insider might be also brought up for 
scrutiny: their closeness allows them to 
see too intimately the habituated worldview 
of their participants, accepting rather than 
being able to critique their interpretations of 
their surroundings and their colleagues. But 
are all insiders, completely insiders? Further 
challenges entail considering whether 
all insiders are completely indigenised 
perspectives. What frames the reading of 
the localised contexts?

It is often argued that greater 

distance between the researcher and the 
phenomenon researched could render 
more trustworthy interpretations of context. 
For example, perspectives of those “living 
in exile” (permanently or temporarily) 
outside the borders of their county might 

render the possibility for deeper 
unfettered or uninterrupted critical 
insight. It is a known view that 

distance from one’s familiar territory, 
even if only for a while, teaches 
one to reinterpret, to value or 
challenge habitude practices and 
the ritual of one’s home context. 
Controversially, this opening 
up of more permeable boundaries 
between insider and outsider permits more 
worthwhile collaborative research across 
borders. However, hardened feminists or 
race theorists might argue that only women 
should study women; or that only Black 
people should study Black people. But this 
hardened position might be considered 
as not providing adequately critical 
distance between the researcher and the 
phenomenon being studied. 

Augmenting this argument 
one might suggest that, in the age 
of globalisation, many academics are 
“temporary insiders”, or “flippant insiders”. 
This latter category refers to those local 
researchers who have spent many of their 
years of academic development either 
physically or mentally within the worldviews 
that have been constructed outside the 
specific contexts within which they reside. 
For example, many islander academics 
might have pursued their own postgraduate 
education abroad and choose to read their 
local contexts not from the physical vantage 
of the island, but theoretically/conceptually 
from the foreign land within which they 
were educated.

McNess et al. (ibid.) argue that 
the dialogue between insider informants 
and outsider researchers also permits the 
insiders to offer interpretations of their 
worldview that they might not ordinarily offer 
to members of the insider community. It is 
more likely that one reveals interpretations 
of one’s deep-seated anguish or pain, 
critique or celebration to a stranger than 
one would do to a friend. The friend may 
misinterpret your intentions as being too 
self-absorbed, narcissistic or vainglorious, or 
even betraying local insiderness.  

Paradigm distance between their 
“insider world” and the “outsider world” 
is usually the criterion to judge relationships 
between insiders and outsiders. It is likely 
that temporary insiders judge harshly 
the local context when using only the 

benchmarks from the outside world. In 
this scenario it might be argued that the 

insiderness of the researcher comes to 
be questioned.

Another form of blurring of 
boundaries between outsider and 

insider researcher is constituted through 
how collaborating institutions specifically 

pay attention to the decolonising nature of 
any partnership of academic pursuit (See 
Samuel & Mariaye, 2014). Here, the focus 
resides on how to engage the obvious 
hierarchical powers that characterise 
any partnership across contexts. When 
the collaborative agenda points to only 
differences across the context, and 
emphasises the hierarchical positioning, the 
partnerships stultify to imitation, capitulation 
or subservience to the hegemonic forces. 
By contrast, the outsider in a quest to 
seek similitudes with insiders, offers the 
possibility of mutual reciprocity and shared 
dialogue and respect. These levels of 
“insider” and “outsider” as described above 
are therefore not a matter of geographical 
placement, but more about the matter of 
paradigmatic predispositionings and power 
relations related to how the interpretation 
and analysis of the data generated in 
projects are to be examined  and reported.

The “analysis of the narratives” 
represents then a second phase of the data 
analytical process post the verification by 
the participants of the first storied account 
(Polkinghorne 1995; 2005). The second 
phase involved in this study the research 

The “analysis of the 
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team assembling all 20 verified stories of 
the participants and then treating these as 
“fresh data”. A grounded analytical approach 
was used to code the recurring categories 
of the data set (Corbin & Strauss, 2011). 
The first level of open coding of the data 
(Bitsch, 2005; Denzin & Lincoln, 2000) was 
undertaken by the individual researcher who 
conducted the interview with participants. 
This permitted the inductive interpretation of 
the data to be generated, drawing from both 
the localised participants and the researcher 
data gatherers themselves. Thereafter, 
the team assembled to look at patterns of 
aggregating repeated open codes that hung 
together in axial coding to generate themes 
emerging from the data.

It soon became evident as both the 
insiders and the outsiders interpreted the 
raw storied accounts that some participants 
were offering little insightful analysis to an 
examination of the phenomenon of the 
changing historical account of the institution 
of teacher education. Instead, some of 
the stories seemed to be individualised 
reflections of the hero nature: turning 
towards personal accounts alone without 
deeper connectivity into the institutional 
agenda. It was decided that a selection 
of 12 stories adequately spanned the 
continuum of thematic insights into the 
institutional changing history of the MIE as 
a teacher education institution. An ethical 
concern, however, confronted the team. 
From the data stories, it was quite evident 
that the confidentiality and anonymity 
of the research participants could not 
be protected since the historical account 
and the gender and subject specialisation 
about which the participants reflected on 
rendered them quite visible. Controversially, 
the research team chose pseudonyms with 
a change of gender in the naming of storied 
participants. They also masked the subject 
specialisation reporting and edited out those 
aspects which did not directly address 
the matter of the phenomenon of the 
theoretical aspects under investigation in 
the study. This allowed for an editing down 
of the length of the narratives to create 
more sharp vignettes, insights into the 
changing worldviews about the conception 
of change in the nature, identity and 
trajectory of the organisation as it developed 
different relational agency with its major 

contracting parties: the Mauritian State, the 
teaching school context, the departmental 
and institutional landscape of the MIE as a 
teacher education institution. This synthetic 
representational form of the narrative 
constituted the data for further detailed 
interrogation to cross-comparatively review 
the viewpoints of the various participants.  

Section Three: Research 
findings: pioneers, managers 
and foot soldiers 

It is not the intention of this paper to 
foreground the findings of this study, but it 
will be remiss not to have a brief overview 
of the outcome of the research study. 
The data set after having been organised 
comparatively drew three categories 
of groupings amongst the participants 
depicting their interpretations of what 
teacher education in Mauritius entailed over 
the 40-year history. The full account of the 
multiple nuances of the findings is captured in 
Samuel and Mariaye (forthcoming) to reflect 
the shifting discourses of the participants’ 
stories. They reflect three broad interpreted 
movements of post-independent decision-
making reform engagements around 
teacher education which reflected also 
the wider national shifts that were being 
undertaken in relation to reformulating 

Mauritian society’s relationships to 
the colonial authorities. 

The three movements 
may be reported as eras of 
“shedding of the colonial history”; 
the “developing response to institutional 
role expansion of teacher education”; and 
finally “the re-examining of the agenda 
of nationalism and asserted individualism 

contesting colonially defined identities”. 
The first period is marked with levels of 
contradiction that overtly points to the 
official authorities attempting to break 
with the colonial masters by choosing 
specific “Mauritian interpretations” to 
establish a new cultural heritage. The 
public discourse of the first group of these 
“pioneers” in the agenda of transformation 
saw their role nevertheless, as holding on 
to the benchmarks set especially by the 
British educational system. They believed 
strongly that any advancement of the 
Mauritian post-independent state could 
not be possible without maintaining ties 
with the colonial forms of valuing about 
qualifications, education system, and 
standards of curriculum. These patterns 
of adherence to the old whilst formulating 
a new pathway are not surprising even 
in present day Mauritius, where the 
final exit schooling leaving assessment 
examinations are still set by Cambridge. 
This allows fluidity of movement from 
the island context into the wider global 
society, connecting them into an extended 
life of possibilities on the global market. 
Of course, this accessibility into the global 
education market was one that was largely 
possible for only the rising middle class of 
the post-independent Mauritius.  

The teacher education institution 
set up soon after independence was seen 
as an extended organ of the state apparatus 
in both its composition and its mission. 
The Minister of Education was tasked with 
overseeing the appointment process of 
recruited academic staffing ensuring that the 
governance structures of the MIE adhered 
to the enactment of the newly-formed 
state agenda. This alignment was willingly 

accepted by the pioneers, who saw this 
as aligning a coherent national agenda 

whilst drawing on the resources 
of the state coffers to construct 
the teacher education agenda. A 
deferent form of relationship was 
established with state apparatus 

and the production of teachers was 
directed towards serving this agenda. 

Staff members at the MIE during this 
period saw themselves as chartering new 
territories even though the directions were 
largely maintaining the networks of former 
colonial agenda. Innovation in formulating 

Accessibility into 
the global education 
market was one that 
was largely possible 

for only the rising 
middle class of the 
post-independent 

Mauritius.



Island Studies Indian Ocean / Océan Indien 2016 23

the curriculum relied on an imitation of 
standards that the pioneers themselves 
had experienced as graduates of former 
colonial (or external) university systems. 
Most storied renditions hail these individual 
leaders as visionary to direct the “front-led 
transformation” agenda of a “new society” 
during the period 1960s to 1980s.

The second wave of reform from 
the 1990s to the turn of the millennium was 
catapulted by the rapid macro-economic 
expansion of the Mauritian society based on 
the shift from purely an agrarian (sugarcane) 
industry to one which relied on light industrial 
development and the tourist industry. The 
group of individuals of this period were tasked 
with ensuring an alignment of the school 
education system with the expectations of 
a changing economic worldview. This era 
is characterised by a reformulation of the 
curriculum textbooks, learner and teacher 
support materials and greater emphases 
on the monitoring and evaluation systems 
of the education system. The “managers” 
of this period in teacher education were 
tasked with balancing several competing 
forces: not to abandon the cultural localised 
transformation that the post-independence 
Mauritius had ushered in: this was seen 
as an affirmation of an indiginised way 
of being. However, the managers also 
adhered strongly to the benchmarks of 
an English- and French-oriented education 
system since it was believed that these 
constituted quality standards of education. 
Moreover, the managers had to deal 
with many returning overseas Mauritian 
“graduates” who were taking up positions 
in a growing and expanding MIE. These 
managers were themselves trained abroad 
and perhaps unconsciously imported into 
the education system theoretical and 
research-oriented worldviews of an outward 
gaze.

The teacher education institution 
became characterised during this period 
as one with a hybridity of perspectives 
and the managers became mediators of 
competing points of view for the teacher 
education curriculum. The emphasis was 
placed on collegial dialogue and strategic 
alignment at all levels: with teachers in 
schools, with the internal staff at MIE, with 
state providers of subsidy resources, with 
international discourses of educational 

research. The expanding internationality 
of the curriculum was nevertheless 
evident in this period of teacher education 
curriculum. This is also the period where 
subtle shifts were being established to 
extend the MIE to move beyond simply 
a teaching institution. Research interests 
came to infuse the agenda of the MIE 
although the strong ties with the teaching 
either at undergraduate pre-service 
or continuing teacher education still 
dominated the offerings of the institution. 
It may be noted that the managers tended 
to comply with the state agenda, but they 
were more circumspect and strategic 
in making choices that they felt were 
informed by the research insights that 
their MIE staff were assembling from 
their engagements with study abroad. 
The managers’ role could be arguably a 
strategic engagement with the official 
forces.  An unsung nationalistic respect 
nevertheless was established too of this 
alignment since the state came to realise 
that the fuller expertise to drive the 
schooling system and the designing of any 

form of curriculum reformulation, 
had to rely on the MIE staff.

The third wave of reform 
(post the new millennium), as 
revealed by the cross comparative 
examination of the data set of the narratives, 
revealed the era to be characterised by a 
less overtly nationalistic agenda. Members 
of the MIE were increasingly being driven 
by their interests in the new forms of 
connecting into the global networks as 
new possibilities of educational theories, 
resources and practices came to be more 
readily available. This was mostly possible 
because of the increased access to an 

international discourse that the new staff at 
MIE embraced. The newly recruited staffing 
to the MIE were those who had relatively 
less school-based practice experience 
and their credentials were established 
through their being in possession of senior 
postgraduate degrees beyond simply a 
teachers’ professional qualification or an 
undergraduate degree. The new generation 
of MIE staff were also a young generation 
comfortable with the new forms of 
technology which they used confidently to 
activate their scholarship, their practices and 
their reflections on the world of teaching 
and teacher education.

This latter group were interpreted 
by the older generation as somewhat 
under-prepared for the complexity of the 
world of teaching and education. Most of 
the former generations had cut their teeth 
as educators through coming through 
the ranks of the schooling system, and 
then entering into the teacher education 
profession. The new generation, armed 
with their greater accessibility through 
the internet and to easier forms of 
international travel, represented a kind of 
threat to the previous generation. The new 
generation were understood to be highly 
individualistic, competitive and somewhat 
disrespectful of older forms of knowledge. 
However, on closer examination, one sees 
the new generation as having to cope with 
a much wider range of multiplicities, not 
simply from a local but also a global world 

to which, they interpreted, their student 
teachers had to be inducted. 

The new generation saw 
themselves as increasingly having to 
shoulder the burden of a relatively large 
expansion of the tertiary education 

and teacher education system. 
They were tasked as “foot soldiers” 

rendering the expanding number of subject 
specialisations and increased class sizes. 
They had limited time to engage in collegial 
engagements since they understood 
their role as addressing the pragmatics of 
classroom based pedagogies within the 
school and the teacher education institution. 
They interpreted their role as the problem-
solvers who were simultaneously being 
tasked with responsibility of redesigning 
of the state curriculum, engaging with 
increased class sizes of teacher education 

The new generation 
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highly individualistic, 

competitive 
and somewhat 

disrespectful of older 
forms of knowledge. 



Island Studies Indian Ocean / Océan Indien 201624

Higher Education

- Bahktin, M., 
Emerson, C. & 

Holquist, M. (1981). The 
Dialogical Imagination: Four Essays. 
Austin: University of Texas Press.
- Bitsch, V. (2005). Qualtitative research: A 
grounded theory example and evaluation 
criteria. Journal of Agribusiness. Spring 
2005: 75-91.
- Bray, M. (1991). Education in small States 
growth of interest and emergence of a 
theory. Prospects - Quarterly Review of 
Education.
- Beecham, R. (2007). The dangers 
of trusting the words of another…In 
Dhunpath R & Samuel M (eds.) 2009. 
Life history research: epistemology, 
methodology and representation. 
Rotterdam, Netherlands: SENSE 
Publishers. 
- Chang, H. (2008). Autoethnography as 
method. Walnut Creek, CA: Left Coast 
Press Inc.
- Clandinin, D. J. & Connelly, F.M. (2000). 

Narrative inquiry: experience and story in 
qualitative research. San Francisco: Jossey 
Bass Publishers.
- Clandinin, D.J. (2013). Engaging in 
narrative inquiry. Walnut Creek, CA: Left 
Coast Press Inc.
- Cohen, L., Manion, L. & Morrison, K. 
(2007). Research methods in education. 
(6th ed.). London: Routledge Press.
- Corbin, J. & Strauss, A. (2011). Basics 
of Qualitative Research (7th ed.)  London: 
Routledge Press.
- Czarniawska, B. (2007). «Narrative 
Inquiry in and about Organizations.» In 
Handbook of Narrative Inquiry: Mapping 
a Methodology, by D. Jean. Clandinin, 
383-404. Thousand Oaks, California: Sage 
Publications Inc.
- Denzin, N. K. & Lincoln, Y. (2000). 
Introduction: The discipline and practice 
of qualitative research. In Denzin NK 
and Lincoln Y (eds.). The handbook of 
qualitative research. (2nd edition). pp.1-28. 
Thousand Oaks, CA: Sage Publications.

- Dhunpath, R. (2010). Archaeology of a 
language development NGO: excavating 
organisational identity. Germany: Lambert 
Academic Publishers.
- Dhunpath, R. & Samuel, M. (eds.) (2009). 
Life history research: epistemology, 
methodology and representation. 
Rotterdam, Netherlands: SENSE 
Publishers. 
- Ely, M. (2007). «In-Forming Re-
Presentations.» In Handbook of Narrative 
Inquiry: Mapping a Methodology, by D. 
Jean. Clandinin, 567-598. California: Sage 
Publications Inc.
- Jansen, J. with Koza, N. & Toyana, L. 
(2011). Great South African Teachers. A 
tribute to South Africa’s great teachers 
from the people whose lives they have 
changed. Johannesburg: MacMillan. 
- Jules, T. (2015). Is smallness still 
relevant? Educational geogstrategic 
leverage in a gated era. Paper presented at 
1st International conference on education: 
Rethinking small island developing states. 

References

l Concluding thoughts

This article has foregrounded the role of the methodologi-
cal choices when undertaking a life history narrative construction 
of the biography of a teacher education institution. It suggests that 
this form of knowing about an organisation tends to expand be-
yond the mechanistic forms of monitoring and evaluation studies 
that have previously characterised research on the effectiveness 
and efficiencies of an organisation. Instead, this methodology aims 
at probing deeply into the felt and lived experiences of the partici-
pants who compose the institution. The article points to the pos-
sibility that the insights gained from this narrative approach allow 
readers to see themselves as part of the institutional tapestry of 
an organisation and see how they render the kind of identity the 

organisation chooses to become.  In this way, life history narrative 
activates the value of individual agency, showing individuals as im-
portant co-constructors of their worlds within which they live. We 
are not simply shaped by our contexts, but we also have potential 
to shape the kind of world in which we want to live. This case 
study of a single biographed institution of teacher education is also 
offered to inspire others, especially in small contexts, to dream 
big and to produce the quality of dialogue between the self and 
the wider society. We are all expanding and intersecting agents of 
change. We choose to allow our worlds, our perspectives and our 
institutions to be architectured in particular ways. This methodo-
logical agency is offered to dream ourselves anew embracing the 
values we believe should drive the quality of our education system. 
Our future is not simply located in our past.  

provisioning and having to adhere to the 
increasing expectation that they were not 
only teachers, community servers, but 
also researchers of the education system. 
The expectation to be involved in doctoral 
study was also a new responsibility 
which for the most part, they embraced 
as a sign of their professionalism. These 
new worldviews oftentimes put them 

in conflictual relationship with the more 
senior colleagues who interpret them as 
being defiant of established practices. 
The atomisation of individualism is a 
critique offered by the older generation of 
these new “foot soldiers” who perhaps 
arrogantly were of the belief that they were 
carrying and leading the new directions for 
educational reform.  The narrative stories 

of these foot soldiers, in contrast to those 
of the pioneers and managers, were 
characterised by multiple accountabilities 
pulling and pushing the younger generation 
into several levels of responsibility. It is 
no small wonder that these foot soldiers 
sometimes retreat into a “research-led” 
stimulation to activate their way being and 
becoming as teacher educators.
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1.  This paper constitutes an abridged version of the invited keynote address presented at the 1st International Conference on 
Education: Rethinking Education in Small Island States, organised by the University of Seychelles: 05-08 July 2015.  It draws from the 
collaborative institutional history research project within the Mauritius Institute of Education reported in Samuel, M. & Mariaye, H. 
(eds.) (2016) Continuity, complexity and change: Teacher education in Mauritius.  Illinois: Common Ground Publishers.  I am indebted 
to the following who have provided the baseline data for this paper: Hyleen Mariaye (lead researcher), Shalini J. Ramasawmy, Ashish 
Beesoondial and Seema Goburdhun. However, I take full responsibility for any distortions or elaborations of their initial work. Our 
readings of the world of others are always through our own lens. Comments on earlier drafts of this paper by Shalini Ramsawmy and 
Hyleen Mariaye are further appreciated.

Note

References
Seychelles: 08-10 

July 2015.
Jules, T. & Ressler, P. 

(eds.) (forthcoming). Is “small” 
always small and “big” always 

big? Re-reading Educational Policy and 
Practice in Small States. Comparative 
Studies Series, ed. by Jürgen Schriewer, 
Frankfurt am Main: Peter Lang.  
- Lather, P. A. & Smithies, C. S. (1997). 
Troubling the Angels. Women Living with 
HIV/AIDS. Boulder, CO: Westview Press. 
- Lowenthal, D. (1987). Social features. In 
C Clarke & T Payne (eds.) Politics, security 
and development in small states. Allen & 
Urwin. London. 26-49.
- Martin, M. & Bray, M. (2011). Tertiary 
education in small islands states. Planning 
in the context of globalisation. UNESCO 
Publishing: IIEP Policy Forum: Paris.
- McNess, E., Arthur, L. & Crossley, M. 
(2015). ‘Ethnographic dazzle’ and the 
construction of the ‘Other’: revisiting 
dimensions of insider and outsider research 
for international and comparative education. 
Compare: A Journal of Comparative and 
International Education. 45: 2: 295-316.
- Richards, J. (1982). Politics in small, 
independent communities: conflict or 
consensus? Journal of Commonwealth 
and Comparative Politics. 20 (2). 155-171.
- Polkinghorne, D. E. (1995). Narrative 
configuration in qualitative analysis. In: JA 
Hatch & R Wisnewski (eds). Life history 
and narrative. London & Washington, DC: 
The Falmer Press. 7-23.
- Polkinghorne, D. E. (2005). Language 
and meaning: Data collection in qualitative 
research. Journal of Counseling 
Psychology, 52(2):137-145.

- Ministry of Education and Human 
Resources, Mauritius (2006). Transforming 
Mauritius into a knowledge hub. Reduit: 
Human Resources Development Council.
- Ministry of Tertiary Education, S. 
R. (2013). Strategic Plan 2013-2015. 
Retrieved March 03, 2014, from http://
tertiary.gov.mu/English/DOCUMENTS/
STRATEGY%20CHAPTER%202013%20
WEB%20VERSION.PDF
- Pillay, G. (2003). A cubist narrative: Lives 
of successful teachers. Unpublished 
DEd thesis. Durban: University of Durban 
Westville.
- Ramasawmy S J (forthcoming). 
Researching the professional lives of 
teacher educators. In Samuel and Mariaye 
(eds.) Continuity, complexity and change: 
Teacher education in Mauritius. Illinois: 
Common Ground Publishers.
- Reissman, C. K. (2002). «Analysis of 
Personal Narratives.» in Handbook of 
Interview Research: Context and Method, 
by Jaber F. Gubrium, and James A. 
Holstein (Eds), 695-710. California: Sage 
Publications
- Samuel, M. (2015). Beyond narcissism 
and hero-worshipping: Life History 
Research and Narrative Inquiry. Alternation. 
22 (2) (2015): 8-28. Special Issue: Memory 
work and interdisciplinary studies (Sabine 
Marshall & Phillipe Dennis: eds.).
- Samuel, M. & Mariaye, H. (2014). De-
colonising international partnerships: The 
UKZN-Mauritius Institute of Education 
PhD programme. COMPARE: A journal of 
Comparative and International Education. 
44:4. July 2014, 501-521.
- Samuel, M. & Mariaye, H. (eds.) (2016). 
Continuity, complexity and change: 

Teacher education in Mauritius. Illinois: 
Common Ground Publishers.
- Sium, A., Desai, C. & Ritskes, E. 
(2012). Towards the ‘tangible unknown’: 
decolonization and the indigenous future. 
Decolonization: Indigeneity, Education & 
Society. Vol 1, No.1, 2012.pp.i-xiii.
- Smith, L. (2012). Decolonizing 
methodologies: Research and Indigenous 
peoples (2nd Edition). London: Zed Books.
- Spivak, G. C. (1988). Can the subaltern 
speak? In Nelson C & Grossberg L (eds.). 
Marxism and the interpretation of culture. 
Chicago: University of Illinois Press.
- Spivak, G. C. (2014). Humanities, 
democracy and the politics of knowledge 
in higher education. Keynote address 
at the 8th Annual teaching and learning 
conference. Durban: University of 
KwaZulu-Natal. 25-27 September 2014.
- Torres, C. (2011). «Public universities 
and neoliberal common sense: seven 
iconoclastic theses.» International Studies 
in Sociology of Education 21(3): 177-197.
- Torres, C. (2015). On global citizenship. 
Keynote address at  3rd Annual South African 
Education Researhc Assocaiation confrence. 
Bloemfontien: 27-30 October 2015.
- Varma, O. N. (2015). The changing 
Mauritian higher education system. Paper 
presented at Roundtable discussion: The 
evolution of higher education in Mauritius 
: Prospects and possibilities for research. 
University of KwaZulu-Natal: Mauritius 
Institute of Education PHD Seminar. 
Reduit: 16 October 2015. 
- Wasserman, J. & Bryan, A. (eds.) 2011. 
Edgewood memories: from College to 
Faculty of Education. In-house UKZN 
publication. 



Co-edited by Michael Samuel and Hyleen Mariaye, and published in 2016 by Common Ground Publishing, ‘Continuity, Complexity, 
and Change: Teacher Education in Mauritius’ (ISBN 9781612298207) emanates from a research project documenting the trajectories 
of development of teacher education within the small island context of Mauritius. Preliminary findings of this study were first presented 
at the international conference on education in SIDS hosted by the University of Seychelles in 2015. The book locates the discourse of 
the “small local” contexts within the parameters of influencing “larger contexts” in reflective inquiry, thereby allowing the possibility 
for a new third generation of small islands studies research that moves beyond pathologies and deficiencies. It celebrates and 
problematises agency to negotiate these complexities directed towards change. Alongside Prof. Samuel and Dr. Mariaye, the other 
team members in this endeavour were Dr Seema Goburdhun, Ashish Beesoondial and Shalini Ramasawmy. The foreword to the book 
has been written by Michael Crossley.



Island Studies Indian Ocean / Océan Indien 2016 27

WHAT CAN BE LEARNED FROM SMALL (AND MICRO) STATES? ‘EDUCATIONAL 
GEOSTRATEGIC LEVERAGING’ AND THE MECHANISMS OF THE FOURTH INDUSTRIAL 
REVOLUTION – THE INTERNET OF THINGS AND DISRUPTIVE INNOVATION

Tavis D. Jules and Patrick Ressler 

l Abstract

This paper explores how certain 
global mechanisms of the so-called fourth 
industrial revolution – the internet of things 
and disruptive innovation – impact the edu-
cational governance activities, social forms 
of coordination, and scales in small (and mi-
cro) states. We advance that there are cer-
tain ‘behavioral characteristics’ that small 
(and micro) states possess that can teach 
us about dealing with some of the current 
global challenges. We suggest to move 
away from seeing small (and micro) states 
as being exclusively vulnerable and, rather, 
to re-conceptualize smallness as a poten-
tial strength. In line with this argument, we 
argue that the geometries of vulnerability 
are giving rise to what we call educational 
geostrategic leveraging, i.e. the use of soft 
power grounded in strategic-level bargain 
and cooperation at the national level to 
achieve regional consensus. It is in this 
context that we suggest that educational 
geostrategic leveraging is emerging as a 
component of collaboration and coopera-
tion at the regional and other levels.

This paper has three sections 
that seek to explore how certain 
global mechanisms impact educational 
governance activities, social forms of 
coordination, and scales in small open 
economies, small (and micro) states and 
small islands developing states (SIDS) – 
terms that are often used interchangeably 
– and how these states respond to these 
mechanisms. By educational governance 
activities we mean e.g. the funding, 
provision, regulation, and ownership of 
education; social forms of coordination 
particularly implying the state, the market, 
the community, and the family; and scale 
refers to the supranational, national, 
regional and subnational levels in the field 
of education (Dale, 1997; 2005). 

In this paper, we do not view state 
size as a monolithic category. Instead we 
suggest that current global developments 
in the realm of education in the wake of the 
so-called fourth industrial revolution apply 
to small (and micro) and to non-small states 
alike. Here the professed fourth industrial 
revolution implies the amalgamation of 
technologies across several fields – such as 
health, transport, and education – that blur 
the lines between reality and cyberspace in 
an era premised upon high technology and 
a demand economy. We advance that there 
are certain ‘behavioral characteristics’ that 
small (and micro) states possess that they 
can teach us about dealing with some of 
the policy challenges of the fourth industrial 
revolution. In making these assumptions, 
we draw upon the concept of “mechanisms 
of external policy influence” (Dale, 1999) 
to explain how fourth industrial revolution 
mechanisms are reshaping the broader 
social, economic and cultural context of 
the “politics of education,” (Dale, 1998), 
thus giving rise to particular education 
policies. Given the historical assumptions 
found in robust literature on educational 

developments in small (and micro) states 
and mechanisms of external effects driven 
by a changing global environment, we seek 
to understand if there is something like 
‘typical small state’ behavior in education.

In particular, we are suggesting 
that small states rely upon their strategic 
capacities to act rather ‘big’ in certain areas, 
while ‘big’ states often act rather ‘small.’ 
We are also advocating that this way of 
thinking expands our understanding of 
the characteristics of small states – and by 
implication of ‘big’ states as well –, especially 
regarding what is general and what is 
particular about their ‘behavior.’ Prevailing 
definitions of small (and micro) states are 
often based on ‘hard’ formal criteria like 
population size and economic performance, 
etc. We argue that alternative definitions 
are now needed for conceptualizing the 
behaviors of small (and micro) states. Such 
definitions have to operate with ‘soft’ criteria, 
such as collective self-perceptions, external 
attributions, and others that do not treat 
states as homogeneous entities based on 
formulistic criteria. Thus, states that are ‘big’ 
by ‘hard’ formal criteria may behave rather 
‘small,’ while small states (again by ‘hard’ 
formal criteria) may act rather ‘big.’ Thus, 
widening conventional notions of smallness 
expand our scope for comparison as well 
as our understanding of both small and big 
states – especially regarding what is general 
and what is particular about their ‘behavior.’

In what follows, we first contextualize 
the changing geometries of the movement 
towards the fourth industrial revolution 
premised upon horizontal coordination 
that are now increasingly shaping the 
governance of national education systems. 
Second, we will redraw the geometries of 
the existing research on small (and micro) 
states in a global environment that is being 
strategically realigned, influenced by e.g. 
the rise of state-capitalism in China, cross-

Key words: SIDS, vulnerability, strategic level bargain & cooperation
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l Résumé

Cette communication est axée 
sur la façon dont certains mécanismes 
globaux de ce que l’on nomme la quat-
rième revolution industrielle – l’internet 
des objets et l’innovation de rupture – 
ont un impact sur les activités liées à la 
gestion de l’éducation, sur les formes 
sociales de coordination, et les échelles 
dans les petits et micro-Etats. Nous 
défendons la proposition que certaines 
des caractéristiques comportemen-
tales des petits et micro-Etats peuvent 
nous aider à faire face à certains défis 
contemporains sur le plan mondial. 
Nous suggérons un renoncement de 
la vision selon laquelle les petits et 
micro-Etats ne peuvent être que vulné-
rables. A la place, nous proposons une 
conceptualisation nouvelle de la notion 
d’étroitesse territoriale comme en tant 
que force éventuelle. Dans ce même or-
dre d’idées, nous affirmons que les géo-
métries de la vulnérabilité sont en train 
de donner lieu à ce que l’on nomme les 
bénéfices géostratégiques en matière 
d’éducation, c.-à.-d. l’utilisation du pou-
voir discret ancré dans la négociation 
stratégique et la coopération au niveau 
national en vue d’obtenir le consensus 
régional. C’est dans un tel contexte 
que nous suggérons que les bénéfices 
géostratégiques en matière d’éducation 
pourraient surgir en tant qu’élément 
de collaboration et de coopération au 
niveau régional et au-delà.

hemispherical affairs, and the pausing of 
economic globalization or what has been 
called the “gated global” (Economist, 
2013; Jules, 2015a), as countries retreat to 
protectionist policies. We suggest to move 
away from seeing small (and micro) states 
as being exclusively vulnerable and, rather, 
to re-conceptualize smallness as a potential 
strength. Finally, we explore how small (and 
micro) states in reconfiguring the geometries 
of vulnerability are giving rise to what we 
call educational geostrategic leveraging, i.e. 
the use of soft power grounded in strategic-
level bargain and cooperation at the national 
level to achieve regional consensus. We 
conclude by suggesting that research 
needs to emerge on small (and micro) 
states that warrants new conceptual and 
methodological approaches that move away 
from the vulnerability trap and highlight the 
strengths of small (and micro) states. 

New Geometric Mechanisms 
in Education 

Conceptualizing the mechanisms of 
external policy influence, Dale (1999) makes 
a distinction between certain conventional 
mechanisms (e.g. policy borrowing and 
policy learning) and new mechanisms (e.g. 
teaching, harmonization, dissemination, 
standardization, installing interdependence, 
and imposition) while still cautioning that 
both categories may work simultaneously 
in shaping education policy. However, we 
draw attention to the disruptive nature 
of globalization upon national education 
systems: While mechanisms may affect 
several aspects of national educational 
systems, they do not necessarily lead 
to the “identical imposition of the same 
policy on all countries”  (p. 2). Dale (1999) 
further suggests that since mechanisms 

are not unbiased, it is important to identify 
the particular effects of each mechanism 
on particular national education systems. 
This particularly true in the case of small 
(and micro) states, as these states mostly 
have an extensive history of dealing with 
external pressures that is often tied to their 
geographic or economic size. 

The transition from the knowledge-
based economy to the fourth industrial 
revolution or what is often called “capitalism 
3.0” (Barns, 2006) or “globalization 
3.01 (Friedman, 2005) is reshaping the 
mechanisms of external effects, which are 
in turn influencing the dynamics of national 
labor markets and the scalar division of labor 
of educational governance. At the recently 
concluded World Economic Forum, Schwab 
(2016) in discussing the rise of the fourth 
industrial revolution reminds us that the first 
industrial revolution, in the late 18th century, 
was driven by mechanized production and 
powered by water and steam. The second 
industrial revolution, one hundred years 
later, relied inter alia upon the division of 
labor and used electric power to facilitate 
mass production. Again one hundred 
years later, the third industrial revolution 
automated production through electronics 
and information technology. Now, the 
fourth industrial revolution expands upon 
the digital revolution of the third industrial 
revolution by using cyber-physical systems 
that blur the lines between the physical, 
digital, and biological spheres. As such, 
the fourth industrial revolution and its 
ensuing mechanisms have the potential to 
revolutionize national education systems for 
good or for worse. 

The fourth industrial revolution 
suggests that in education we might 
see new “mechanisms of ‘parallel 
organization,’ operating on the basis of 

multilevel consensus, often functioning 
side-by-side with traditional [educational] 
bureaucracy” (Heckscher & Applegate, 
1994, p. 2). The two mechanisms of 
external effects of the fourth industrial 
revolution that are likely to impact national 
education developments particularly are: 
(i) “disruptive innovation” (Christensen, 
2013), i.e. the displacement of historical 
static systems, and (ii) the “Internet of 
Things” (Ashton, 2009),2 i.e. the movement 
away from human-to-human or human-to-
computer interaction (Abu Mezied, 2016; 
Schwab, 2016). In essence, fourth industrial 
revolution mechanisms are obviously slowly 

1. Friedman (2005) argues that globalization 1.0 commenced with the opening of trade routes between ‘old’ and ‘new worlds from 
the fifteenth-century to the nineteenth-century. Globalization 2.0, although interrupted by the great depression and two World Wars, is 
dated from turn of nineteenth-century to the end of the millennium. 

2. In 1999 Kevin Ashton coined the term Internet of Things to explain a new type of internet whereby we “empower computers with 
their own means of gathering information, so they can see, here and smell the world for themselves, in all its random glory” (Ashton, 
2009, p. 1). While the European Union embraced the concept in 2009 with the creation of the European Internet of Things Research 
Cluster (IERC), it was not until the creation of the digital single market in 2015 that the concept gained wider recognition.

Notes
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dislodging Dale’s (1999) mechanisms of 
external effects – i.e. policy harmonization, 
dissemination, standardization, installing 
interdependence, and imposition – 
since they are becoming part of the 
‘orthodoxy’ as educational systems 
are increasingly responding to changing 
dynamics of globalization. However, 
fourth industrial revolution mechanisms 
are working simultaneously with the older 
mechanisms, posited by Dale (1999), in 
shaping national developments in education 
policymaking. In light of the arrival of fourth 
industrial revolution mechanisms, there are 
lessons to be learned from how small (and 
micro) states have dealt with the earlier 
mechanisms posed by globalization. 

We challenge orthodox ‘vulnerability 
assumptions’ made about the behavior of 
small (and micro) states and argue that small 
(and micro) states should be treated with 
much more discretion. Small (and micro) 
states should much more than hitherto 
be viewed as having strengths rather than 
exclusively in terms of their vulnerability. 
In 2015, for example, certain small (and 
micro) states were consigned to the 
frontline leading up to the signing of 
the Sustainable Development Goals. As 
usual, global attention was given to their 
‘special vulnerabilities’ – given that they 
have historically been disproportionately 
challenged for sustainable development 
related to their geography, small size, 
and physical isolation (Cohen, Hermosilla, 
Espinel, & McLean, 2016; Soobratty, 2015; 
Veeenendaal & Wolf, 2016) – while little or 
no attention was placed upon ‘what can 
be learned from small (and micro) states’ 
in a changing global environment driven 
by complex interdependence and disruptive 
innovation. 

Re-(drawing) the Geometries 
of the Vulnerability Trap 

The characteristics of small state 
behavior have been a neglected area of 
research in education practically during both 
‘first and second generation studies’ (Jules & 
Ressler, forthcoming). On the one hand, small 
(and micro) states are more visible today on 
the international stage due to their perceived 
vulnerability. On the other hand, they are 
mostly categorized collectively as potential 

recipients for ‘one size fits all’ global 
policies. ‘First generation studies’ on 
educational developments in small 

(and micro) states have generally 
focused on the challenges these 
states face, chiefly underscoring 
numerous formulaic criteria: size, 
population, economic capacity, geographic 
propensity, autonomous jurisdiction, 
ecology, and others. These studies grew 
out of a focus on understanding how the 
perceived vulnerability and fragility of many 
small (and micro) states impact political 
and economic decisions (Briguglio, 1995; 
Bune, 1987; Demas, 1965; Kuznets, 1960; 
Holmes, 1976). In drawing attention to 
the perceived ‘behavioral’ characteristics 
of smallness, many of these studies 
illuminate scalar dynamics of smallness 
by drawing attention to “exaggerated 
personalism, limited resources, inadequate 
service delivery and donor dependence” 
(Sutton, 2006, p. 13) to explain the informal 
relationships and structures and the multi-
functionalism smallness – implying that one 
person holds several different functions (see 
Christensen, 2013).

‘Second generation studies’ 
usually begin by identifing the strategic 
capacities of smallness, while at the same 
time recognizing the consequences of the 
fragilities and vulnerabilities many small 
(and micro) states indeed display. Attention 
is given to analyzing the self-projections 
of small states, particularly when this self-
projection provides greater diplomatic 
leverage (Baldacchino, 2000). In fact, the 
public administration literature makes no 
distinction between big and small. However, 
a lot has been written about the strategic 
capacity of small (and micro) states and 
that they “typically reflect derivations of 
the Weberian model […] and its principles 
exhibit adaptations in features like greater 
personalism, less lourdeur administrative 
and more informal policy co-ordination” 
(Connaughton, 2010, p. 111). However, this 

‘deficit discourse’ is premised upon the 
perceived inability of many small (and micro) 
states to develop specialized institutions 
(Baldacchino, 2012; Jules 2012a). Also, 
several authors have identified that small 
size (economically or geographically) may 
also provide advantages, such as strategic 

flexibility (Baldacchino & Bertram, 2009) or 
the development of economies of scale 
that outperform centennial countries 
(Armstrong, de Kervenoael, Li, & Read, 
1998). Other authors, recognizing the 
advantages that small (and micro) 

states can leverage to accomplish 
reforms that bureaucratic behemoths of 

big states dream of doing, suggest moving 
away from a deficit view: “[S]mall (and micro) 
states have been rendered synonymous 
to chronically vulnerable and problematic 
territories for which aid, assistance and 
especially favourable deals are legitimate” 
(Baldacchino, 2012, p. 237). Instead, 
Jules (2012) suggests moving towards a 
“posteriori conceptualization [of smallness 
that focuses] on what it means to empirically 
study small (and micro) states rather than 
what it means to be identified as a small 
state” (p. 7). Second generation studies 
do not pigeonhole their analysis to nominal 
concepts, hard criteria, and the perceived 
handicaps of small states. The realization is 
that smallness may be both an asset and a 
liability of the changing nature and the role of 
the nation state, especially in emerging and 
frontier markets, and in the advancement of 
new hemispherical and regional players, such 
as custom unions, regional trade agreements 
and “trans-regional regimes” (Jules, 2008). 
The new realities, state reconstruction and 
hemispherical assemblages are becoming 
ever more important, as “globalization 
fosters intra- and inter-regional cooperation 
as it redistributes the importance to regions” 
(Reiterer, 2009, p. 181).

Moreover, small (and micro) states 
do not always fit well within the global 
development targets spelled out e.g. 
in the Jomtien Framework, the Dakar 
Framework for Action, and the Millennium 
Development Goals (MDGs) that dominated 
the policy cycles of the 1990s and 2000s 
as well as the recently signed Sustainable 
Development Goals. This is, however, not 
necessarily their ‘fault,’ for global education 
targets are often too reductionist and 

‘Second generation 
studies’ usually begin 

by identifing the 
strategic capacities of 

smallness.
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unspecific to match the particular situation of 
individual countries. Furthermore, educational 
research often ignores the vast differences 
between individual countries. This particularly 
applies to small (and micro) states where 
– based on purely formal criteria – rather 
diverse states are often indiscriminately 
lumped together. The application of the 
‘vulnerability paradigm’ to study educational 
development in small (and micro) states has 
also rendered educational actors powerless 
and attributed reforms and agenda-settings 
attitudes to ‘international knowledge banks’ 
(Jones, 2004). There is a rigorous body of 
literature on educational development in 
small (and micro) that suggests that external 
actors are responsible for the ‘uncritical 
international transfer’ of programs, policies 
and practices in these countries, given 
the lack of institutional capacity and aid 
dependence (Brooks & Crossley, 2013; 
Crossley, 1984; 1999; Crosley, Bray, Packer, 
& Sprague, 2011; Jules, 2015b; Holmes 
& Crossley, 2004; Lam, 2010; Louisy, 
200l). In fact, research about educational 
developments in small (and micro) 
states displays a certain ‘empirical cliff:’ for 
example, while there is a growing interest in 
why some of the many states categorized as 
small are more successful in coping with the 
challenges of globalization than others, there 
is diminishing empirical research about what 
actually constitutes ‘success’ (Jules, 2012; 
Jules & Ressler, forthcoming). In fact, across 
many disciplines – public administration 
(Connaughton, 2010), tourism (Bojanic & Lo, 
2016), political science (Veeenendaal & Wolf, 
2016), institutional analysis (Oppong, 2016), 
and education (Jules, 2012) – the strategic 
capacities of small (and micro) states are not 
studied, as research continues to emphasize 
the fragility paradigm small (and micro) states 
have been relegated to. As Veeenendaal 
and Wolf (2016) argue, habitually small (and 
micro) states “are often not considered to 
be ‘real’ states” (p. 279). Along this line, 
Baldacchino and Bertram (2009) suggest 
that “the survival into the modern era of a 
large number of successful small (and micro) 
states[...] is evidence [...] not of weakness 
but of underlying elements of strength that 
are inherent in small, often island, societies” 
(p. 142). Other authors have shed light on the 
multi-dimensionality of the resilience of small 
(and micro) states by asserting that many 

of these states are strategic innovators in 
battling their perceived faith of vulnerability 
and fragility (Easter, 1999; Guillaumont, 2010; 
Philpot, Gray, & Stead, 2015). In fact, it is 
widely acknowledged that “‘islandness’ [or 
land lockedness] has virtually no impact on 
the economic performance of microstates 
[...] and the early pessimistic tone of much 
of the research literature has now receded” 
(Armstrong & Read, 2000, pp. 288-289). 
In line with these arguments, we suggest 
that many small (and micro) states are 
using their strategic capacity in the form of 
‘geostrategic thinking,’ i.e. they tactically 
use their smallness when it provides 
strategic leverage, particularly in the area of 
educational cooperation. 

Re-(framing) Spatial 
Geometries in an Era of 
Horizontal Coordination 

Disruptive innovation and the Internet 
of Things (IoT) are considered the two most 
influential mechanisms of external effects 
of the fourth industrial revolution by many. 
Both of these emerging mechanisms are 
likely to reshape the fundamental dynamics 
of national educational developments in 
the coming decades. While we are not 
in the position to foresee their potential 
consequences, given their emergent nature, 
we discuss their ascendancy in the context 
of how certain small (and micro) states have 
responded in the past to “existential threats” 
(Girvan, 2010), ranging from climate change 
and transnational crime to food security and 
governance challenges.

First, complex interdependence has 
emerged as certain challenges to national 
education systems and sectors have 
occurred, an interdependence that renders 
issues in the global governance architecture 
progressively vivacious. This was part of the 
horizontal realignment of state reforms during 
the 1980s when new public management 
(NPM) and two generations of neoliberalism 
profoundly transformed national education 
systems globally. These reforms have 
given way to the post-bureaucratic state 
that is premised upon a vanishing scale, 
size, and space through novel regulatory 
instruments of coordination (Jules, 2012; 
Maroy, 2012; Pons & van Zanten, 2007). 
The evolution towards post-bureaucratic 

governance in education suggests that: (i) 
the Weberian legal-rational model, which 
advocates formal organizational structures 
and mechanisms, is declining, and (ii) there 
is a tendency towards regional institutional 
mechanisms steeped in collaboration, 
cooperation, diplomacy, and implementation 
(Jules, 2016). The shift towards transnational 
modules of governance suggests that the 
state now “defines objectives and oversees 
maintenance of the system management 
[…] [and] no longer wants to be seen as 
the sole provider of legitimate instruction” 
(Maroy, 2009, p. 78). Additionally, the 
internationalization in educational services, 
which is one out of twelve core service 
sectors under the General Agreement of 
Trade in Services (GATS), has created new 
promises and challenges for educational 
diplomacy.

Second, there is growing 
consensus that economic globalization 
has ‘paused’ owing to the proliferation 
of regional trading agreements (RTA) 
and tendencies towards an innovative 
form of protectionism. As Kjellén (2008) 
suggests, “we have entered a new era 
of international cooperation and […] the 
boundaries of traditional diplomacy – 
concentrated on national security and 
economic and commercial matters – are 
being extended to a much broader concern 
for global sustainability” (p. 2). It is within 
this changing geo-strategic global climate 
that educational development in small 
(and micro) sates is caught in the middle 
of the shift from established asymmetrical 
power relationships of center-periphery 
models to a different kind of multi-polarity 
that is denominated by non-traditional 
actors that play an increasingly prominent 
role alongside nation-states in determining 
national education priorities. An interesting 
example of this far-reaching development 
is the shift from “inter-regionalism,” i.e. 
the relationship between two separate 
regions, to “trans-regionalism,” i.e. 
common ‘spaces’ between and across 
regions in which constituent agents (e.g. 
individuals, communities, organizations) 
interact within (Dent, 2003). This happens 
as trade relations move away from “old” or 
“closed regionalism,” which is premised 
upon intra-regional and bilateral trade, 
to “new” or “open regionalism,” which 
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advocates internationally competitive 
outward-oriented strategies (Kuwayama, 
1999; McBrian, 2001), reduces external 
import barriers (Wei & Frankel, 1995), 
decreases intra-regional transactional 
costs (Fernandez, 1997; Reynolds, 
1997), liberalizes intra-regional markets 
(Kuwayama, 1999), and restructures 
the public sector (Sutton 2006; Bishop 
& Payne, 2010), amongst other things. 
Moreover, to facilitate the growth of 
“new regionalism,” there is now a trend 
towards creating “formal mechanisms” 
(Dale, 1999) to deal with transaction 
costs. Transaction costs refer to all 
resources that are spent in negotiation 
efforts, including time, personnel, money, 
prestige, and even power (Jules & Sa e 
Silvia, 2008). Overall, the regional level 
now has the role of providing “coordination 
of coordination of funding, provision and 
regulation of education” (Dale, 2009, p. 
11) through policy exchange at the multi-
governance level.

Third, the dynamics of emergent 
technological innovations in an era of 
increased competition are giving rise to 
rapid changes in fields such as artificial 
intelligence, robotics, autonomous vehicles, 
3-D printing, nanotechnology, biotechnology, 
materials science, energy storage, and 
quantum computing. These innovations are 
also reshaping education through disruptive 
innovation – e.g. the utilizing of interconnected 
computing devices, mechanical and digital 
machines, objects, animals or people – and 
the Internet of Things. On the one hand, 
disruptive innovation is reshaping how 
businesses and other organizations function. 
Unlike sustaining innovation, which focuses 
on improving existing products, disruptive 
innovation creates innovative markets and 
products and reshapes entire industries, as 
occurred e.g. with television (Netflix), hotel 
(Airbnb), classified ads (Craigslist), phone 

calls (Skype), record stores (iTunes), research 
libraries (Google), local stores (eBay), 
taxis (Uber), and newspapers 
(Twitter) (see Economist, 2015). As 

Christensen, Horn, Caldera, and 
Soares (2011) note, “[Disruptive 
education] is the process by which 
a sector that has previously served only 
a limited few because its products and 
services were complicated, expensive and 
inaccessible, is transformed into one whose 
products and services are simple, affordable, 
and convenient and serves many no matter 
their wealth or expertise.” (p. 2)

Disruptive innovation is also making 
its ways into higher education, where it is 
for e.g. redefining traditional ways in which 
universities deliver content, curriculum, and 
teaching and gradually replacing them with 
new alternatives (Dennis, 2016; Robinson, 
Morgan, & Reed, 2016; Thompson, 
2016). On the other hand, the Internet of 
Things (IoT), where ‘things’ are wirelessly 
connected via smart sensors (Ashton, 
2009; Pretz, 2013), is a relatively new 
phenomenon that has expanded in several 
sectors, ranging from transportation and 
healthcare to the automotive industries 
(He, Yan, G, & Xu 2014; Joshi & Kim, 2013; 
Li, Xu, & Zhao, 2015; Pretz, 2013). Li, Xu, 
and Zhao (2015) argue that “the words 
‘Internet’ and ‘Things’ mean an inter-

connected world-wide network based on 
sensory, communication, networking, and 
information processing technologies, which 
might be the new version of information 
and communications technology (ICT)” (p. 
244). Numerous analysts argue that the 
IoT will bring vast societal changes and 
economic growth driven by the “ubiquitous 
connectivity and intelligence, where a 
set of components, products, service 
and platforms connects, virtualizes and 
integrates everything in a communication 

network for digital processing” (Friess 
& Riemenschneider, 2014, pp. 5-6), 
which in turn will connect people’s 
professional and private lives. It is the 
connectability and the harnessing 
of services across the IoT that 

are likely to greatly impact national 
educational developments as well. With 

the liberalizing and commercializing of all 
kinds of educational services under the so-
called four modes of supply3 of the General 
Agreement on Trade in Services (GATS), 
which “rearticulate the nature and form 
of education and its governance through 
[…] to make education systems and 
education provision within nation-states 
more amenable to a global accumulation 
strategy” (Robertson, Bonal, & Dale, 2002, 
p. 479), national systems are likely to 
increasingly become susceptible to the IoT. 
In commenting on the damage done in the 
wake of liberalizing education in small (and 
micro) states, Mayo, Pace, and Zammit 
(2008) suggest that distance learning 
“with its flexibility, individually tailored 
programmes and liability for yet another 
form of cultural invasion, occupies the space 
left vacant because of the non-existence 
of universities (potential providers of 
extension learning services and continuing 
education) in many small states” (p. 223). 
It is known that the IoT creates an “open, 
global network connecting people, data, 

3. The four modes of supply are: (i) Cross-border supply: provision of education services at a distance, such as e-learning or in other 
distance learning programs; (ii) consumption abroad: the consumer (in education the student) travels to another country to access 
the service; (iii) commercial presence: the service company (university) sets up a subsidiary abroad, such as a branch campus; (iv) 
presence of natural persons: one person (education professional, researcher, consultant or teacher) travels and provides a service in 
another country. 

Note

Numerous analysts 
argue that the IoT will 

bring vast societal 
changes and economic 

growth driven by 
the “ubiquitous 
connectivity and 

intelligence
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and things” through the “use of synergies 
that are generated by the convergence 
of Consumer, Business and Industrial 
Internet” (Vermesan, et al., 2014, p. 17). In 
education, the IoT has already given rise to 
new forms of interaction between teachers 
and students, e.g. by expanding teaching 
and learning processes and broadening 
the environments in which students learn 
(Marquez, Villanueva, Solarte, & Garcia, 
2016). Thus, in education, the IoT implies a 
movement towards a “new ecology, [that 
will be] transformed by everything being 
connected” (Manu, 2015, p. 6). 

In education, an ever increasing 
datafication (Ozga, 2009, Resnik, 2016) of 
policymaking decisions – c.f. ‘evidence-
based’ and ‘evaluative state’ models 
that rely on league tables, rankings, and 
other international comparative target 
achievements (ICTAs) (Meyer & Benavot, 
2013) –4 is expanding the “global education 
industry” by allowing new non-state actors 
to compete (Ball, 2012; Jules, forthcoming; 
Steiner-Khamsi, 2016). These new non-
state actors (e.g. transnational corporations, 
civil society organizations, credit rating 
agencies, consultancies, and public-private 
partnerships) are changing the governance 
environment as they are increasingly 
contracted to deliver educational services 
and educational governance that were 
once provided by the state. Within this new 
educational reality, there is also a movement 
away from the development of certain skills 
for a knowledge-based economy towards 
credentialization, i.e. the earning of degrees 
to advance in the job market. Given the 
transformation of the delivery modes of 
education, education systems today are 
expected to be ‘testbeds for innovation.’ 
For example, in higher education, the rise of 
Massive Open Online Courses (MOOCs) – 
a term that was coined in 2008 to describe 

the pedagogical modes of Connectivism 
and Connective Knowledge (CCK) – is often 
replacing traditional “place-based” teaching 
modes (Abu Mezied, 2016). The rapid rise of 
MOOCs has not only created new business 
models and new markets for providers of 
higher education. While studying the impact 
of new mechanisms of external effects is a 
relatively new field of inquiry in Comparative 
and International Education, there is growing 
consensus that these new mechanisms are 
the new game changers, particularly given 
the rise of non-state actors in education. 

Re-(configuring) Geometries 
for Small (and micro) states 
– Educational Geostrategic 
Leveraging

Small (and micro) states rely upon 
their strategic capacities to act rather big 
in certain areas, while big states often act 
rather small. Such capacities can e.g. be 
found in areas such as health and education 
coordination in the small (and micro) states 
of the Caribbean Community (CARICOM). 
For example, Jules (2012) shows that 
CARICOM countries in responding to 
HIV/AIDS, use the mechanisms of policy 
transfer to invocate

•	 […] new mutualism – that is 
a policy reaction in the form 
of a multi-sectoral approach, 
international target set ting, 
and regional benchmarks 
[…] [as a way of] providing a 
coordinated regional response 
to the epidemic, but also a 
way to engage in building 
a new regional educational 
space in the form of the 
[Caribbean Educational Policy 
Space] through mitigation of 
transactional costs, sharing 

of policy best practices and 
techniques, and dissemination 
of information. (p. 278)

Such a coordinated response to 
external effects highlights two things. First, 
the era of uncritical international policy 
transfer that was a core characteristic of 
the 1980s and 1990s in small and (micro 
states) is declining. This decline speaks to 
the movement from education politics – 
how actors define the field of education 
and ensure policies that are designed 
– to the politics of education – focusing 
on how the broader social, economic 
and cultural context produces particular 
state politics and education policies (Dale 
1998). This implies that in education, 
small state behavior is atypical and often 
invoked during times of crisis. Thus, 
transformations in the global system 
simply play into the normative comparative 
advantages that small (and micro) states 
have, that is, the ability to leverage their 
bureaucratic and institutional flexibility. 
Many small states are therefore able 
to adapt better to endogenous and 
exogenous changes than many bigger 
states. In a changing global environment, 
many small (and micro) states are using 
their competitive strengths to mobilize 
the ‘politics of scale’ to diversify their 
post-colonial monocultural economies of 
scale by attracting investments from state-
owned Chinese conglomerates. A behavioral 
characteristic of many small (and micro) states 
is their growing ability to develop resilience 
to perceived global threats and shocks. In 
this way, we are able to see how certain 
external effects create alternative forms 
of educational cooperation or “educational 
diplomacy” (Jules, 2016) grounded in soft 
power. The idea of ‘geostrategic thinking’ 
and ‘geostrategic leveraging’ by small (and 
micro) states is not at all new, but only now 

4. These include International Evaluation of Educational Achievement (IEA); International Adult Literacy Survey (IALS); Programme for 
International Student Assessment (PISA); Programme for the International Assessment of Adult Competencies (PIAAC); Progress in 
International Reading Literacy Study (PIRLS); Global Monitoring Report (GMR); First International Mathematics Study (FIMS); Second 
International Mathematics Study (SIMS); Trends in International Mathematics and Science Study (TIMMS); and Teaching and Learning 
International Survey (TALIS).

Note
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-Dale, R. 2009. ‘‘Introduction.’’ In Globalisation and 
Europeanisation in Education, edited by R. Dale and S. 
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-Demas, W. G. (1965). The economics of development in small 
countries with special reference to the Caribbean. Montreal, 
Canada: McGill University Press.
-Dennis, M. J. (2016). The future of higher education is now. 
Enrollment Management Report, 19(11), 1-3.
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is it spilling over to educational research. 
Another example of geostrategic thinking is 
how the proliferation of international law and 
intergovernmental institutions provides small 
(and micro) states with choices concerning 
the actors they want to work with, rather 
than having global lenders and donors 
impose these actors upon them (Geser, 
1992; Hoffman, 2016). 

Second, these new cooperative 
and collaborative endeavors within small 
(and micro) states in education are fostered 
in what we call educational geostrategic 
leveraging. It is grounded in strategic-level 
bargain and cooperation at the national 
level to achieve regional consensus and a 
facet of gated regionalism – i.e. the return 
to protectionist policies – to respond to 
protracted global governance. As the 

global architecture is being restructured 
with the return to protectionist policies at 
various levels (energized e.g. by the global 
recession, the so-called refugee crisis in 
European, sluggish growth in China, and 
an expansion of transnational terrorism), 
and the arrival of the fourth industrial 
revolution, many small (and micro) states 
are responding in unique ways. Not only 
is educational geostrategic leveraging 
built around a strategic capacity found in 
small states, but it is also driven by the 
mechanisms of external effects that are 
reshaping the global level. Educational 
geostrategic leveraging is built around 
networks of coordination and collaboration 
in that it is a “process-oriented mode of 
policy-making [that] amounts to a more 
structural mode of exerting influence since 

it allows in principle for the simultaneous 
extension of regulatory and organizational 
boundaries.” (Rhodes, 1997, p. 15). It 
is in this context that we suggest that 
educational geostrategic leveraging is 
emerging as a component of collaboration 
and cooperation at the regional and other 
levels. Educational geostrategic leveraging 
creates new horizontal spaces that operate 
within the unique contours small (and 
micro) states function within. In education, 
new innovations are changing traditional 
geometries of educational governance. 
Therefore, the fourth industrial revolution 
mechanisms provide us with the opportunity 
to better understand how small (and micro) 
states have responded to previous external 
threats and to reflect on what this means 
for our understanding of big states. 
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Introduction
In 1997, the first United Nations 

document on academic freedom – the ILO-
UNESCO Recommendation on the Status 
of Higher-Education Teaching Personnel 
(hereinafter, the Recommendation) – was 
born,1 marking a watershed moment in the 
evolution of academic freedom in the world. 
Though the document, at birth, was considered 
as non-binding, it can be deemed to have now 
attained customary international law status 
and is therefore binding (Appiagyei-Atua, 
2015).2 The document itself places a general 
obligation on states and their universities to 
“take all feasible steps to apply the provisions 
spelled out [in the Recommendation] to give 
effect, within their respective territories, to the 
principles set forth in this Recommendation” 
(ILO-UNESCO, 1997, para 73). Since the 
adoption of the document for the first time 
in the African context, the present author 
undertook a research project to assess the 
health of academic freedom on the continent, 
using the four principal indicators outlined 
in the Recommendation – institutional 
autonomy, self-governance, individual rights 
and freedoms for academics, and tenure. The 
focus of the present work is to disaggregate 
the data on Small Island Developing States 
of Africa (SIDSA) for further analysis in view 

of some unique features they possess and 
which make them distinct from mainland 
universities.

What is SIDSA?
According to the United Nations 

Office of the High Representative for the 
Least Developed Countries, Landlocked 
Developing Countries and the Small Island 
Developing States (UN-OHRLLS), small 
island states are “recognized as a distinct 
group of developing countries facing 
specific social, economic and environmental 
vulnerabilities.”3 Going by this definition, 
the following countries in Africa fall into the 
category of SIDSA: Guinea-Bissau, Cape 
Verde, Sao Tome and Principe, Mauritius, 
Comoros and Seychelles.4 However, 
this work supports a definition of small 
states which shifts the emphasis from 
their vulnerability to their resilience and 
resurgence as emerging economic powers 
(Lewis-Bynoe, 2014; Jules, 2012).5

Definition of academic 
freedom

For the sake of this exercise, the 
paper adopts the definition of academic 
freedom as an entitlement carved out for 

Higher Education
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1. The document though is not exclusively for issues of academic 
freedom. See ILO, “UNESCO Recommendation concerning the 
Status of Higher-Education Teaching Personnel, 1997. Text adopted by 
the 29th Session of the General Conference of UNESCO” (GB.271/
LILS/9, 271st Session, Geneva, March 1998).

2. “The UNESCO 1997 Recommendation – Is it legally binding?” 
(February 2015) University Values (http://salsa4.salsalabs.com/
o/50943/p/salsa/web/blog/public/?blog_entry_KEY=64&killorg=True)

3. http://unohrlls.org/about-sids/

4.Office of the High Representative for the Least Developed 
Countries, Landlocked Developing Countries 
and Small Island Developing States (UN-OHRLLS) “SMALL ISLAND 
DEVELOPING STATES
Small Islands Big(ger) Stakes” (2011) http://unohrlls.org/custom-
content/uploads/2013/08/SIDS-Small-Islands-Bigger-Stakes.pdf

Notes

Kwadwo Appiagyei-Atua 

l Abstract
The paper focuses on assessing 

the state of academic freedom in African 
countries but with special attention to 
Small Island Developing States in Africa 
(SIDSA) with the goal of disaggregating 
the data on the latter and using that for 
comparative analysis with the mainland. 
The conclusion reached is that SIDSA, 
though having generally attained their 
independence later than their mainland 
counterparts and having had delayed ac-
cess to higher education, have generally 
performed better than mainland States. 
They also lead the mainland States in 
terms of economic, technological and 
democratic advancement. The relation-
ship between these developments and 
the respect for academic freedom is 
discussed. The conclusion reached is 
that economic, technological and demo-
cratic development impacts on respect 
for academic freedom, which acts as 
a catalyst for improvement in higher 
education standards. Higher education 
in turn fosters economic, technological 
and democratic advancement, thereby 
creating a cycle.

Keywords: academic freedom, SIDS, Africa, higher educations
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Higher Education
academics, higher education institutions and 
students to enable access and opportunity to 
conduct scientific enquiry and disseminate 
the findings thereof – through teaching, 
publication and the application of the findings 
to promote human welfare – within the 
limits of public order, professional ethics and 
social responsibility and without restraint or 
the threat of sanctions by government and 
other power brokers (Appiagyei-Atua, 2015, 
p. 52).6

Origins of higher education 
in Africa

Though university education has 
its roots on the continent of Africa, its 
sustainability was compromised following 
the institutionalisation of European 
colonialism which destroyed many of 
these institutions or restructured them 
to suit European formats (Lulat, 2005).7 
The motive was to pave the way for and 
justify the ‘mission civilisatrice’ agenda of 
colonialism, which was used as a charade 
to exploit and plunder Africa’s resources and 
capture slaves to the New World to work on 
plantations. For these and other reasons, 
higher education never featured on the 
colonial agenda (Appiagyei-Atua, 2015, pp. 
56-58).

However, the imminent demise 
of colonialism centuries later provoked 
a change in the educational policy of the 
colonial enterprise in order to lay the 
foundation for neo-colonialism to take off 
as the new exploitative agenda by the 
departing colonialists. This agenda called 
for the training (europeanisation) of a cadre 
of individuals in administrative, clerical and 

related responsibilities, ultimately leading 
to the establishment of two commissions, 
the Asquith and Elliot Commissions.8 
The Asquith Commission report, which 
became “Britain’s blueprint for the export 
of universities to her people overseas”9 and 
as “cultural subsidiaries of British academic 
MNCs,”10 led to the establishment of a 
number of colonial university colleges in 
Africa under the suzerainty of the University 
of London. A similar enterprise took place 
among the French and other colonial 
territories in Africa. It is on record that, as 
a result of the colonial agenda, few colonial 
universities (18 in all) were present in Africa 
at the time of independence in the late 
1950s and early 1960s.11

At independence, African states 
negotiated for and adopted liberal democracy 
in their constitutions as a precondition for 
independence (Bing, 1968).12 This impacted 
on respect for academic freedom in higher 
education institutions. Thus, for example, 
in the Tananarive Report, Africa committed 
itself to respect academic freedom by noting, 
among others, that “… if by chance the 
African university loses its freedom to teach 
and to learn, to research and to disseminate 
the results of its research, it loses its raison 
d’être.”13 However, following the rejection 
of liberal democratic principles for African 
Socialism, respect for academic freedom 
suffered a downturn on the continent. 

African leaders sought to 
“decolonise” the colonial university colleges 
due to claims of elitism/ivory tower mentality, 
foreign content of course structure and 
European dominance on the staff list, among 
others, as they embarked on an ambitious 
agenda to establish new universities and 

 

6.Appiagyei-Atua, K. “The Capture of Institutional Autonomy by 
the Political Elite and its Impact on Academic Freedom in African 
Universities: A Critique.” (Summer 2015) Higher Education 
Review Vol 47 No. 3, pp. 48-74.

7.Lulat Y. G.-M., A History of African Higher Education from 
Antiquity to the Present (2005) 46.

8-9.For British colonies generally and for West Africa.

10. Mazrui

11. Of this number, none was present in the SIDSA, apart from 
Mauritius – University of Mauritius was established three years 
before independence, in 1965. 

12. Geoffrey, B., Reap the whirlwind: An account of Kwame 
Nkrumah’s Ghana from 1950 to 1966 (McGibbon and Kee, 1968).

13.UNESCO/CHEA, Conference on the Development of Higher 
Education in Africa, Tananarive, 1962, Report, Chapter 1, para 3.

l Résumé

Cette communication est axée 
sur la situation entourant la liberté aca-
démique en Afrique, avec une attention 
particulière aux petits Etats africains. 
Elle a pour objectif de disséquer les 
données sur ces Etats pour ensuite 
les utiliser en vue d’effectuer une ana-
lyse comparative avec la situation qui 
prévaut sur le continent. Les conclu-
sions établies sont que ces petits Etats 
africains font mieux, et ce, malgré le fait 
qu’ils ont obtenu et leur indépendance 
et l’accès à l’enseignement supérieur 
après leurs homologues du continent. 
Ils occupent également les premières 
places en ce qui concerne les avan-
cées économique, technologique et 
démocratique. Le rapport entre ces 
résultats et la situation sur le plan de 
la liberté académique étant aussi ef-
fectué ici, les conclusions démontrent 
que le développement économique, 
technologique et démocratique a un 
impact sur la liberté académique, qui 
constitue en elle-même un élément cat-
alyseur pour l’amélioration du niveau de 
l’enseignement supérieur. Celui-ci, en 
retour, promeut les avancées économ-
ique, technologique et démocratique 
dans ce qui semble constituer un cycle. 

Notes
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prioritise higher education as a critical 
component of Africa’s development agenda. 
The idea of “developmental universities” 
subsequently emerged with the universities 
designated as a critical component of the 
one-party machinery to promote economic 
development (Sawyerr, 2004).14 The result 
was intrusive political interference in the 
universities and the perception of dissent on 
the university campus as an unacceptable 
phenomenon which needed to be crushed 
(Kwapong, 1966, p. 545).15 Consequently, 
serious violations of institutional autonomy 
– and, with them, of individual rights and 
freedoms of academics and students – 
became the order of the day.16 

The SIDSA

These developments, however, took 
place principally on the mainland, for – apart 
from Mauritius, which gained independence 
from Britain in 1968 – the SIDSA remained 
under colonial rule until Guinea Bissau had its 
independence from Portuguese rule in 1973, 
followed by Cape Verde, Sao Tome and Principe, 
and Comoros in 1975, and Seychelles in 1976.

Yet, even after independence, 
SIDSA remained without institutions of 
higher education. In Sao Tome & Principe, 
Guinea-Bissau and Cape Verde, there were 
no students in higher education by 1969/70. 
Comoros established its first university in 
2003, just like Guinea-Bissau. Sao Tome & 
Principe followed suit in 2005, with Cape 
Verde in 2006 and Seychelles in 2009. 
Consequently, their governments, apart 
from Mauritius, continued to send their 
students abroad to study in the former 
colonial states but not to mainland Africa, 

though countries such as Ghana, Senegal, 
etc. specifically welcomed in their laws 
African students to study in their countries 
in the name of African unity. 
Assessing academic freedom  
in SIDSA

Following the adoption of the ILO-
UNESCO Recommendation concerning 
the Status of Higher-Education Teaching 
Personnel in 1997, the level of compliance of 
the document by states in Europe, Australia, 
etc. has been assessed (Karran, 2007).17 A 
similar exercise has been undertaken by the 
present author for Africa (Appiagyei-Atua, 
n.d.).18 The rest of the paper is devoted 
to extracting the findings on the SIDSA 
countries for comparative purposes.

The work breaks down academic 
freedom into four indicators, as found in the 
UNESCO Recommendation: institutional 
autonomy, institutional governance, tenure 
and individual academic freedom.

Institutional autonomy
Paragraph 17 of the Recommendation 

defines institutional autonomy as “that 
degree of self-governance necessary 
for effective decision making by 
institutions of higher education 
regarding their academic work, 
standards, management and related 
activities consistent with systems 
of public accountability, especially in 
respect of funding provided by the state, 
and respect for academic freedom and 
human rights.”

With respect to the compliance level 
for this indicator, the survey found out that 

there was 31% compliance among all the 
African countries surveyed, 47.6% qualified 
compliance and 24% non-compliance.

Under this category, all the four 
countries on which data was available were 
in compliance:

Comoros
The University of Comoros is a 

public scientific and cultural institution with 
administrative and financial autonomy.19

Cape Verde
The University of Cape Verde 

enjoys scientific, cultural pedagogical, 
administrative, financial and property 
autonomy.20 The Rector is elected by an 
electoral college composed of, inter alia, 
teachers with tenure, whose electoral 
expression shall represent 60% of the 
vote.21

Seychelles
Higher education establishments 

… shall have autonomy encompassing 
academic, administrative, economic and 
finance management activities, based on 
the principle of self-governance, academic 
freedom, as defined in the Constitution of 
the Republic of Seychelles, this Law, other 
laws and regulations and higher education 
establishment Charters.22

Mauritius
Institutional autonomy is 

guaranteed.23 The Chancellor is appointed 
by the President of the Republic acting on 
the advice of the Prime Minister.24 V.-C. is 
appointed by the Council after consideration 
of a report of a Committee of eleven 

Notes

14. Sawyerr, A. ‘Challenges Facing African Universities: Selected 
Issues (April 2004) Vol. 47 (1) African Studies Review 1. 

15. Kwapong, A. “University of Ghana: Address by the vice-chancellor, 
Dr. Alexander Kwapong, to congregation” in (1966) Vol IV Issue 4, 
Minerva, p. 542).

16. HRW.

17. Karran, T. (2007) ‘Academic freedom in Europe: A preliminary 
comparative analysis’, Higher Education Policy 20(3): pp. 289–313
18. Appiagyei-Atua, K., A Review of Academic Freedom in Africa 

through the Prism of the UNESCO Recommendation.

19.Created by Ordonnance n° 03-006/ PR du 08 septembre 2003.

20. Articles 1,5,6,7 of the Estatutos da Universidade de Cabo Verde 
– UNI-CV.

21. Article 19(2) of No 16 «B. O.» Da República de Cabo Verde 
20 de abril de 2009.

22. Article 10(1) of the Seychelles Higher Education Act.

23. Articles 3(3) and 5 of The University of Mauritius Act (Amended), 2012.
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Higher Education
members consisting of the Council Chair, 
five non-members and five members of 
Senate.25

Self-governance

Para 31 of the ILO-UNESCO 
Recommendation stipulates that self-
governance implies that “[h]igher-education 
teaching personnel should have the right and 
opportunity, without discrimination of any kind, 
according to their abilities, to take part in the 
governing bodies and to criticize the functioning 
of higher education institutions, including their 
own, while respecting the right of other sections 
of the academic community to participate, and 
they should also have the right to elect a majority 
of representatives to academic bodies within the 
higher education institution.” 

Thus, self-governance is divided into 
two, covering the composition of university 
councils on the one hand and academic 
boards on the other. For the former, the 
following statistics were obtained from 
the research: compliance 45.7%, qualified 
compliance 17.1%, non-compliance 37.2%. 
For academic board (Senate), the figures 
are as follows: compliance 77.7%, qualified 
compliance 0%, and non-compliance 22.3%.

Comoros scored compliant under 
university council and non-compliant under 
senate. 26 The rest, Cape Verde,27 Seychelles 
and Mauritius28 all scored compliant in both 
instances.29 Seychelles’ laws, for example, 
provide:

In appointing members to the 
University Council, the recognised 
authority shall give due consideration to 
representativity of the Senate, the leading 

members of the economic, industrial and 
social fields to represent the general interest 
of the country, academic staff not part of the 
Senate, non-academic staff, learners, and 
the Vice-Chancellor.

The number of the leading members 
of the economic, industrial and social fields 
shall not exceed all of the other members in 
the University Council members.30

The Senate includes professors who 
should compose not less than 50% of the 
membership.31

Tenure
The third indicator, tenure, is 

defined under paragraphs 45 and 46 of 
the Recommendation. In short, it refers to 
security of employment and the creation 
of the environment for performance of 
duties. Of this, the compliance level is 
91.5%, qualified compliance 2.1% and non-
compliance, 6.4%.

With respect to the particular 
instance of the four countries with available 
data, they were all found to be compliant. 
In Comoros, for example, the definition 
of a public servant under article 2 of the 
civil service law also covers lecturers, 
who are protected against indiscriminate 
dismissals.32 In Cape Verde, the university 
has the power to punish, in accordance with 
law and relevant regulations, disciplinary 
offenses practiced by teachers, students, 
researchers and other personnel. Of the 
penalties imposed under the disciplinary 
autonomy there is always a right of appeal 
under the law.33 

In the case of Seychelles, 
discontinuation of employment as a disciplinary 

measure shall only apply with respect to “just 
and sufficient cause related to professional 
conduct demonstrable before an independent 
third-party as prescribed by the [university] 
Charter.”34 And in Mauritius, a university court 
is established which serves as the supervisory 
body of the University with the right to receive 
reports on the working of the University, 
including issues related to labour issues.35

Individual Rights  
and Freedoms 

This indicator is also referred to as 
academic freedom for academics and is 
defined under paragraph 27 of the ILO-
UNESCO Recommendation as providing 
five freedoms for academics: 

(i) freedom of teaching and discussion, 
(ii) freedom in carrying out research and 
disseminating and publishing the results 
thereof, 
(iii) freedom to express freely their opinion 
about the institution or system in which they 
work,
(iv) freedom from institutional censorship and 
(v) freedom to participate in professional or 
representative academic bodies.

The compliance levels are as follows: 
61.7% for compliance, qualified compliance 
3.0% and non-compliance 35.3%.

Under this pillar, there was no 
data available for Mauritius and Comoros, 
in addition to Guinea-Bissau and STP. 
Cape Verde and Seychelles both reached 
compliant levels. The Cape Verdean law, for 
example, provides:

The Uni-CV respects and promotes in its 
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24. Article 8(2) of the University of Mauritius (Amended) Act, 2012.

25. Article 6 of the Statutes of the University of Mauritius 2013.

26. http://www.univ-comores.km/?page_id=412

27. For example, see articles 23 and 24 of the Estatutos da 
Universidade de Cabo Verde UNI-CV and article 25 of Boletim Oficial, 
Sumario Sexta-feira, 4 de Dezembro de 2009 III Série Número 46.

28. Section 20 (1) of the University of Mauritius Statutes 2013.
29. Article 23, 24 of the Estatutos da Universidade de Cabo Verde  

UNI-CV. Also, article 25 of Boletim Oficial, Sumario Sexta-feira, 4 de 
Dezembro de 2009 III Série Número 46.

30. Article 22(3) and (4) of the Seychelles Higher Education Act.

31. Article 20(2) of the Seychelles Higher Education Act.

32. Loi n°04-006 du 10 novembre 2004, Statut général des 
fonctionnaires. Also, see labour lawLOI N°12- /AU Abrogeant, 
modifiant et complétant certaines dispositions de la loi N°84-108/PR 
Portant Code du Travail.
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action values essential to derive the principles 
and rights enshrined in the Constitution and 
the Basic Law Education System, including:  
i) Freedom - The Uni-CV should be assumed 
to be understood as a privileged space for 
creation and circulation of ideas, not being 
subject to any kind of ideological constraints, 
and. 

ii) Autonomy - The Uni-CV is 
established as an institution autonomous… 
guaranteeing the free exercise of research 
functions, teaching and extension activities 
as well as ensuring broad access to sources 
of information required by the process of 
active promotion of knowledge.36 

The Seychelles Higher Education 
Act, for its part, stipulates that:

Higher education establishment, 
academic staff and learners shall be entitled 
to freedom of expression, studies, research 

and artistic creation, and shall enjoy them 
without infringing the rights of other persons 
or violating laws, other legal acts and the 
higher education establishment Charter.37

Academic freedom  
in the Constitution

A fifth indicator is provided, that is 
whether academic freedom is specifically 
recognised in the constitution or otherwise. The 
findings reveal that for the first time in the history 
of African constitutional law development, 
“academic freedom” has been enshrined in 
the constitutions of some of these states, 
either explicitly or directly. Currently, there 
are 14 (25.45%) of the 55 African countries38

which have specific reference or give explicit 
recognition to “academic freedom” in their 
Constitutions.39 Apart from explicit recognition, 8 

(12.7%) of these countries40 have direct 
reference or recognition of academic freedom 
in their Constitutions.41 Direct recognition 
of academic freedom includes reference to 
constituent elements of academic freedom in 
the Constitution. The rest, 34 (61.8%) of them, 
has indirect reference only.42 This means that 
the absence of direct reference to academic 
freedom or the constituent parts thereof, and 
reference to academic freedom can only be 
inferred from freedom of expression.

An example of a compliant state is 
Cape Verde, where the law stipulates that:

Everyone shall have the freedom to 
learn, educate and teach. Freedom of learning, 
educating and teaching shall include:

(a) The right to attend teaching and 
educational establishments and to teach 
without discrimination, as provided by 
law…43

Notes

33. Article 8 of the Estatutos da Universidade de Cabo Verde 
– UNI-CV. See also article 38 of the Estatutos da Universidade 
de Cabo Verde – UNI-CV; article 3 of I SÉRIE  NO 16 «B. O.» da 
Republica de Cabo Verde  20 de abril de 2009 which provides 
that The staff of the Uni-CV are subject to the legal regime 
regulating general labor relations applicable to public institutions, 
governed by the provisions of Labour Code, without prejudice 
to the provisions of paragraphs and this Statute.

34.Article 14 of the University of Mauritius Act, 1971, Act No. 
17 of 1971 amended as follows: in 1992 by Act No. 47 of 1992 
and published in the Government Gazette of Mauritius No. 118 
of 12 December 1992; and in 2012 by Act No. 27 of 2012 and 

published in the Government Gazette of Mauritius No. 129 of 
22 December 2012. Article 28 of the Statutes of the University 
of Mauritius 2013. Also, The Employment Rights Act 2008, Act 
No. 33 of 2008.

35. Article 14 of the University of Mauritius Act, 1971, Act No.17 
of 1971 amended as follows: in 1992 by Act No.47 of 1992 
and publishes in the Government Gazette of Mauritius No. 118 
of 12 December 1992; and in 2012 by Act No.27 of 2012 and 
published in the Government Gazette of Mauritius No.129 of 22 
December 2012. Article 28 of the statutes of the University of 
Mauritius 2013, The Employment Rights Act 2008, Act No.33 
of 2008.

Country
Institutional 
autonomy

Individual rights and 
freedoms in legislation

Democratic structure of  University 
Council/ Composition of academic 

sta� on Senate 
Tenure

Constitutional 
reference to 

academic 
freedom 

Cape Verde Compliance Compliance Compliance/Compliance Compliance Indirect (N-C)

Comoros Compliance Non-Compliance Compliance/Non-Compliance Compliance Explicit (C)

Seychelles Compliance Compliance Compliance/Compliance Compliance Explicit (C)

Mauritius Compliance Non-Compliance Compliance/Compliance Compliance Indirect (N-C)

G.-Bissau NA Quali�ed Compliance NA NA Indirect (N-C)

STP NA NA NA NA Direct (QC)

A table depicting the above analysis is provided below:
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Higher Education
Having discussed the matters as 

noted above, it is acknowledged that the 
current phase of the evolution fervour that 
is engulfing the universities in the world 
is having its equal impact in Africa, includ-
ing the SIDSA. This development covers 
issues such as privatisation/deregulation 
(“Washington Consensus in academia”), 
marketization/commercialisation and re-
lated to that, outsourcing.

The consequences have been 
negative for academic freedom in Africa. 
These include preoccupation with income 
generation, with little time or resources to 
conduct research and produce new knowl-

edge. A related issue is commodification 
of knowledge, with students considered 
as consumers. As a result, students are no 
more subjected to critical thinking/learning 

while the university is increasingly measur-
ing its success not by the amount of new 
knowledge produced but by recruitment 
and graduation rates.
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36. Article 4 of the Estatutos da Universidade de Cabo Verde.

37. Article 10(4) of the Seychelles Higher Education Act.

38. Ghana, South Africa, Uganda, Kenya, Malawi, Sierra Leone, 
Liberia, Tunisia, Libya, Sudan, South Sudan, Namibia, The 
Gambia and Zimbabwe.

39. Explicit recognition means specific use of the term 
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Sao Tome and Principe, Gabon and Ethiopia.
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43.Article 49 of the Constitution of the Republic of Cape Verde.
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the international conference on “Rethinking Education in Small 
Island Developing States” in Seychelles, July 2015. Slides 
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45.Van Zyl, G. “Mauritius and Seychelles are Africa’s top 
technology centres” (25 April, 2014).
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l Conclusions

The work has sought to assess the state of academic 
freedom in African universities and disaggregating the data on 
SIDSA for a comparative analysis, relying on the four indicators 
embedded in the ILO-UNESCO Recommendation. The conclusion 
is that in spite of the peculiar vulnerabilities that SIDSA face, the 
level of respect for academic freedom from the legal point of 
view is generally higher, compared to the mainland universities. 
This may be attributable to the shift in educational priorities in 
the SIDSA, which, according to Michael Crossley, focuses on 
“school effectiveness, quality, inclusion, skills training and higher 
education.” (Crossley, 2015).44

It is also important to note that the SIDSA are among the 
leading nations in Africa as a whole in terms of economic and 

technological development (van Zyl, 2014). 45 The democratic 
credentials of the SIDSA generally are also quite advanced, 
compared to the mainland. For example, of the nine countries 
adjudged to be free by Freedom House (in terms of respect for 
freedoms and democracy), four are from the SIDSA. These factors 
– the economy, technology and democracy – play a key role in 
promoting greater respect for academic freedom in universities. 
Academic freedom also helps to promote higher education, which 
in turn helps the latter to act as a catalyst and facilitator for economic, 
technological and democratic innovation. Consequently, Crossley 
(2015) notes that “the rise of the knowledge economy underpins 
the current expansion and strengthening of higher education with 
related implications for improved coordination, the harnessing of ICT 
and quality assurance mechanisms.” The mainland therefore has 
something to learn from their petit and upstart island neighbours.

Score Country Academic freedom ranking

100% Cape  Verde Free 
85% Seychelles Free
75% Mauritius Free
62.5% Comoros Partly free
N/A STP N/A
N/A Guinea-Bissau N/A

Based on the above analysis, the ranking for the SIDSA is as follows:
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GENERATING NEWER EDUCATIONAL AGENDAS FROM 
LOCAL TEACHING REFORM INITIATIVES
Key words: mathematics teaching, Small Island Developing States, pedagogical reform

Justin D. Valentin

l Abstract

In this paper I argue for more 
profound research into teaching 
initiatives that are implemented in the 
education system of small developing 
states. Although there is a tendency 
for smaller developing nations to 
adopt research ideas from the more 
industrialised countries, I advocate 
that once these ideas are introduced in 
schools, they should be studied in their 
new context. Findings around these 
ideas may disclose newer knowledge 
about both the ideas themselves and 
other related aspects. Unfortunately, 
the poor research capacity in the 
small states has limited the quality 
of investigation into local education 
projects, hence leaving incomplete 
many of the well intentioned jobs aiming 
at improving the teaching and learning 
environment. Drawn from a larger 
research, this paper discusses how a 
primary mathematics teaching reform 
initiative in the Seychelles has sourced 
new conversations about education 
provision in State schools. Teachers’ 
experiences enacting a mandatory 
approach to teaching mathematics 
have given rise to a number of issues 
specific to the quality of teaching and 
the approach to pedagogical reform. 
These issues are agendas for improving 
education provision in the country.

Introduction
Generally, policy makers in SIDS tend 

to look towards the developed nations for 
their educational reform agendas. Through 
intellectual exchanges, educational change 
knowledge has been widely exported to 
the developing part of the world (Sahlberg, 
2006). Due to constraints of size and 
finances, developing states usually lack 
both the professional and research capacity, 
and the resources to initiate and manage 
the implementation of reform activities. 
Reforming educational processes is a 
complex endeavour requiring specialized 
skills. Changing teachers’ instructional 
practices, in particular, requires good 
capacity, adequate physical and financial 
resources, and a receptive environment 
(Harris, 2001), most of which are limited 
in SIDS. Furthermore, research activities, 
especially classroom-based activities or 
pedagogical innovative works, are seldom 
published outside the local jurisdiction, 
hence limiting educators within the smaller 
states from learning from one another. 
Consequently, education systems in SIDS 
have been relying heavily on advancements 
and research findings from bigger developed 
systems when they strive to induce changes 
in their educational processes. 

The pertinence of transferring 
reform ideas from the North to the South 
has been challenged (Crossley & Holmes, 
2001). For instance, it could be argued 
that priorities and agenda of international 
educational development over-emphasize 
the perspectives of large states and pay 
little consideration to the specific contexts 
of small states (Crossley & Holmes, 2001). 
Moreover, reform ideas that work well in 
the North do not necessarily work in the 
South, unless they undergo a high level of 
adaptation (Datnow, 2002). For instance, 
Bray (1990) has argued that small states 
are not simply scaled down versions of 

bigger states, hence suggesting that what is 
applied or can be done in bigger states may 
not simply be applied to the smaller states 
in reduced volumes. Small states have their 
own simplicity and specificity which render 
them unique in a number of ways. This 
argument points to the need for adaptation, 
which makes the reform unrecognizable due 
to the many changes made to the original 
intent (Woodbury & Gess-Newsome, 2002). 
Nevertheless, the act of importing reform 
ideas into developing education systems 
continues. 

In this paper, I argue through a 
case study in the primary mathematics 
teaching in the Seychelles, the Mathematics 
Lesson Structure (MLS), that educational 
development in the more developed 
countries may be a stimulating base for 
policy makers in SIDS. MLS, motivated 
by the National Numeracy Strategy (NNS) 
in UK, illustrates how an idea developed 
in a big industrialized nation generated an 
educational reform agenda in one of the 
smallest developing states of the world. 
Although current debates look down upon 
developments in the educational domain 
of developed countries as being generally 
irrelevant to what the priority is within 
developing countries, I argue through this 
specific case that it is possible, to a large 
extent, to transfer reform ideas from the 
North and effect changes in educational 
systems in the South. However, I converge 
with Crossley (2010) and others to press for 
more specific innovations in SIDS that take 
context into consideration so that this group 
of states benefits from comparative studies. 
The aim of this paper is not to commend 
the transfer of knowledge from big to the 
small states. Instead, it points to the need 
to get researchers from the small states to 
examine local pedagogical initiatives as a way 
of learning. Here I argue how local research 
can constitute valuable agenda for sourcing 
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educational conversations.

The context of this paper
This paper is drawn from my doctoral 

work (Valentin, 2013), which looks into the 
impact of a teaching reform introduced 
in the primary schools of Seychelles. The 
reform was described in the first issue 
of Island Studies (Valentin, 2014). The 
main datasets onto which this paper is 
grounded relate to the Seychelles data from 
the SACMEQ studies (Leste, Valentin, & 
Hoareau, 2005), the IPAM study carried out 
by the Ministry of Education (unpublished 
data) and ‘classroom observation’ data 
collected as part of the primary dataset 
for the doctoral study. The main research 
question relates to how pupils’ achievement 
and instructional practices changed over the 
reform period. To this end, firstly, I inquired 
into the pupils’ achievement from 2000 to 
2009, a period which covers both the pre- 
and post-reform period. Secondly, I sought 
to ascertain the applicability of MLS – the 
kind of classroom ambiance it evoked and 
factors that impinged on teachers’ capacity 
to use the reform ideas as prescribed. 
a) I assessed the fit between MLS and 
actual practice of mathematics teaching; 
b) I collected information to generate post-
lesson discussions with teachers on how 
MLS facilitated or constrained their teaching; 
c) I acquired examples of how teachers 
enacted the MLS reform during their actual 
mathematics lessons; d) I ascertained 
how teachers’ background and experience 
shaped MLS lessons; and e) I built a profile 
of MLS lessons. 

•	 In the context of promoting 
reform-oriented instruction 
and changes to traditional 
practices, Grubb (2000) provides 
an interesting remark which 
supported my idea of carrying 
out lesson observation in this 
specific study: “As generations 
of reformers have lamented, 
anything can happen when the 
teacher closes the door, and so 
the most carefully constructed 
reforms may be undone when 
teachers revert to old and 
familiar practices”(Grubb, 2000, 
p. 696).

When teachers report through 

questionnaires or informal communication 
that they are applying reform ideas as 
suggested, we can only assume that this is 
true. Observation is the most reliable means 
of ascertaining how they are engaging with 
the reform. Moreover, important practical 
considerations are lost if no systematic 
observation is done. Even if it is agreed 
that teachers may at times adapt reform 
ideas to fit classroom realities or reject a 
call for reform if it is not promising, it is also 
important to know, behind those closed 
doors, the extent to which reform ideas are 
tried out before they are adapted or ignored 
altogether (Grubb, 2000).

Procedures and data analyses
The Southern African Consortium for 

Monitoring Educational Quality – SACMEQ 
– (Ross, Saito, Dolata, Ikeda, & Zuze, 
2004) is an association comprising fifteen 
Ministries of Education, among which that 
of Seychelles. It seeks to monitor and assure 
quality in the education provision within the 
developing countries of Southern and Eastern 
Africa (Murimba, 2005). Four major studies 
have been conducted so far under this 
programme. Led by a Mathematics Working 
Group, the Improving Pupils’ Achievements 
in Mathematics or IPAM project (Ministry of 
Education, 2005) was developed to improve 
mathematics teaching and learning in the 
Seychelles. The project was carried out in the 
primary schools from 2004 to 2009. Both the 
SACMEQ and the IPAM project consisted of 
a mathematics test administered to Primary 6 
pupils. The tests were drawn from equivalent 
specification, hence allowing cross sectional 
study to be carried out on the results. The 
achievement data were analysed using the 
classical data analysis approach.

With regard to the classroom 
application of the reform, I used primary data 
collected as part of my doctoral work. Four 
schools were selected for the observation. 
All Grade 4 and 5 teachers in the case study 
schools were invited to participate. The final 
sample amounted to 11 teachers. Each 
teacher was observed on two consecutive 
occasions. Their lesson segments were 
matched against the MLS lesson template 
and they were interviewed after the second 
lessons to gather contextual data about 
the lessons and their individual reaction of 
the use of MLS in the lessons. From these 

45

l Résumé

A travers cette communication, 
je justifie l’approfondissement des 
recherches par rapport aux initiatives 
relatives à l’enseignement implémentées 
dans le système scolaire des petits Etats 
insulaires en développement. En dépit d’un 
certain penchant de la part de ces Etats à 
adopter des idées de recherche provenant 
de pays plus industrialisés, je maintiens 
qu’une fois ces idées introduites dans les 
écoles, elles doivent être étudiées dans 
leur nouveau contexte. Les conclusions des 
recherches autour de ces idées peuvent 
révéler de nouvelles connaissances par 
rapport à ces mêmes idées ou sur des 
aspects connexes. Il est malheureux que le 
manque de capacité de recherche dans les 
petits Etats a eu des effets contraignants 
sur la nature des investigations relatives aux 
projets éducatifs locaux. Subséquemment, 
de nombreuses initiatives visant à améliorer 
l’environnement de l’enseignement et de 
l’apprentissage demeurent incomplètes. 
Puisée d’une recherche plus large, cette 
communication fait état de la façon dont 
une réforme de l’enseignement des 
mathématiques au niveau primaire aux 
Seychelles a donné lieu à de nouveaux 
discours sur les provisions éducationnelles 
dans les écoles d’Etat. L’expérience 
des enseignants qui matérialisent une 
approche obligatoire à l’enseignement 
des mathématiques a donné lieu à une 
série de questions liées à la qualité de 
l’enseignement et l’approche à adopter 
pour une réforme pédagogique. Ces 
questions sont autant de plans sur lesquels 
l’offre éducative peut être améliorée dans 
un pays.
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observations, a profile of MLS lessons was 
developed. The teachers’ responses were 
analysed using the constant comparative 
approach (Braun & Clarke, 2006; Bryant & 
Charmaz, 2010; Harry, Sturges, & Klingner, 
2005; Onwuegbuzie, 2009; Strauss & 
Corbin, 1998), in which themes are derived 
for further elaboration.

Pupils’ achievements 
in mathematics

Pupils’ achievements were 
analyzed in the context of the reform. Some 
useful statistics about pupils’ achievement 
are presented in Table 1. Whilst it is clear 
that performance in mathematics did 
not improve from 2000 to 2007, the data 
clearly shows reduction in score variations 
(the coefficient variation value decreased 
from 0.35 to 0.32). However in 2009, three 
years after the reform was introduced, 
the pupils mean scores rose to 58%. This 
represents an increase of more than 10% 
over the 2000 data. The score variability 
also decreased in 2009.

It was possible in 2000 through 
the SACMEQ data to work out levels of 
competency in the primary mathematics 
education. Altogether, eight levels 
were identified. These ranged from 
basic identification of geometrical 
shapes and numbers (Level 1) to more 
complex problems requiring analytical 
and evaluative skills (Level 8). The local 
educators in Seychelles agreed that Level 
5 would be the level where they would 
expect all P6 pupils to be at by the time 
they leave primary schools. At this level, a 
pupil normally:

Translates verbal, graphic, or tabular 
information into an arithmetic form in order 
to solve a given problem. Solves multiple-
operation problems (using the correct 
order of arithmetic operations) involving 
everyday units of measurement and/
or whole and mixed numbers. Converts 
basic measurement units from one level of 
measurement to another … (Leste et al., 
2005)

Pupils’ performances in the SACMEQ 
studies were reported in terms of the level 
that they had reached. This approach to 
reporting performances was replicated for 
the IPAM study. In 2000, only 33% of the 

pupils had reached Level 5 while in 2009 
over two thirds of the pupils had surpassed 
this level.

Table 1
Cross sectional analysis 
of pupils’ performance

Instructional practices
The reform anticipated that 

teachers would follow the structure in all 
their lessons. A fit analysis was carried on 
all lessons observed to ascertain how they 
related to the proposed structure. This 
analysis entailed identifying in the lessons 

the occurrence of each segment of MLS 
and the time spent on each segment. 
Results of this analysis are presented in 
the chart below.

Table 2
Percentages of lessons 
observed containing each of the 
various segments as advocated 
by MLS.

Clearly, this dataset reveals that 
MLS was not being implemented as 
prescribed, suggesting that there could 
be implementation issues with regard to 
its actual use in the classrooms. However, 

Figure 1
Visual representation of the MLS requirement against the 22 lessons observed.
Moving across the chart is the MLS structure followed by the twenty-two les-
sons observed and labelled in a school-specific manner. Moving up the chart 
represents the timeline of the lessons. The data revealed that most of the les-
sons deviated considerably from the MLS expectation, meaning that not all les-
sons contained all the segments or simply the timeframes for the various seg-
ments are not respected. The subsequent table reports the number of lessons 
consisting of each of the various segments.

Teaching & Learning

SACMEQ  
II (2000)

SACMEQ 
III (2007)

IPAM 
(2009)

No. of pupils 1484 1480 1080
Mean (%) 47.96 46.36 58.4
Standard deviation 16.84 14.78 17.2
Coefficient variations 0.35 0.32 0.29
Pupils attaining 
Level 5 (%)

33.5 31.3 67.6

Lesson segments Frequency Percentages %

Mental activity (MEN) 19 86
Review of last lesson (REV) 19 86
Focus of current lesson (FOC) 17 77
Conceptual development (CDV) 14 64
Consolidation tasks (CAC) 20 91
Conclusion (CON) 12 55
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even if the teachers did all sorts of 
manoeuvring with their lessons, the MLS 
segment order was preserved in all the 
lessons. For example, in cases where a 
lesson had more than one segment, the 
order of the segments was consistent 
to that of the MLS lesson template. 
Establishing the focus of the current lesson 
would always come after review. It was 
logical not to expect lesson conclusions to 
occur before the pupils’ activity had been 
done. However, alternating the position 
of review and mental activity could have 
been possible. Yet, the order prescribed in 
the initial template was preserved. 

It was also noted that the length 
of the lessons varied. Some lessons 
(77%) were less than 40 minutes long 

and very few lessons (17%) exceeded the 
40-minute time slot. The shortest lesson 
in my study (GT12) was 33 minutes long. 
The longest (BT12) was 43 minutes long. 
The average length of the lessons was 
37 minutes. This clearly demonstrates an 
issue of time – availability or management 
in the context of mathematics teaching 
in Seychelles. Teachers remarked in the 
focus group discussion that abiding by the 
time as prescribed for each component 
was problematic. Whilst the MLS made 
provision for 40-minute lessons, in actual 
practice teachers had only between 
32 to 43 minutes to conduct a lesson. 
Generally, time was wasted in between 
lessons when teachers changed class and 
at the start of each lesson, when teachers 

attempted to make pupils settle down, 
especially if they [the pupils] had been 
doing a lesson with a different teacher. It 
was very difficult during the observation 
to determine whether the teachers were 
concerned about this time issue, as their 
planning did not seem to indicate this. I 
managed to consult all the plans of the 
lessons observed. These were planned 
to be 40 minutes long. However, most 
lessons were cut short when the school 
bell went off. In the three instances 
where the lesson went beyond 40 
minutes, it appeared that teachers were 
trying to accommodate my visit – i.e. to 
demonstrate their capacity to carry out a 
lesson using the MLS reform suggestions 
even if the class started late. 

Discussion

Analyzing pupils’ achievement in the context of the 
reform has revealed that attainments improved during the 
reform years. In 2009 the number of P6 pupils who had reached 
Level 5 was significantly higher than 2007 and 2000. Variability 
in pupils’ mathematics scores decreased considerably from 
2000 to 2009. The new conversation which emerged from 
this analysis suggests that the MLS approach to teaching 
mathematics not only promotes a rise in achievement but 
equally reduces variations in scores. Hence, it may be argued 
that the MLS can be an approach to dealing with mixed ability 
teaching. However, classroom observations carried out in the 
four case study schools weakened the argument that MLS has 
had an impact on achievement as it was found that the actual 
lessons generally differed considerably from what MLS was 
suggesting: mainly that most lessons did not contain some 
components of the reform ideas. Why then did improvement 
occur in the pupils’ achievement? I argue that the overall 
idea to instil structures in lessons had encouraged teachers 
to relook at their practices. Although most lessons did not 
follow the lessons structure as prescribed, they did however 
contain most segments in the order presented by the reform 
ideas. Already this represented a significant improvement 
to the nature and quality of lessons that existed prior to 
the introduction of the reform. The lesson flowed well and 
generally there were connections between lesson materials 
within individual lessons. The major idea of MLS – to inspire 
coherence while planning and delivering lessons – had been 
well understood by the implementers and most of them had 
been sensitised to renew their practices in that direction. 

Post-lesson interviews carried out with the teachers 

further supported claims that they were attempting to renew 
their practice in line with the reform ideas. Some teachers 
opted to deviate from structure to accommodate the context, 
and in some rare instances, to test their own innovative 
ideas. This, therefore, suggests that the reform did inspire 
teachers to be reflective in their practices. Nevertheless, 
implementing some components of the lessons – especially 
those components that were highly cognitive, such as 
developing conceptual understanding and formulating lesson 
conclusions – were challenging to a lot of teachers. Although 
those components were visible in the lessons, yet they 
failed to bring out the major intents the model purported. 
Teachers had difficulty in conducting classroom discourses 
that stimulate pupils to analyse or evaluate lesson materials. 
They also had difficulty in formulating lesson conclusions 
that represent a summary of what the pupils had been doing 
throughout the lesson.

The findings suggest new conversations about teaching 
in the State primary schools of Seychelles. Primarily, the 
approach being advocated through the MLS should be supported 
to encourage teachers to renew their practices. Teacher 
education programmes should be encouraged to promote the 
major intents of the structure so that pre-service teachers are 
introduced to this approach to lesson planning and delivering. 
Furthermore, in-service teachers should be encouraged either 
to use or improve this structure so as to induce more coherence 
in lesson materials. Whilst I agree that coherence has improved 
in lessons, there is clearly a need to work on classroom 
discourses and increase the potential of lesson materials to 
create opportunity to learn for all pupils. This observation is the 
focus of a future paper. Teacher learning surfaces as a critical 
domain in the entire business of improving pupils’ learning.
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l Conclusion

This study has revealed the importance for small 
education systems to study teaching initiatives albeit limited 
research capacity. Looking into the data has given rise to new 
conversations which have the potential to source newer policy 

agenda. The case for more critical engagement with both the 
reform ideas and their outcomes is justified through evidence 
presented in this paper. It is hoped that this paper adds to 
the scant body of literature about pedagogical innovations in 
small island developing states, such that other countries with a 
similar background can learn from the Seychelles’ case.
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l Abstract

The policy documents of 
a country’s education system can 
provide evidence of that particular 
country’s vision for its people’s socio-
economic, socio-cultural and academic 
development. Such documents can also 
say much about the power relations 
between different languages that might 
be represented within them. Educators, 
policy makers, educational leaders, 
teachers, learners and parents are some 
key players directly or indirectly affected 
by these policy documents. Using Critical 
Discourse Analysis and Spolsky’s (2004, 
2012) framework for language policy 
analysis, this paper investigates the 
trilingual language-in-education policy 
in the Seychelles National Curriculum 
Framework (2013) and three Subject 
Curricula (English, Kreol Seselwa and 
French), with the aim to explore how 
the documents relate at the levels 
of policy planning, implementation 
and practice. Our findings reveal that 
there are discrepancies between the 
overarching Curriculum Framework, 
where all three national languages are 
given central roles and equal status, 
and the Subject Curricula, where clear 
differences in the power and functions 
of the languages emerge. On a more 
pragmatic level, it is of concern that 
the current policy documents do not 
explicitly acknowledge the role of the 
language of instruction as a vehicle 
for learning when describing learning 
goals and terminal objectives – a good 
understanding of English (the current L2 
medium of instruction) is a prerequisite 
for succeeding in education. Further, 
the lack of attention to the question 
of L2 writing literacy and the fact that 
Seychellois students have to become 
fairly advanced English writers at an 
early age if they want to communicate 
their knowledge across the curriculum 
is particularly disconcerting. 

Introduction

An organisation’s policy documents 
contain statements that aim at setting 
goals and regulating the direction of its 
development at a particular time. In the 
education field, these goals are supposed 
to be transmitted down into subject 
curricula and teaching units, to guide the 
teacher in the implementation process. 
However, research evidence shows 
that this is not always the case in many 
educational contexts around the world. In 
post-colonial Africa and Asia, for instance, 
policy makers face conflicting views about 
what the appropriate content of these policy 
documents should be and how they should 
be implemented. As a result, significant 
gaps between language-in-education policy 
planning, values, beliefs and practice are 
created. For instance, Habid et al. note 
that “there is evidence, […] with regard to 
language practices in education in a number 
of polities in Africa, that English and French 
are promoted while local languages are 
disparaged even when they are promoted by 
national policies” (2014, p.2). In this article, 
our focus is the language policy documents 
of the Seychelles, a small island state on 
the eastern coast of Africa. We explore the 
consistency of language-in-education policy 
documents at different levels in order to 
discover whether similar disparities may be 
present in our own system.

The Seychelles has three national 
languages, Kreol Seselwa (hereafter KS), 
which is the mother tongue for the large 
majority of the population, English and 
French. According to the Seychelles National 
Curriculum Framework (hereafter NCF), the 
Ministry of Education advocates a trilingual 
language policy where all three languages 

are supposed to have equal status. However, 
given the fact that the Seychelles is highly 
dependent on the world surrounding it, 
the NCF also has to meet the demands of 
globalization, where English is synonymous 
with unmatched advantages and status, 
especially in the educational context. When 
this is aligned with a traditional highly exam-
oriented education system based on the 
system of the former colonial power of 
Great Britain (exams are written in English 
on all higher levels), there is great potential 
for disparities between the curriculum intent 
(equal status of the national languages) and 
its implementation. Just as in many other 
parts of the post-colonial world, educational 
traditions, lack of resources for producing 
local learning materials etc., have resulted 
in the choice of English as medium of 
instruction. Current policies thereby also have 
to take this into account and acknowledge 
that a good understanding of English is a 
prerequisite for succeeding in education. 
Here Second Language (L2) writing literacy 
is of particular importance given the fact that 
Seychellois students have to become fairly 
advanced English writers at an early age if 
they want to communicate their knowledge 
in written exams across the curriculum. The 
equal status of the national languages thus 
has to be balanced against the special role 
assigned to the language instruction as a 
vehicle for learning (in this case English) – a 
tough balancing act indeed when formulating 
learning goals and terminal objectives. 

Background and Theory
Curriculum and Language- 
in-education Enquiry

Language-in-education policies and 
school curricula are rarely context-free. They 
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l Résumé

Les documents-cadres régissant 
le système éducatif d’un pays peuvent 
témoigner de la vision particulière 
de ce pays pour son développement 
socioéconomique, socioculturel et 
académique. Ces documents peuvent 
également révéler pas mal de choses sur 
les relations de pouvoir qui existent entre 
différentes langues. Les éducateurs, 
décideurs politiques, responsables de 
l’éducation, enseignants, apprenants 
et parents sont parmi ceux qui sont 
directement ou indirectement concernés 
par ces documents-cadres. A travers les 
techniques d’analyse critique du discours et 
du cadre élaboré par Spolsky (2004, 2012) 
pour l’analyse des politiques de langues, 
cette communication effectue une analyse 
de la politique trilingue des langues dans 
l’enseignement tel que dépeinte dans le 
cadre national seychellois des programmes 
éducatifs (2013) et dans le programme 
d’études de trois matières, à savoir 
l’anglais, le français et le créole seychellois. 
Cette analyse a pour but d’explorer les 
liens qui existent entre, d’une part, ces 
documents et, d’autre part, la planification 
des politiques, l’implémentation et les 
pratiques d’enseignement. Les résultats 
de nos recherches démontrent des 
disparités entre le référentiel général 
(où les trois langues jouissent du même 
statut et sont décrites comme ayant une 
fonction centrale) et les programmes 
d’études, où des différences notables sont 
perceptibles dans le pouvoir et les fonctions 
inhérentes aux langues. D’un point de 
vue pragmatique, il est préoccupant 
que les documents-cadres actuels ne 
reconnaissent pas de façon explicite le 
rôle de la langue d’enseignement dans le 
processus d’apprentissage au niveau de la 
description des buts et objectifs terminaux, 
une bonne compréhension de l’anglais (la 
langue seconde qui sert présentement de 
medium d’enseignement) constituant un 
prérequis pour un apprentissage réussi. 
De plus, on note un troublant manque de 
considération par rapport à la question 
du développement de l’alphabétisation 
dans une langue seconde et au fait que 
les apprenants seychellois se doivent de 
développer des aptitudes avancées à l’écrit 
en anglais dès un jeune âge s’ils veulent 
exprimer leurs connaissances.

are usually influenced by a combination of 
pedagogical, economic and political factors 
(Prophet & Badede, 2006, p.240; Brock-Utne 
& Holmarsdottir, 2004, p.68; Laversuch, 
2008, p.375). Inevitably, certain discourses 
are privileged at the expense of others, and 
this reflects the policy makers’ views on 
what education should be and how it should 
serve society and the individual. In fact, these 
policies contain goals that represent the 
government’s particular political, economic 
and social ideologies. As a consequence, 
these same goals, ideologies, discourses 
and policies can shape the experience of 
school-age children, teachers, parents, 
administrators and legislators. Therefore, 
doing research on policy is a way of providing 
quality assurance for all actors involved, 
especially the learners. According to Prunty 
(1985, p.136), “(i)f a policy is not contested, 
the dominant discourses represented in 
the policy have the potential to become 
hegemonic”. 

In this article we describe the policy 
documents and language curricula of the 
Seychelles through the lenses of three 
distinctive theoretical frameworks. Firstly, 
we apply John Goodlad and associates’ five 
domains of curriculum (Goodlad, Klein & Tye, 
1979) to allow us to narrow down our subject 
enquiry to the Formal curricula and also to 
facilitate our understanding of curricula in 
school settings. We also include limited 
analysis using Spolsky’s trilogy of language 
practices, language beliefs and values, and 
language planning and/or management 
(Spolsky 2004, 2012), which provides a more 
in-depth understanding of the language 
policies. Finally, Fairclough’s (2003) Critical 
Discourse Analysis model,is used when 
examining the power relationships between 
the three languages that emerge in the 
documents under investigation.

Five Domains of the Curriculum 
(Goodlad et al., 1979). 

Goodlad et al. (1979) divide the 
curricula into five different domains. Firstly, 
the Ideological domain relates to the abstract 
political and socio-political level. Secondly, 
the Formal domain refers to a curriculum 
that has gained official approval by the state 
and exists in written form, and which in 
turns forms the starting point for practical 

implementation. According to Goodlad, et 
al. (1979, p.61) when such domains are 
analysed “one finds those beliefs, values, 
attitudes, and the like which society or 
some dominant group in society wishes the 
young to acquire”. In the present study, the 
focus of our enquiry has been the NCF and 
subject curricula in English, KS and French, 
all formal curricula, but where we argue that 
the former represents a more ideological 
level. Thirdly, there is the Perceived 
domain, which stipulates that the formal 
curriculum is rarely identical to what other 
stakeholders such as teachers, parents, 
students and politicians perceive to be in 
the curriculum. The Operational domain 
refers to the teaching and learning activities 
in the classroom and the school. It can vary 
between teachers and subjects. Finally, the 
Experiential domain concerns the learners’ 
experience and their cognitive, emotional 
and social, practical and experimental 
processes. Note that, in this study we only 
consider the first two levels of this model, 
but that future planned studies will explore 
aspects of the other levels. 

A Framework for Language 
Policy Analysis (Spolsky, 2004) 

Research has shown that in order to 
assess the success of policies, reference 
has to be made to culture, belief systems 
and peoples’ attitudes towards language 
(Schiffman, 1996). It is therefore essential 
for policy makers and other actors in the 
education field to understand what the 
policy is, why it is being made, and for 
whom it is implemented in order for it to 
gain support. Knowing what teachers and 
learners believe about English, French and 
KS, which of these languages they speak, 
and indeed when, where and why they 
do so is a prerequisite to the successful 
implementation and acceptance of the 
trilingual language-in-education policy. 
According to Sallabank (2010, p.148), 
“[p]olicies which may be thought of as 
enlightened may fail if there is a lack of public 
support, as the Seychelles example shows”. 
This reference was made in response to 
Laversuch’s (2008) recommendation to 
the Seychelles Government that education 
should be through KS, a suggestion that was 
unacceptable to many, especially parents.   
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In this article we applied Spolsky’s 
trilogy of language practices, language 
beliefs and values, and language planning 
and/or management (Spolsky, 2004), 
which he describes as “interrelated but 
independent”, as one framework for our 
analysis of the trilingual language policy of 
Seychelles in the NCF. He proposes that 
there are four fundamental and co-existing 
factors that motivate a country’s language 
policy: national ideology, the role of English 
as a global language, a nation’s sociolinguistic 
situation, and an increasing interest in the 
rights of linguistic minorities. He also claims 
that the ‘language policy for any independent 
nation state will reveal the complex interplay 
of (these) four interdependent but often 
conflicting factors’ (Spolsky, 2004, p.133). 
These conflicting factors were observed 
between the three official languages in the 
NCF, something which we elaborate upon in 
the later sections.

CDA – Critical Discourse 
Analysis (Fairclough, 2003)

Among the different models of 
discourse analysis, we chose Fairclough’s 
Critical Discourse Analysis (CDA) approach 
as more appropriate for our study, since 
our main interest was on the linguistic 
components of the documents and their 
intertextual nature. Fairclough (2003) 
proposes perhaps the most linguistically 
focused iteration of CDA, when he argues 
that the role of discourse in social practice 
cannot be assumed and that it must be 
derived from thorough textual analysis, 
something which seems fitting for this 
study. We also found the model useful 
when analysing the relationship between 
the grammar, semantics and lexical phrases 
in the three language documents to identify 
privileged or marginalised discourses.

The Seychelles Context and its 
Language-in-Education Policies

The Seychelles gained two of its three 
national languages from its former colonial 
masters, France and Britain. In schools, 
French was the medium of instruction 
(hereafter MoI) until the 1940s, when it was 
replaced by English (Fleischmann 2008). KS 
was completely banned from schools until 

the 1980s (Fleischmann 2008). However, 
after independence in 1976, KS became 
the third official language alongside the 
two colonial languages, and in 1981 it was 
introduced as MoI for the first four years 
of formal schooling. Its role as MoI was, 
however, reduced to the first two years of 
primary education after reforms in 1996, 
when English became the sole MoI for 
most subjects other than French and KS 
from primary three onwards. Today, KS is 
taught as a subject up to primary six. Since 
1996, there has not been any overt attempt 
by the ministry to review the language 
policy, but in 2013 the NCF was reviewed 
to be aligned with 21st century educational 
changes. In fact, there is limited research 
done on policy documents in the Seychelles 
to date.

The language-in-education 
policies of the Seychelles have been 
strongly influenced by a combination of 
historical, economic and political factors, 
and Laversuch, (2008, pp.379-80) lists 
various economic arguments for greater 
emphasis being put on English in the 
National Curriculum. Some of these are 
1) the Seychelles’ economy is reliant 
on other English speaking countries, 
2) most educational textbooks are in 
English from English speaking countries, 
3) there is a lack of grade-appropriate, 
standardized Kreol Seselwa-language 
teaching materials, 4) high proficiency 
level in English is seen as the main 
way of offering Seychellois graduates 
socioeconomic success, 5) the latter 
would benefit from greater employment 
opportunities and greater earning 
potentials and will eventually enjoy 
higher lateral and vertical professional 
mobility. 

As described in Purvis (2004, p.49), 
planned national curricula for schools have been 
in existence since 1978. Over the years there 
have been numerous educational reforms, 
which culminated in the launching of the NCF 
in 2001 and a revised version in 2013. The 
last two years have seen the formulation of a 
National Curriculum Assessment Framework 
(2013), a Medium Term Development 
Strategy for Education 2013-2017, the 
Seychelles Early Learning Framework and 
an Inclusive Education Policy. These reforms 
have been aimed at improving the quality of 

education in the State schools. According to 
Leste et al. (2003, p.6), the Seychelles has “a 
highly centralised education system with a 
common curriculum framework” for all State 
schools. This system is further regulated 
by the Ministry of Education through head 
teachers. Leste et al. (2003, p.5), state that 
the main aim of the Ministry of Education is 
to deliver a curriculum that produces “flexible, 
adaptable international learners as part of 
the human resource development strategies 
of a small state”. Yet, to date, after all these 
reforms, the national exam results of primary 
six learners across the curriculum are far from 
satisfactory. This can be seen in different 
examination reports dating from 2006 to 2015, 
in which all the exam results are analyzed and 
commented upon. This disparity in policy 
intent and outcome has partly motivated this 
present study.

Another factor that resonates 
strongly in this paper is the power 
imbalance between the three official 
languages, especially between English 
and KS, whereby the former enjoys more 
power and status. This has raised a number 
of concerns about the quality of education 
being offered. For instance, Purvis (2004, 
p.49) emphasises “the need to [raise] the 
levels of performance and achievements 
of the majority of students” as well as 
“issues of curriculum development and 
implementation …[and] school language 
policy”. Purvis (ibid) also highlights an 
“inherited curriculum of grammar school 
education, linked to external examining 
bodies in a context where teachers and 
schools lack the capacity to fully adapt 
the curriculum, topped up with a language 
policy promoting trilingualism in theory 
but in practice relegating Kreol Seselwa 
to a lower status”. In the next section we 
address some of these issues.

Research Aims
The main aim of this study is to 

investigate the trilingual language-in-
education policy in the Seychelles NCF and 
the three specific language subject curricula 
in order to understand how they relate at the 
levels of policy planning, implementation 
and intended practice. Firstly, we analyse 
the NCF and then we look at the role and 
presentation of the three national languages 
in the curriculum documents. 

Educational Policies
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The National Curriculum 
Framework

This part of the study looks at the 
general representation of the role of the 
three national languages in the curriculum 
framework documents. Firstly, we analyse 
the NCF (Ministry of Education, 2013) and 
try to establish how the general principles 
regarding rights of the citizen and the needs 
of the nation expressed in this document 
relate to the specific issues dealing with 
language practice in schools conveyed in the 
framework. In this section we also attempt 
to analyse how the curriculum approaches 
practical issues related to L2 MoI teaching/
learning in the Seychelles system. Specific 
research questions include:

What are the implications of the 
language issues for the general principles 
which underpin the NCF? (the Ideological
domain in Goodlad’s model)

How does the NCF approach the 
practical challenges involved with L2 MoI 
teaching/learning? (the Formal domain in 
Goodlad’s model) 

The three national languages
Secondly we turn to the specific 

subject curricula and analyse how the 
languages are represented in the curriculum 
documents and their roles in the education 
system. We focus specifically on the 
relative power relations of the languages 
(expressed or inferred). Specific research 
questions include:

1. How are the languages described in 
terms of their roles/functions and status in 
the subject-specific curriculum documents?

2. How are the languages described in terms 
of their roles in the education system?

Method and Material

In this study, we examine the 
following documents: the NCF of 2013 
and the subject curricula of KS, English and 
French (Ministry of Education, 2003).  Part 2A 
involves a close reading of the NCF whereby 
all references of relevance to the research 
aims were isolated and copied to a table. 
Different text extracts were then categorised 
according to three main categories in order to 

facilitate an overview of the document. The 
categories include:

1. General principle aspects: national needs; 
the rights of the individual; general aims of 
the curriculum; 

2. Specific language-related matters: 
trilingual policy matters, medium of 
instruction issues, language of support 
issues, the role of KS, the role of English; 
the role of French

3. Implementation aspects: assessment 
issues and practical implementation issues.

Based on this data, the analysis 
was conducted with reference to research 
questions 1 and 2 above. 

In Part 2B of this study we looked 
at the specific subject curricula documents 
of KS, English and French. The sections that 
were deemed of particular interest here 
were the so-called ‘rationale/justification’ 
sections of the curricula: “Zistifikasyon” in 
the KS curriculum, “Rationale” in the English 
Curriculum, and “Justification” in the French 
Curriculum. These sections, constituting 
approximately one A4 page in each of the 
curricula, justify and explain the rationale for 
the inclusion and role of the particular language 
in the curriculum. It is here that we found the 
greatest frequency of descriptions of the role 
of languages outside and within the education 
system, as well as arguments justifying the 
position of the language in question in the 
Seychelles educational system. Since the 
documents were written in KS, English and 
French respectively, we first translated all 
texts into English. Each text was translated 
by two persons and the results were then 
compared and differences in interpretation of 
importance were negotiated.

In this sub-study (2B) we then 
used a critical discourse analytical model 
(Fairclough, 2003), which assumes that 
social practice and linguistic practice 
constitute one another and that societal 
power relations are established and 
reinforced through language use. More 
specifically, we went through the text and 
extracted all references of interest that 
describe the nature and role of the language 
in question. From this text we then listed 

and compared:

1. The specific roles of the languages in 
education listed in the rationale sections 
(verbs)

2. ‘Descriptors’ – Adjectives and 
complements describing the properties of 
the languages 

3. Evaluative words used in descriptions 
of the language [(words of graduation 
(see Martin & White, 2005)], attitudinal 
adjectives and adverbials.

4. The semantic domains referred to in the 
descriptions of the languages

These data were then used as the 
basis for the analysis, where the main focus 
was on elucidating the different roles and 
the relative status attached to the different 
languages in the curriculum.

Results  

Part 2A. The National 
Curriculum Framework

(a) Overarching principles evident 
in the NCF 

The NCF is a 56-page document 
written in English. It contains several 
sections beginning with an Introduction, 
which describes what a curriculum is and 
its purpose in broad terms. In Section 2, 
Legal and Policy Contexts, the document 
describes the conventions and laws that 
govern the document. Section 3, The 
National Curriculum Framework, gives 
a brief description of the structure of 
the Seychelles school system and the 
principles which guide it. This is followed 
by Section 4, Essential Learning Areas, 
Competencies and Core Life Skills, where 
the overall goals for different learning areas, 
including the languages, are listed. Section 
5, Assessment, gives a fairly detailed 
account of the principles and practicalities 
that surround assessment in the system. 
The two final sections, Implementing 
the National Curriculum and Successful 
NCF Implementation, describe in detail 
how teaching is to be planned, delivered, 
monitored, supported, developed and 
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organised on a school and classroom level.
The NCF is thoroughly grounded in 

the nation’s legal framework and a number 
of international conventions on human rights, 
such as The Convention on the Rights of the 
Child (UN 1989), the African Charter on the 
Rights and Welfare of the Child (1999, ratified 
1992), the International covenant of social, 
economic and cultural rights (1976, accession 
in 1992), etc. It is an ambitious document 
in this respect and it is full of references to 
overarching principles of human rights and 
educational rights. 

According to the document, “the 
overall aim of the National Curriculum 
Framework is to enable children and young 
people to become successful lifelong 
learners” (p.4). The NCF also links individual 
development to the national development at 
several points in the document. For example: 

•	 The Ministry’s stated mission 
is ‘to build a coherent and 
comprehensive system of quality 
education and training, reflecting 
shared universal and national 
values which promote the 
integrated development of the 
person and empower him/her 
to participate fully in social and 
economic development’ (p.8).

With reference to development, both 
local and global contexts are emphasised. 
For example, it speaks of “education for 
empowerment, education for productivity, 
education for social cohesion and education 
for global participation” (p.7). Similarly, there 
are several references to the role of the 
system in promoting peace, tolerance and 
national harmony. For example, the vision 
for education expressed is “to empower 
our children and young people to learn to 
perceive, understand and act in a manner 
that promotes peace, justice, harmonious co-
existence and respect for diversity”(p.8).

“The National Curriculum actively 
promotes the principle of educational equity 
and inclusion” (p.41). Educational rights 
listed in the framework include: ten-year 
compulsory education for all regardless 
of the background of the students –  “It 
[the curriculum] places at centre stage the 
learner, every student in all our schools who 
are entitled to programmes for purposeful 
learning that will enable all of them to 
succeed.” (p.1); individualised education 

– “The national curriculum recognises the 
uniqueness of each individual and the fact 
that individuals learn in different ways and 
at different rates.” (p. 10); learner-centred 
education – “Learning and teaching […] have 
to be personalised, relevant and meaningful 
for individual students, requiring purposeful 
engagement and on-going negotiation 
between learners and teachers” (p 10); high 
quality, goal oriented education – “support 
has to be provided through various strategies 
including individual learning plans, alternative 
routes and pathways that will help students 
get there [achieve the goals]” (p.13). In 
summary, the NCF propagates learning that is 
“purposeful”, “stimulating” and which builds 
on modern collaborative pedagogic principles. 
The NCF talks of a system with focus on 
“understanding, reflection and application of 
skills”, learning that is continuous and “builds 
on prior knowledge and skills”, education 
which affords several opportunities to learn, 
and where students are “responsible for their 
own learning” while still being supported by 
the school in their pursuits (p.42). 

The NCF stresses the importance 
both of continuity/stability and development in 
the education system. For example, the NCF 
points out that “society has changed” and 
that the “demands of the workplace are more 
complex”, consequently leading to a system 
which must “respond” to the challenges of 
the 21st century (foreword). The monitoring 
of the system is also emphasised. The NCF 
talks of self-monitoring – the “development 
of a culture of reflective practice, school self-
evaluation” – as well as external reviews to 
assure quality. Good leadership and effective 
teacher support in the form of continuous 
professional development are some of the 
measures mentioned to meet the quality 
demands.

A final important principle evident in 
the NCF is the connection of the education 
system with the local community: “Successful 
learning has to connect with the wider 
contexts of students’ lives, engaging the 
support of their families and the community 
they live in” (p. 10).

(b) The role of language/s 
in the NCF

With special reference to the role 
of languages in the NCF, the document 
emphasises that “Language is a crucial aspect 

in constructing […] understanding” and that 
“confidence in the language of instruction and 
learning are critical prerequisites for successful 
learning” (p.16). The NCF also explicitly states 
that the languages of instruction are KS, in the 
early childhood years (pre-school – Primary 2), 
and English, from Primary 3 through the rest 
of the system. With reference to the national 
tri-lingual policy, however, the NCF also points 
out that any of “[t]he three national languages 
can also be used as support languages”.

KS is fore-fronted in the NCF. It is 
acknowledged as the first language of the 
nation, and it is the language mentioned by 
name most frequently in the NCF (eleven 
times), followed by English (ten times) and 
French (seven times). On all the occasions 
the languages are listed together (six times), 
the order is always KS, English followed by 
French. This suggests that a central role is 
given to KS in the system, and indeed at first 
sight constructions such as “confidence and 
proficiency in one’s first language contribute 
to self-esteem, a sense of identity and 
achievement throughout life” (p.18) seem to 
support this. In addition, the NCF establishes 
KS as the medium of instruction throughout 
the curriculum in the subject of Personal, 
Social and Citizenship Education (PSCE). The 
subject aim is “to help children and young 
people make sense of their life experiences”, 
and when teaching the subject, teachers are 
encouraged to “establish open and honest 
relationships that will enable students to feel 
comfortable and secure in discussing and 
expressing views on sensitive aspects of 
their lives. To further promote this, PSCE is 
generally taught in Kreol” (p.24).

On a closer reading, however, 
it becomes apparent that although 
the importance of KS in early personal 
development and in the subject PSCE is well 
established in the NCF, learning KS is not 
entirely seen as an end in itself, but arguably 
rather as transitional tool which establishes 
basic cognitive skills and facilitates the 
acquirement of literacy in the ex-colonial 
languages English and French: “The use of 
Kreol at key stage 1 helps children develop 
foundation skills for further learning, along 
with the confidence and self-esteem to learn 
English and French as they progress” (p. 
17). Concrete evidence for this view is the 
fact that KS as a subject disappears from the 
system after Primary Six.

Educational Policies
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Another conspicuous feature of the 
NCF is the weight attached to the trilingual 
policy of the Seychelles. Most references to 
the role of language in the system list all three 
languages: “Kreol, English and French are our 
national languages and they are integral to our 
historical and cultural heritage. Learning and 
teaching in these three languages are guided 
by the country’s tri lingual policy” (p.16). The 
tri-lingual policy is, according to the NCF, the 
gateway to cultural and global awareness: 
“Literacy in Kreol, English and French and 
the literature associated with them, should 
enable children and young people to make 
connections with different people, appreciate 
their diverse cultures and learn to become 
global citizens” (p.18). Note that the role of 
French in the system is only mentioned in 
relation to the trilingual policy.

As regards English, we would expect it 
to be given special attention in the NCF, since it is 
the medium of instruction from Primary 3 in most 
subjects. This practical reality, however, seems 
to be downplayed in the document: “From the 
beginning of Key Stage 2 (P3), English becomes 
the medium for certain subjects” (p.16). Note 
the use of the word ’certain’ here. ‘Certain’ in 
fact refers to all academic subjects except the 
other languages and PSCE mentioned above. 
Given the amount of space allocated to aspects 
of assessment and implementation in the NCF 
(17 pages in all), the lack of attention paid to the 
potential challenges involved in L2 MoI teaching/

learning is noteworthy. The issue of languages 
of support is mentioned in one sentence: “The 
three national languages can also be used as 
support languages in the teaching of particular 
subjects […] to ensure a maximum level of 
understanding by all learners” (p.16), but there 
are no guidelines as to how this support is to 
be carried out, to what extent and under what 
circumstances KS can be used, for example. 

Assessment in a second language is 
also an issue one would expect to be covered 
given the overarching principles of human 
rights and educational equity expressed in 
the NCF. The document does acknowledge 
‘the problem’: “The language of assessment 
is also a crucial issue to consider. Students 
are unfairly disadvantaged when they 
are assessed in a language they don’t 
understand or understand poorly” (p.31), 
but there are no guidelines as to how to 
deal with this problem in the assessment 
section, in spite of the fact that it is quite 
detailed in its description of other areas 
(principles, uses, monitoring etc.). Finally, 
only one sentence addresses the potential 
problems of acquiring the subject -specific 
language knowledge in English needed to 
successfully understand what is going on in 
the classroom:

Teachers have to help students 
acquire the specialist vocabulary associated 
with particular learning areas, assist them in 
reading and understanding texts, listening 

and communicating their ideas, especially 
where the language of communication in the 
classroom is relatively new to them (p.17).

Again, the NCF does not deal with 
how this is to be achieved, however, but 
simply states that “it is the responsibility 
of ALL teachers to promote language and 
literacy development” (p.19). 

Part 2B. The ‘Rationale’ 
sections of the subject-specific 
curricula – the relative status 
and roles assigned to the 
different languages

The subject-specific curricula are 
written in the subject languages (KS, English 
and French), and are 30-40 page documents 
where the general motivation for including 
the subject in the curriculum is discussed 
(the Rationale sections). Following this 
are lists and tables of general objectives 
and terminal objectives for the different 
key stages in the education system. The 
documents also include short final sections 
on teaching strategies and assessment. In 
this part of the study, we focus specifically on 
the ‘Rationale’ sections of the documents.

Unlike in the NCF, the different roles 
of the languages emerge more clearly in the 
rationale sections of the subject curricula. We 
were able to isolate the following descriptions 
of the functions of the languages (verbs):

Kreol Seselwa English French

l facilitates basic 
understanding
l contributes to the 
personal development…
l helps the child…

l encodes major cultural 
understanding and traditions…
l broadens awareness and 
appreciation…
l enhances cognitive skills…
l enhances development…
l provides access…
l feeds on linguistic 
experiences…
l contributes to tolerance…

l opens up the Indian Ocean region…
l allows for greater sensitivity of linguistic phenomena…
l raises awareness of the language universe…
l develops learners’ linguistic capacity…
l encourages opening up towards others…
l contributes to the development of the child…
l favours more accurate understanding of others…
l awakens tolerance…
l prepares to accept…

Table 1
 Verbs depicting the different roles of the three national languages

From these descriptions it is clear that the role of KS is quite 
different from that of French and English. English emerges as 
a gateway to the cognitive universe and learning, while French 
is described more in terms of broadening language and cultural 

awareness. In contrast, KS is depicted as a transition language, 
which provides basic learning skills and thereby helps the young 
child to enter the more complex cognitive universe of the  
ex-colonial languages.
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Noteworthy here is that much of the 
‘rationale’ of the KS curriculum is allocated 
to justifying policy rather than the language 
itself. In this discussion, one of the 
motivations given for using KS in education 
is that this practice will raise the status 
of the language and expand the domains 
where it can be used in the future. It is 
also significant that the acknowledgement 
of KS as a language has to be stated in 
the document. In contrast, the position of 
English in the system does not have to 
be justified in the same way. There is no 
attempt to justify its use as medium of 
instruction in spite of the fact that it is a 
second language to the majority. Instead, 
references to it being a ‘national’ language 
and ‘deeply embedded in our history’ and 
a ‘national linguistic heritage’ seem to 
suggest that it has first language status. 
Its importance in official contexts and as 
an international language also emerges 
from the description. In contrast, French 
is given less weight in the descriptions 
– it is ‘significant’ rather than ‘major’, it is 
admittedly ‘international’ but its role here is 
limited to the Indian Ocean region and the 

francophone world. 
A look at the evaluative words that 

are used in the descriptions of the three 
languages is telling:
l KS: important (x3), basic (x2), clean (pure)
l English: deeply, central, major (x4), widely, 
power
l French: significant

‘Important’ is used with reference 
to KS on three occasions but all of these 
appear in the motivation of the policy of 
using KS in education. The fact that it has 
to be stated that KS, the mother tongue 
of 98% of the Seychellois population, is 
‘important in the life of our nation’ seems 
to suggest that some may think otherwise. 
The use of clean with reference to KS 
is also interesting. This word is used in 
a description of its linguistic properties, 
where it is being argued that Kreol Seselwa 
is spearheading the development of 
Creoles in Creole-speaking nations. As 
for English, words such as central, major, 
and widely confirm its given and powerful 
position, as indeed does the word power, 
which appears in the following context: 

“[…] being able to think in and learn 
through English, will provide our learners 
with access to this international language 
of power and to the major cultural tradition 
which it encodes”. In contrast, French is 
merely ‘significant’.

Finally, the semantic domains 
associated with the languages were 
looked at and this provides a fairly accurate 
picture of the roles of the languages in the 
Seychelles:

l KS: social life, economics, politics, culture 
(x2)
l English: trade, culture, science, 
technology, administration, media, popular 
entertainment, traditions
l French; social life, politics, economic life, 
specific communicative contexts

Here the role of KS as a social 
vernacular emerges as does its role in 
politics and culture. The fact that the 
language should be mentioned with 
reference to economics is surprising, but 
in this description, the local context is 
emphasised (see Table 2 above). As for 

Kreol Seselwa English French

l the mother tongue
l important in the life of 
our nation on a social, 
economic, political and 
cultural level
l important in the 
promotion and 
development of Creole in 
Creole-speaking nations
l officially a language 
l part of the educational 
policy 
l a language of 
instruction
l a support language 

l a national language
l deeply embedded in our history
l part of our national linguistic heritage
l a major international language 
l a medium of instruction
l a support language
l central to learning
l a language of administration, media 
and popular entertainment
l an international language for 
promoting trade, cultural, scientific and 
technological links

l significant in local social, 
political and economic 
contexts
l an international 
language 
l a means for learners to 
understand, speak and 
express themselves

The properties of the languages (complements and adjectives) that we managed to elucidate from the texts are listed below:

Table 2
complements and adjectives depicting the different roles of the three national languages

Educational Policies
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English, just as in the previous description, 
the semantic domains reflect its importance 
in officialdom, trade and learning and 
popular international media. The use of 
French seems to be confined to “specific 
communicative contexts” according to the 
description in the French curriculum.

Analysis and Discussion

While the ambitions expressed 
in the NCF as regards human rights and 
educational equity are impressive, we 
find it remarkable that so little attention 
is paid to role of languages in this pursuit. 
Ambitions such as providing quality, goal 
-oriented, individualised and student-
centred education for “ALL” regardless 
of social class or gender, are obviously 
affected by the L2 MoI context. Given the 
detailed attention paid to aspects such 
as assessment and implementation in 
the NCF, we would have expected the 
acknowledged risk that some learners 
may be excluded from the system due to 
language difficulties to be followed up with 
practical guidelines as to how this is to be 
dealt with. This is not the case.

It is well established that there 
is great variance in learners’ levels of 
proficiency in English in the Seychelles, 
and that this variance is closely tied to 
social variables such as gender and socio-
economic status (see Hungi & Thuki, 2010; 
Hamid et al., 2014). National exam results 
over the past decade have also indicated 
that English is a subject where students 
experience particular difficulties, something 
which impacts on all subjects taught in 
English, and this may be one of the key 
reasons for the ‘national crisis’ in education 
experienced at the moment (see Ministry 
of education National exam report, 2015). In 
fact, the system is currently not delivering 
enough young adults that can “participate 
fully in social and economic development”. 
Many are excluded from further academic 
or vocational training as a result of their 
poor grades from school, something that 
obviously has many potential underlying 
causes, but where we would argue that 
the language issue is a major contributory 
factor. Today, Seychelles is importing labour 
in essential trades such as construction, 
nursing, and tourism and policing due to 

lack of qualified local labour (Ministry of 
Labour and Human Development, 2014). 
At the same time the nation is experiencing 
high unemployment (National Bureau of 
Statistics, 2015) and this reality does not 
reflect the NCF’s general ambitions for all 
“children and young people to become 
successful lifelong learners.”

A major feature that strikes us in 
the NCF is its contradictory nature. The 
role of KS is elevated in the rhetoric, 
but downplayed in practical terms, and 
the reverse is the case for English. The 
trilingual policy is described as one where 
all languages have equal status, but in 
practical terms this is not the case at 
all – French for example, has in reality a 
foreign language status in the system, 
and KS is excluded as a subject after 

Primary 6. Here then is a clear 
mismatch between the Ideological 
domain and the Formal domain, 

as described in Goodlad’s model 
(1979).

There is also evidence that 
the educational policies and principles 
stated in the NCF do not reflect the practical 
reality – the hidden curriculum. As regards 
the issue of language of support, for 
example, the NCF clearly states that KS can 
and should be used when needed in order 
to facilitate understanding. At the same 
time, we found the following statement 
in the Education Sector Medium-Term 
Strategic Plan (Ministry of Education, 2014):

•	 While Creole is the medium of 
instruction in Crèche P1 and 
P2, English is the language 
of instruction throughout 
the school system from P3 
onwards. Emphasis is placed 
on English as a key language 

in learning and teaching. 
However, the prescribed 
medium of instruction has 
to be respected by teachers 
and greater emphasis has to 
be placed on more effective 
curriculum implementation. 
This is due to the fact that 
80% of inspectorate reports 
revealed a high degree of 
code-mixing during the delivery 
of lessons (p.47 – highlights 
added by the current authors.) 

We fail to see how KS can be used 
as language of support without code-mixing, 
and what is referred to as “curriculum 
implementation” here in fact goes against 
the principles of the same document. Also 
note that Kreol is spelt “Creole” in the latter 
document, a generic spelling used for Creole 
languages in general rather than the national 
variant – Kreol Seselwa. We would argue 
that this is an example of what Spolsky 
(2004) describes as the “interrelated but 
independent” nature of language practices, 
language beliefs and values, and language 
planning and/or management, where the 
emphasis falls on the word independent 
here. In conversations with policy makers of 
the NCF who attended a work in progress 

seminar at the University of Seychelles 
autumn 2015, it became clear that 

the policy makers and the team 
implementing policies were in 
fact working quite separately, 
and that the latter group was 
highly influenced by “language 

beliefs and values” that did not 
necessarily build on the ideas of the 

NCF.
This may be one of the reasons for 

the double messages in the NCF. Clearly, 
there are conflicting interests at work. 
Some of these have been hinted at in 
previous research. Laversuch (2008), for 
example, points to the forces of economics 
and globalisation in the diminishing role of 
KS in the Seychelles education system, and 
this is partly confirmed through interviews 
with senior Curriculum Officers (see Ivanov, 
Deutschmann & Enever, 2015). We would 
also argue that there are internal political 
forces at play. The current government is 
well aware of the delicate balancing act the 
language issue in education involves. Giving 

As regards the 
issue of language of 

support, for example, 
the NCF clearly states 

that KS can and should 
be used when needed 
in order to facilitate 

understanding.
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too much emphasis to English as medium 
of instruction would potentially alienate 
the large parts of the population who value 
KS, while the reverse risks irritating the 
influential middle classes and those who 
do not appreciate the importance of KS in 
education. Avoiding the issue is a way of 
playing safe, a strategy which unfortunately 
comes at the expense of leaving teachers 
and students without clear guiding principles 
as regards language practice in the system.

In the second part of this study, 
the descriptions of the languages in the 
subject-specific curricula are arguably 
less politically correct, but instead, in our 
opinion, they reflect reality to a greater 
extent. It is apparent that KS being part 

of the system has to be justified and 
motivated, and there is no question that 
English does not have primary status. 
Similarly, the descriptions of French 
clearly reflect its status as periphery in 
the curriculum. We would argue that one 
of the explanations for the differences of 
the language descriptions of the NCF and 
the subject-specific curricula may be the 
intended audience. The NCF is a more public 
document that is likely to be read by parties 
of interest outside the education system, 
while the subject-specific curricula are 
primarily aimed at teachers in the subjects in 
question, and here the differences in status 
assigned to the languages in the system are 
not controversial. In fact, many teachers, 

and as evidenced above, the Ministry 
also, want to see less KS being used in 
schools (see also Fleischmann 2008). 
Another feasible explanation, for which we 
have also seen limited evidence, is that the 
two domain levels Ideological and Formal 
operate separately in the system (cf. Spolsky 
2004). On the other hand, differences may 
also have to do with the fact that the curricula 
documents have not been updated recently 
and date back to 2003 while the NCF was 
written a decade later and more research 
is needed to investigate the processes and 
individuals involved in policy making, as 
well as the attitudes surrounding language 
and education among these groups before 
anything certain can be concluded.

- Alford, J. (2005). Discursive patterns 
in ESL policy: competing discourses in 

the new ‘Education Queensland ESL policy 
and guidelines documents. In S. May, Franken 

& R. Barnard (Eds.), LED 2003: Refereed Conference 
Proceedings of the 1st International Conference on 
Language, Education and Diversity. Hamilton: Wilf Malcolm 
Institute of Educational Research, University of Waikato.
- Brock-Utne, B. & Holmarsdottir, H. B. (2004). Language 
policies and practice in Tanzania and South Africa: Problems 
and challenges. International Journal of Educational 
Development, 24(1), 67-83.
- Deutschmann, M., Enever, J. & Ivanov, S. (2015). 

Researching Language-in-Education Policies: Evidence 
from the Seychelles, Russia and the European Union. In 
J. Enever& E. Lindgren (eds.) Språkdidaktik: research on 
language teaching and learning. Umeå: Umeå University 
publications.
- Fairclough, N. (2003) Analysing Discourse: Textual Analysis 
for Social Research. London and New York: Routledge.
- Fleischmann, C. T. (2008). Pour Mwan Mon Lalang 
Materneli Al avek Mwan Partou – A Sociolinguistic Study 
on Attitudes towards Seychellois Creole. Bern: Peter Lang.
- Goodlad, John I. et al. (1979). Curriculum Inquiry. New 
York: McGraw-Hill.
-Hamid, M.O, Nguyen H.T.M. &Kamwangamalu N. M. 

l Conclusion

When it comes to the disparities, evident from many 
parts of the post-colonial world, between formal language 
ideologies stated in national language policy documents and 
the translation of such policies into practical implementations of 
language-in-education policies, the Seychelles is no exception. 
We read clear intentions of language and educational equity 
in the overarching documents, but it seems that the practical 
implications of such ideological intentions are not fully 
addressed on the lower levels in the policy implementation 
structure. For example, there seems to be little attention paid 
to the potential challenges involved in L2 MoI teaching/learning 
and assessment, and although the NCF clearly states that the 
three national languages can support each other, there are no 
indications as to how the language support is to be carried 

out. In fact, some documents suggest that such practice is 
actually undesirable. Additionally, the examined documents do 
not deal with the potential problems of acquiring the subject-
specific language knowledge in English needed to successfully 
perform in other subjects. Neither do they explicitly address 
the specific question of L2 writing literacy, a skill absolutely 
decisive for succeeding in the current system. We would 
argue that while the overarching principles of the Seychelles 
language policies are commendable, it may be prudent to start 
more serious explorations as to how these principles are to 
be realised in practice. We do not in anyway underestimate 
the dimension of this task – there are many practical and 
psychological hurdles to be overcome on all levels before 
visions and reality can marry. In this work, however, there is a 
real need to reduce the distance between visions and reality by 
understanding the challenges through further research, and by 
providing space for discussions and solution findings.
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Announcing…

CENTRE FOR PEACE STUDIES
 
A new project has been established at the University of Seychelles : The Sir James Mancham International Centre for Peace 

Studies and Diplomacy.   The Centre will be a hub for information and also a meeting place for practitioners and scholars alike. 
Conferences will be a feature of the Centre’s activities.  The Centre will also play an active role in conflict resolution as well as 
the training of diplomats.  

Under the auspices of the University of Seychelles, the Centre will offer a Master’s Degree in Peace Studies for local as 
well as international students, together with opportunities for doctoral and post-doctoral research. Increasingly, consultancy will 
play a key role in the work of the Centre, with assignments to undertake different aspects of conflict resolution.

For more information about the Centre, send an email to peacecentre@unisey.ac.sc
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THE IMPORTANCE OF STEM EDUCATION FOR YOUTH 
EMPOWERMENT IN SIDS -A BRIEF CASE ANALYSIS OF SEYCHELLES

1

Introduction 
The term ‘STEM education’ refers 

to teaching and learning in the fields 
of science, technology, engineering, 
and mathematics. It typically includes 
educational activities across all grade levels 
from pre-school to post-doctorate in both 
formal (e.g. classrooms) and informal (e.g. 
after-school programmes) settings.3 The 
pathway to any science and technological 
revolution, which brings about innovation 
of disruptive technologies (technologies 
which change the way we do things or 
use products) lies in creating a science 
state, a research & design environment 
and a technological industrialisation 
eco-system, all of which facilitate the 
conversion of ideas into viable economic 
projects. In short, SIDS in general and 
Seychelles in particular, having graduated 
to High-Income Country Status4  according 
to World Bank standards, need to urgently 
discard their “Import with Benefits” model 
and usher in a technological economic 
transformation through indigenous, high-
technology innovation of products and 
services. Overdependence on imports 
and associated benefits through taxes and 
spinoffs for local employment in its supply 
chain has finite and often risk-laden returns 
for any nation. However, in order to bring 
about a socio-economic transformation, 
it is imperative that Seychelles takes up 
the challenge of elevating the scientific 
and technological potential of its human 
capital through education in STEM. 

The strengthening of the national 

human capacity ranks as one of the pivotal 
aspects of sustainable development 
in the national priorities of Seychelles5

. However, very little action has 
happened on ground, especially at the 
grass root level. At the policy level, 
providing high-quality STEM education 
has been recognized as critical for a 
nation’s prosperity and security around 
the world, both in developing as well as 
developed countries. The emerging field 
of STEM education presents a fascinating 
opportunity.

Why STEM?

 Appropriate reliable, affordable, 
modern and environmentally sound 
technologies are critical to achieving the 
globally desired Sustainable Development 
Goals (SDG) identified and promulgated 
by the United Nations6. All SDG Sectors 

1.Paper presented at the International Conference on Education – 
Rethinking Education in SIDS hosted by UniSey in July 1, 2015 
2.deepakdbrig@gmail.com ; estico.xavier@gmail.com
3.Science, Technology, Engineering, and Mathematics (STEM) 
Education: A Primer : Heather B. Gonzalez Specialist in Science and 
Technology Policy; Jeffrey J. Kuenzi Specialist in Education Policy; 

August 1, 2012 US Congressional Research Service,7-5700 ; www.crs.
gov ;R42642
4.http://www.worldbank.org/en/news/press-release/2015/07/01/new-
world-bank-update
5. National Report Seychelles, 2013.
6. UN SAMOA Conference, Sep 2014.
7. The Eco. Commission for Latin America and  
the Caribbean (2007).

Notes

Keywords: STEM, SIDS, human capital, knowledge-based economy

Deepak Das and Xavier Estico 2

l Abstract

This paper makes a case for a 
focus on STEM (Science, Technology, 
Engineering and Mathematics) 
Education in Seychelles by shedding 
light on the poor performance in 
mathematics and science and limited 
pursuit of higher education in pure or 
applied sciences among students in 
the Seychelles. The data collection has 
been based on a questionnaire prepared 
and administered for the compilation 
of statistics by UNESCO, World Bank, 
Seychelles Qualification Authority, 
Ministry of Education and Ministry 
of Human Resource Development 
(Seychelles) for the 2009 - 2015 period. 
The paper attempts to identify linkages 
between technological innovation in 
Seychelles’ economic development 
strategies and the importance of STEM 
Education programmes. It draws upon 
initiatives taken by other countries and 
suggests a way forward for Seychelles 
to enrich its human capital and transcend 
into a Knowledge-Based Economy. 

Public School Children at a Science 
Exhibition in Mahe, Seychelles
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& national priorities – like energy, food, 
health, blue economy, marine science, 
environment conservation, waste 
management, and biotechnology – 
identified by Seychelles in its national 
strategies (Seychelles Sustainable 
Development Strategy 2012-20 and 
the National Development Strategy 
2015-19) and plans, as well as regional 
commitments, call for STEM education in 
the bid to empower the national youth and 
replace its largely expatriate work force.

What Does STEM Do?

STEM Education improves the 
employability of young people, economic 
competitiveness, productivity and national 
growth. A well-trained workforce tends to 
pursue additional learning opportunities 
and improves investors’ confidence – an 
important criterion for economic stability. 
Consequently, greater investment of 
SIDS in STEM education would lead to 
increased exposure of young people to 
opportunities and stable careers in the 
sciences. STEM is especially essential for 
sustainably addressing the priority issues 
of SIDS, like preventing biodiversity loss, 
ensuring environmental sustainability, 
fostering sustainable management of 
freshwater & oceans and encouraging 
sustainable energy use – all of which 
require knowledge of the sciences.

What’s the Problem in SIDS?

Decline in specialization in 
science and technology subjects at 
tertiary level has ensured that growth 
relies on the import of technology7. SIDS 
have relatively high levels of education, 
especially Seychelles, where almost 
99 % of the population is literate and 
gross enrolment in upper secondary 
is 91% and 109 % (male and female)8 

. However, investment in science 
and technology has been limited – a 
fact which was reiterated during the 
SAMOA UN Conference on Sustainable 
Island Living in September 20149 
. Consequent low investment in Research 
and Development (R&D) results in limited 
development of domestic technologies. 
This situation is associated with the 
decline in market activity, diversification 
and creation of value added products, 
unless technology is imported – then too 
modalities of technology transfer and 
absorption warrant the development of 
scientific capacity. 

The STEM initiatives at both the 
Third UN International Conference on 
SIDS (SAMOA, September 2014) and the 
World Economic Forum Meeting (South 
Africa, June 2015) were conducted as 
side conferences. However, to their 
credit it must be highlighted that both 
these conferences identified the urgent 
need to promote STEM in SIDS and in 
Africa through various initiatives like 
the Next Einstein Programme, which 
aims at the next Einstein being from 
Africa; Tech Woman, USA which funds 
promotion of women in science in Africa; 
and the decision to establish 15 STEM 
Centres of Excellence in Africa. The side 
conference at SAMOA was the initiative 
of the Government of Seychelles, but 
sadly, Seychelles was not represented 
at the World Economic Forum (WEF) 
Africa Conference on STEM, missing 
out on the possibility of lobbying for 
the establishment of a STEM Centre of 
Excellence in Seychelles.

A Case Analysis of the State 
of STEM Education in  
Seychelles 

The data collated from various 
international and national sources 

highlight the status of STEM Education 
and the interest amongst the youth in 
Seychelles to pursue higher education 
in STEM subjects. Figure 1 below 
represents the performance of 
Seychelles in the Third SACMEQ Survey10 
 held in 2007 and the comparative 
performance of 4th Grade level students 
in Numeracy (Math) compared to Literacy 
(Reading). The performance in Math is at 
the lower end of the scale. There has also 
been a decline in both Math (554 to 551) 
and Reading Scores (582 to 575) from the 
Year 2000 to 2007, although this may be 
attributable to the increased percentage of 
population of children attending schools. 
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l Résumé

Cette communication justifie 
l’enseignement des sciences, de la 
technologie, de l’ingénierie et des 
mathématiques aux Seychelles 
en attirant l’attention sur les 
faibles performances notées dans 
l’apprentissage des mathématiques 
et des sciences et les perspectives 
limitées en ce qui concerne la 
poursuite d’études supérieures dans 
les sciences pures ou appliquées 
pour les étudiants seychellois. Les 
données recueillies proviennent d’un 
questionnaire préparé et administré 
pour la compilation de statistiques 
par l’UNESCO, la Banque Mondiale, 
la Seychelles Qualifications Authority, 
le ministère de l’Education et celui 
du Développement des Ressources 
Humaines pour la période allant de 
2009 à 2015. La communication tente 
d’établir des liens entre l’innovation 
technologique dans les stratégies 
de développement économique 
aux Seychelles et l’importance 
des programmes d’études liés aux 
sciences, à la technologie, l’ingénierie 
et les mathématiques. Elle s’inspire 
des initiatives prises par d’autres 
pays et propose une piste pour que 
l’archipel des Seychelles puisse 
enrichir son capital humain et initier 
sa transformation en une économie 
du savoir.

8.UNESCO Institute for Statistics 2014. Youth (15-24) literacy rate (%) 
is the number of people aged 15 to 24 years who can both read and 
write with understanding a short simple statement on their everyday 
life, divided by the population in that age group. Generally, ‘literacy’ 
also encompasses ‘numeracy’, the ability to make simple arithmetic 
calculations. Upper Secondary of two years covers age group 15-16.
9.http://www.sids2014.org/index.php?menu=14

10.*Southern and Eastern Africa Consortium for Monitoring 
Educational Quality (SACMEQ). The countries that participated 
in the third SACMEQ survey were: Botswana, Kenya, Lesotho, 
Malawi, Mauritius, Mozambique, Namibia, Seychelles, South Africa, 
Swaziland, Tanzania (Mainland), Tanzania (Zanzibar), Uganda, Zambia, 
and Zimbabwe.

Notes
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Figure 1: World Bank statistics on Seychelles: SACMEQ 2007.

Figure 2: Ministry of Eduaction Statistics, 2011

Figure 2 above depicts the Ministry of 
Education performance of Primary 6 (Age 
11) and Secondary 5 (Age 15) school 
children of Seychelles through the years 
2011-13. In the case of Primary 6 Level 
national examination results, the girls 
clearly outscore the boys – 21.6 % of girls 
compared to 12.5% of boys obtained at 
least Grade C or higher grading. However, 
what is alarming is the large percentage of 
children (78% of girls and 87 % of boys) 

who are below ‘C’ Grade in the national 
examination results. The comparative 
performance indication of S 5 (Grade 10) 
secondary students who are able to qualify 
for IGCSE Examination follows a declining 
and dismal ratio of 43, 22 and 4 percent 
in English, Math and Combined Sciences 
respectively. This trend clearly indicates the 
urgent need to usher in a comprehensive 
review and quick initiatives to promote 
STEM Education in Seychelles.  

Figure 3: Education 
Development Aims 2015-19.

In its National Development 
Strategy 2015-201911, Seychelles intends 
to improve its Human Development Index 
ranking in the world from the present 71st 
position in 2014 to the 60th in 2019. It plans 
to do so by addressing, amongst other 
things, the key factor of education. It intends 
to improve the levels of performance in 
Public Schools in the national examinations 
of Primary 6 from the present 12.5% to 
15% for boys and from 21.6% to 25% for 
girls; and in the Secondary 5 Level from 43, 
22 and 4% to 60, 35 and 15% in English, 
Math and Combined Sciences respectively. 
However, these are indicator centric 
plans and no real programmes for STEM 
Education have been worked out as yet by 
the Ministry of Education in its projections in 
the draft NDS.

Another unhealthy trend concerns 
subject preference among students, 
which is perhaps based on the lack of 
awareness and understanding that STEM 
careers could provide them with better 
job prospects12. Both the ANHRD data and 
SQA data provided in Figures 4 & 5 clearly 
indicate the preference of the youth of 
Seychelles towards Non-STEM subjects 
across undergraduate, graduate as well 
as vocational training courses, from 2011-
14. To change this mindset, there is an 
urgent need to stimulate and motivate the 
youth towards STEM, towards better jobs 
prospects and a more vibrant knowledge 
based economy. 

11. draft National Development Strategy 2015-2019
12.http://monitor.icef.com/2012/11/demand-for-stem-continues-to-increase

Notes
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Figure 4: Agency for 
National Human Resource 

Development Data 2009-2014

STEM VS NON-STEM:  
ANHRD DATA 2009-14

Figure 5: Seychelles 
Qualifications Authority 
Data 2013-15.

Statistics for Evaluation of 
qualification 2013-2015

Inferences from Data Analysis 
of Seychelles: 2007; 2009-2014; 
2015-19

The writing is clear on the wall 
and it does not read too well in terms of 
converting Seychelles into a Science and 
Technological Innovation State. School 
math scores were at the lower end of the 
SACMEQ Mean Scale in 2007; Between 
2011-13 only 4 % students scored Grade 
C or above in combined sciences in IGCSE 
Exams; only 12 % students pursue UG 
Degree in pure sciences compared to 88 
% who pursue pure arts; only 7.6 % of 
all UGs opt for applied sciences, the rest 
opting for applied fields in arts/humanities 
and only 11 % opting for technical 
vocational training. Moreover, the only 
university in Seychelles – UniSey – offers 
only courses in Computer & Information 
System and Environmental Sciences. 
The Seychelles Qualifications Authority 
(SQA) data reflects the increase in holders 
of Bachelors in Applied Sciences and 
Vocational Diplomas/Certificates, but a 
decline in the number of qualified doctors 
and engineers from 2013 to 2015. This 
alarming trend of poor performance 
in Sciences and Math by the youth of 
Seychelles and the lack of awareness, 
interest and preference in pursuing 
careers in STEM Education fields for 
better jobs or innovative businesses need 
to be urgently addressed through policy 
intervention and action.

13. http://ww.a-star.edu.sg/

Note

Models in Other SIDS / Developed Economies
Most SIDS governments, including Barbados and Mauritius, are in the 

process of developing a blueprint to reform Science, Technology, Engineering and 
Mathematics Education in the next five years, including initiatives like inviting the 
Australian Science Circus. Singapore has 42 schools offering STEM Applied Learning 
Programmes (STEM-ALP), an advanced Science Centre and an integrated organisation 
– A-STAR (Agency for Science Technology and Research) – which promotes STEM 
Education and bridges the gap between industry and academia13. 
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Figure 6 above is the STEM Model 
followed in an International School in 
Bremen, Germany, which has linked 
at least 6-7 applied learning centres to 
the learning of Science alone. It has 
similar linkages for Math, Engineering 
and Technology, and some to common 
applied science and technology centres of 
learning. Although SIDS may not develop 
exactly similar models, the idea of applied 
learning in principle can and must be 
applied in a deliberate and phased manner. 

Where Do We Want To Go? A Suggested 
Strategy

Seychelles has its own unique 
dynamics which impact the need and way 
forward for STEM Education. It therefore 
needs to work out its own strategy. A 
suggested one is given below:-
- First, build awareness amongst 
policymakers, educational institutions, 
students, civil society and the industry – 
both public and private.
- Second, create a model for STEM (at all 
levels of education/training/industry). 
- Third, build capacity both in terms 
of tertiary education options – through 
the SIDS University Consortium, the 
establishment of an Integrated Science 
and Technology Centre, and through 
international/regional collaborations & 
national initiatives; support teachers/
educators (especially at the primary level 
in teaching practical life sciences)14; and 
incentivise learners/students.
- Fourth, create a mechanism for 
institutionalised funding. Seychelles 
needs to increase the allocation to STEM 
education, over and above the normal 

education spending, and simultaneously 
launch a ‘business backs stem education’ 
CSR programme by encouraging and 
giving freedom to the private as well as 
the voluntary sector. All of this needs to be 
urgently formulated and implemented into 
an evidence-based five-year national policy 
to promote STEM Education in the country. 

This would ensure that policy intervention is 
synchronous and remains funded with other 
national five-year development plans to 
help elevate the scientific and technological 
potential of Seychelles’ human capital, and 
thereby enable Seychelles to achieve its 
national vision of transitioning to a Knowledge 
Based Economy by 2025.

Teaching & Learning

ZARM CENTRE OF APPLIED SPACE TECHNOLOGY & MICROGRAVITY
UNIVERSUM INTERACTIVE SCIENCE CENTRE WITH 250 EXHIBITS ON 

MANKIND, EARTH & COSMOS
ZMT LEIBNIZ CENTRE FOR TROPICAL MARINE ECOLOGY
DLR Labs GERMAN AEROSPACE CENTRE

BOTBALL ROBOT’S FOOTBALL COMPETITION/ROBOCUP
SOLAR CUP SOLAR POWERED MINIATURE AUTOMOBILE MODELS RACE

Fugure 6: Linkages to Applied Science Centres in an international School in Germany

Concluding quote: “The responsibility for creating STEM relevancy rests with us adults, parents and mentors. STEM isn’t 
about STEM; it’s about making a difference in the world. It’s about the ability to excel, even if you’re an artist or social 

worker, because the world has changed, and technology and math are at the heart of everything. Understanding STEM 
means we can create things that change the world. This is the language of a new generation, and we must learn to 

speak it.” (Barak Obama)

14.The Academy of Sciences in France successfully tried this model, wherein Primary School teachers (who were generally from 
Arts/Social Sciences background) were trained to incite the spirit of inquiry amongst children, through practical teaching of everyday 
science facts.

Note
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CORPUS ENGAGEMENT IN THE SEMANTIC ANALYSIS 
OF GRAPHIC VERBS
Key words: corpus, Graphic Verbs, valence, semantic arguments, Created Object 

Olga Klymenko 

l Abstract

Given the geographical remote-
ness of Small Island Developing States 
(SIDS), one of the difficulties faced by 
SIDS-based researchers face is limited 
access to world library resources. To 
collect reliable language evidence, a lin-
guist has to work through thousands of 
pages of various texts which are difficult 
or impossible to obtain on a small island. 
The decision rests with the opportuni-
ties provided by modern Information 
and Communication Technologies. Es-
pecially helpful as a new form of infor-
mation delivery are the on-line linguistic 
databases or corpora. 

The present paper deals with the 
general problem of how corpora can be 
used in teaching and research. It con-
cerns itself with the description of the 
corpus-facilitated semantic analysis of a 
group of English verbs, thus showing a 
possible way of corpus engagement in 
research. 

To approach the problem out-
lined above, the paper gives a brief over-
view of the current place of research 
in the education process, defines the 
essential characteristics of linguistic 
corpora and some benefits provided to 
researchers. An example of the British 
National Corpus (BNC) engagement in 
linguistic research is also provided. 

1.0 Introduction
The present paper focuses on the 

problem of linguistic corpora engagement in 
research in Higher Educational Institutions. 
The aim of the paper is to show how the 
corpus data can facilitate the research for 
those who investigate language-related 
issues. The above stated is illustrated with 
the results of the British National Corpus-
based analysis of English Graphic Verbs 
valence realization. This analysis focuses 
on the sphere of the language where 
lexical and syntactic semantics merge and 
it aims at exploring the mappings between 
the amount of information that verbs can 
potentially lexicalize (which is reflected in 
the dictionary entry) and the amount of 
information manifested on the syntactical 
level when the verb is used in the speech 
structure. 

Though being extensively covered, 
the issue of lexical/syntactic correlation 
continues to pose a challenge for linguistic 
theory. A lot of open questions are found 
in the sphere of implicit information in 
the verb constructions. In the era of 
global communication, multilingualism 
and artificial intelligence, it is especially 
important to understand how meaning is 
communicated. In this respect, implicit 
components of speech structures present 
a fertile exploration ground and justify the 
relevance of the present research. 

2.0 Research as an inherent 
component of Higher Education 
in the changing global context

Science, technology and innovation 
have traditionally been associated with 
proper development and improvement of 
life standards. It is the education sector 
that provides a sustainable source for 
a knowledge-based economy. Thus, 
it is with well-grounded reason that 
education is at the heart of the UNESCO 

Education Strategy 2014-2021 as “… 
a basic human right and the foundation 
for more sustainable, inclusive and just 
development” (p. 3).

Being at the forefront of human 
development, the education sector is 
especially susceptible to the changing 
global context and has to respond to any 
challenges of social dynamics. In the modern 
era of digital globalization, special emphasis 
is placed on the improved capacity provided 
by the latest developments in the sphere of 
intelligent technologies. Expanding learning 
opportunities and the quality of education 
through Information and Communication 
Technology (ICT) is one of the strategic 
targets of the UNESCO post-2015 
agenda (Ibid., p. 43). Given the increased 
competences of young people as ICT 
users and the ever growing technological 
opportunities, it is believed that ICT-based 
solutions will make major contributions to 
enhancing Higher Education delivery in the 
21st century.

In the system of Higher 
Education establishments, universities 
are foregrounded as inherently assuring 
research awareness and promoting 
creative potential. The introduction of new 
digital technologies has brought about 
strong implications for universities to 
link with the new forms of research and 
knowledge delivery. In this connection, 
special attention should be paid to the 
linguistic corpora – online databases 
which facilitate the data collection and 
its processing, thereby conferring a new 
dimension to research. 

3.0 What is a corpus and 
what benefits does it bring to 
researchers? 

Successful engagement of 
corpora in research is promoted by a true 
understanding of its nature and the relevant 
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opportunities it provides for a researcher. As 
defined by Merriam-Webster`s dictionary, 
a corpus is “a collection of writings, 
conversations, speeches, etc., that people 
use to study and describe a language”. 
This definition features the contents of 
corpora – recorded language data, and the 
major purpose of their compiling – to carry 
out linguistic analysis. One more crucial 
point about corpora to be emphasized is 
the fact that as Baker, McEnery and Wilson 
(1996, p. 197) point out, it is a collection of 
machine readable texts. In other words, a 
modern corpus is an electronic computer 
manageable database, the implications 
being its extensive size and a whole range 
of tools and procedures to process the 
language data. 

It should be mentioned that there are 
a number of approaches to corpora compiling 
and they can be classified according to 
different criteria: according to the language 
mode reflected (corpora of written texts or 
transcripts of recorded speech); according 
to the number of languages reflected 
[monolingual (containing texts in a single 
language) or multilingual (containing texts 
in multiple languages)]; according to the 
principle of compiling [closed (of fixed size) 
and open (expandable, with new texts 
being continually added)]; according to 
the contents [general (featuring a certain 
language or its variety in all contexts) or 
specialized (reflecting the language use in 
a certain context)]; according to the size of 
entries [full (containing full texts) or sample 
(with extracts of a certain length)]; according 
to the time span of the reflected language 
matter [synchronic (of a given period of time) 
or diachronic (embracing several periods of 
the language development)].

The above-described variety of 
approaches to corpora creation shows how 
versatile they are and reflects the variety 
of analysis aspects which they can inform. 
One can study the structure or the function 
of the language at a given time or in the 
dynamics reflecting on the written or oral 
modes or speech production.

So, what are the main features of 
linguistic corpora with reference to how 
researchers can benefit from them? First 
of all, a corpus is an extensive collection 
of language matter. For instance, Google 
N-Grams Corpus, the largest English 

corpus, comprises 155 billion words. 
Corpus of Contemporary American 
English includes 425 million words. Such 
impressive bulk of language data promotes 
one of the most important advantages 
of corpora referred to as ‘condensed 
exposure’ to the language feature under 
study (Gabrielatos, 2005). It is explicitly 
illustrated by the author that to get 
through the linguistic evidence equivalent 
to 90 million written words resource of 
the British National Corpus (BNC), the 
researcher has to do extensive reading of 
80 pages a day for six years (Ibid.). With 
targeted concordance tool-based search in 
BNC you get the language material you are 
for in course of one query. 

Another benefit researchers get 
from corpora is that besides providing the 
empirical material, they equip you with 
some tools for processing this material 
according to the purpose of your analysis. 
Thus, the search filters of corpora make 
it possible to look for a single word or a 
phrase, to restrict the search by part of 
speech or combinability pattern, to trace 
the typical lexical context for a word or to 
make up a word frequency list. 

One more obvious advantage for 
a researcher is the additional information 
about the language data which can be 
obtained from the corpus. The linguistic 
information you can find about the 
language units in a corpus is known as 
annotation or tagging (Gabrielatos, 2005). 
Here belong indication of the part of 
speech, grammatical form (tense, number), 
annotation for morphology [indicating the 
lemma (base) of the word], semantics, 
pragmatics, etc. Non-linguistic information 
such as facts concerning the origin of the 
word, the date of publication, the author, 
etc. is the mark-up of the language unit 
featured in a corpus. Such information 
caters for a multi-faceted linguistic analysis, 
including morphological, lexical, syntactical, 
semantic and pragmatic aspects as well as 
supra text discourse analysis.

The present study is carried out with 
the British National Corpus (BNC), which is 
a monolingual (dealing with modern British 
English), synchronic (covers British English 
of the late 20th century), general (is not 
limited to a particular context of language 
use cutting across a wide range of different 

styles, genres, subject fields, registers, 
etc.) sample (with 45,000 words limit) 
corpus. This 100 million-word collection of 
written (90%) and spoken (10%) texts is not 
expandable, being first completed in 1991 
with the latest revised edition in 2007. 

Designed to meet any kind of 
computer-based research of the nature of 
language, it perfectly suits the needs of 
applied and theoretical linguistics. Section 
4 provides evidence of how the BNC data 
informed the semantic analysis of English 
Graphic Verbs.

4.0 An instance of corpus-based 
linguistic analysis
4.1 Main concepts supporting English 
Graphic Verbs valency realization

The unique feature of the verb which 
puts it on top of the lexical paradigm is its 
ability to denote a whole situation with a 
number of participants standing in different 
relations to each other (Apresian, 1969 & 
1974; Chafe 1970). The verb meaning is 
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l Résumé

Compte tenu de l’éloignement 
géographique des petits Etats en dével-
oppement, l’une des difficultés rencon-
trées par les chercheurs qui y sont basés 
est le manque d’accès à la documentation 
à l’échelle mondiale. Pour pouvoir collecter 
des données fiables en linguistique, par 
exemple, le chercheur se doit de consulter 
des milliers de fichiers provenant de divers 
textes qui sont difficiles ou impossibles 
à trouver sur une petite ile. La solution à 
ce problème pourrait venir des nouvelles 
technologies de la communication et de 
l’informatique, en particulier les nouveaux 
types de transmission de l’information à 
travers les bases de données linguistiques 
ou corpus numériques.

La présente communication traite 
de la difficulté générale à utiliser le cor-
pus dans l’enseignement et la recherche. 
Elle porte également sur la description de 
l’analyse sémantique d’un groupe de ver-
bes en anglais à partir d’un corpus, mon-
trant ainsi la voie vers une possible utilisa-
tion du corpus en matière de recherche.

Pour aborder le problème susmen-
tionné, la communication propose un bref 
survol de la place qu’occupe la recherche 
dans le processus éducatif, tout en définis-
sant les  traits saillants du corpus linguis-
tique et certains des bénéfices qu’il pro-
cure aux chercheurs. Enfin, elle cite par 
exemple l’engagement du British National 
Corpus dans la recherche en linguistique.
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polyphonic with the information concerning 
different facets of the event it denotes. 
The above-described property of the verb 
challenges linguists and yields a number of 
different approaches to its study (Alexiadou 
& Schäfer, 2006; Babby, 2010; Dowty, 
1991; Jackendoff, 1990; Levin, 1993; Levin 
& Rappaport Hovav, 1997; Mel’chuk, 2004; 
Van Valin, 2001; Vendler, 1957). The present 
research is carried out in the framework 
of case or relational grammar. One of the 
crucial points in this theoretical paradigm 
is the notion of verb valence known to 
be introduced into linguistic scope by 
Tesnière (1959). He represented the verb 
metaphorically like an atom with its ability 
to combine with other atoms, linguistically – 
words. These situation participants the verbs 
combine with were called ‘actants’. The 
potential ability of the verb to attach actants 
was referred to as its valence. Accordingly, 
verbs were classified into avalent (to rain), 
monovalent (to sleep), divalent (to know) or 
polyvalent [having a valence of three (to give) 
or more (to exchange) actants]. The concept 
was further developed by Fillmore (1968), 
who assigned semantic or thematic roles to 
the actants, tagging them as agent, dative, 
instrument, experiencer, etc. Another 
fundamental concept informing semantics 
of the second part of the XXth century is 
the distinction between deep and surface 
sentence structures (Chomsky, 1965). 
The essence of this concept is that the 
information construct of the deep structure 
can be differently actualized on the surface 
by a variety of language units and their 
arrangement. Thus, sentences (1) I wrote 
him a letter and (2) The letter was written 
to him by me share one deep structure 
(underlying information, contents) but 
have different surface structures (different 
syntactic forms engaged in sentence 

construction). In contrast, sentences (3) 
John wrote a letter and (4) John annotated 
a letter have an identical surface structure 
[Noun Phrase 1 + Verb (past) + Noun Phrase 
2] but communicate different meanings. In 
sentence (3), Noun 2 – a letter – is something 
created in the situation described by the 
sentence. In (4), this noun is not created 
in the situation described by the sentence 
but is affected by this action: some notes 
concerning the letter appear. The difference 
between deep structures for sentences (3) 
and (4) can be accounted for by the fact 
that the verbs to write and to annotate 
have a different valence, which results in 
the different meaning they communicate in 
identical language structures. The surface 
syntactic object letter in the case of the verb 
to write corresponds to the semantic actant 
Created Object, and in the case of the verb 
to annotate, to the semantic participant 
Affected Object. The Created Object in 
(4) (the notes made in the letter) doesn’t 
have any surface representation but can be 
inferred from the situation denoted by the 
sentence.`

4.2. Corpus-based analysis 
of Graphic Verbs valence 
realization. 

The present analysis involves 
Graphic Verbs – verbs denoting controlled 
physical actions of the doer resulting in 
producing a graphic image, e.g. (5) to 
engrave – to cut words or pictures into 
a hard surface such as stone, metal, or 
glass.1

The act of producing a graphic 
object embraces a number of participants 
reflected in the valence structure of the 
verbs under study which includes five 
obligatory semantic arguments (Doer, 
Instrument, Created Object, Place, Image) 

and one optional semantic argument 
(Affected Object). The definition above 
presents the peculiar participants of the 
action denoted by the verb to engrave in 
which Created Object is defined as words 
or pictures, Place is a hard surface such 
as stone, metal, or glass. Besides explicit 
presentation of two action participants, 
the definition above makes it possible to 
infer Instrument as something sharp which 
follows from the defining verb to cut. 
The acting person corresponding to the 
participant Doer is implicitly an intelligent 
being capable of reflecting some Image by 
engraving.

Thus, the GV to engrave denotes the 
situation with five participants. It means that 
this verb has valency for five participants 
or is polyvalent. As these participants are 
inherent for the verb on the deep semantic 
level, they are referred to as semantic 
arguments. Semantic arguments surface 
differently as explicit or implicit components 
when the verb is actually used in speech: 
(6) EDJ 913 We were on a beach, and 
someone — probably me in my cheerleader 
mode — suggested we engrave our names 
in big letters upon the sand <…>.2

In sentence (6), semantic arguments 
Created Object (our names) and Place (the 
sand) surface explicitly, i.e. are established 
by certain language units. Other semantic 
arguments of this verb (Doer, Instrument, 
Image) are not established in the utterance. 
In other words they surface implicitly.

The point of the present 
investigation is to analyze and classify the 
correlations between the lexical meaning 
of GVs (semantic arguments GVs have) 
and the way this meaning is manifested in 
syntax (which arguments are represented 
with certain language units and which 
stay hidden in an utterance). The research 

1. Here and further GVs definitions are cited from the Macmillan English Dictionary for Advanced Learners  
(consider the References)

2. Here and further the cited text examples have been extracted from the British National Corpus Online service, managed by Oxford 
University Computing Services on behalf of the BNC Consortium (consider the References). All rights in the texts cited are reserved.

Notes
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also includes exploring the ways the GVs 
arguments are constructed. That is what 
denotative or connotative information 
about them can be derived from the verb 
definition. Analysis like this presupposes 
engagement of language data of two levels. 
Lexical properties of the verbs are reflected 
in the dictionary entry. A monolingual 
dictionary of the English language provides 
information concerning the verb semantics, 
that is defines it. The definition establishes 
the verb’s semantic arguments as such. 
In other words, it gives the verb potential 
ability to combine with certain language 
units to construct these arguments. Speech 
units represent the language in action. They 
illustrate how the verbs really work. For 
speech data, we can resort to corpora. This 
will be further illustrated with a closer look 
at one of the GVs semantic arguments – 
Created Object (CO).

As it has been stated above, CO is 
something that appears in the course of 
the graphic action. The dictionary-based 
analysis of English GVs yielded a hypothesis 
that there can be different ways for CO to 
surface. The Corpus-based sample of text 
structures with GVs revealed two of them: 
explicit and implicit ways. Accordingly, 
English GVs were streamed in two groups: 
GVs of explicit CO presentation and GVs of 
implicit CO presentation. 

4.2.1. GVs of explicit CO 
presentation. 

This rubric contains GVs whose CO 
valence established in the dictionary entry 
is realized syntactically: In the dictionary 
entry (5), CO valence is established by 
lexemes words and pictures. From the 
corpus example (6) presenting a speech 
structure we see that this action participant 

finds its syntactic realization with the noun 
phrase our names in big letters. So the 
verb to engrave is a GV of explicit CO 
presentation. Other GVs of this type are 
draw, paint, print, incise, etch, inscribe, 
redraw, scribble, sketch, write, etc.: (7) 
G1W 1168 Their television colleagues 
were more patrician, only occasionally 
deigning to nod down at the page and 
scribble the time of an important section of 
Blanche’s statement. 

GVs of explicit CO presentation 
make up 25% of the sampled GVs (see 
tab. 1).

4.2.2. GVs of implicit CO 
presentation. 

Unlike group (4.2.1) in GVs of this 
type, CO is not represented on the surface 
level though its valence is established in 
the verb definition: (8) annotate – to put 
notes in a piece of writing in order to explain 
parts of it. (9) F9T 1109 Older children can 
annotate their drawings to explain their 
views in more detail.

With the help of shorthand notation, 
the correlation between the deep semantic 
and surface syntactic level for the verb to 
annotate can be shown as follows: 

(10) Annotate  Doer [older children], 
Created Object [-], Resource [-], Affected 
Object [their drawings], Place [-], Image 
[their views].

As we see from (8), CO valence is 
established in the dictionary entry with the 
noun notes. From (9, 10) we understand 
that CO surfaces implicitly in the text 
structure, which makes it possible to 
classify the verb to annotate as a GV of 
implicit CO presentation. Other GVs of 
this type are illustrate, address, autograph, 
bracket, calibrate, brand, tick, circle, 

transcribe, trace, tattoo, star, stamp, sign, 
ring, etc.: (11) EEJ 844 Then on the day of 
issue you address the envelope, stick on 
the stamps, post it in the First Day Cover 
posting box, and it will receive a First-Day-
of-Issue postmark. GVs of implicit CO 
presentation prevail and make up 75% of 
the sample (see tab. 1). 

Table 1: Created Object Valence 
Realization in English Graphic 
Verbs *

 Among the GVs of implicit CO 
presentation there has been singled out a 
group with incorporated CO: (12) dot – to 
put a dot over a letter of the alphabet. In 
(12) which is a dictionary definition of GV 
to dot the noun dot doesn’t only establish 
the CO valence, but also limits the possible 
words that can realize this valence: (13) 
A9W 375 Those conditions still stood, she 
told MPs, ‘but no one is suggesting that 
we dot every ‘i’ and cross every ‘t’ before 
we look at it.’

In the text example (13), CO 
surfaces implicitly. It is, figuratively 
speaking, ‘packed’ or – in linguistic terms 
– incorporated in the meaning of the verb. 
This CO is a regular object of the verb to 
dot so there is no need to mention it again.

Anyway, the evidence provided 
by the BNC suggests that the hidden 
CO can become explicit. There has been 
found an extensive body of examples, 
like as follows: (14) CDV 1382 Midway 
through their correspondence, Lawson 
began dotting the ‘i’ in his name – Bill – 
with a heart. 

In (14), incorporated CO is 
excorporated as it is now changed: instead 
of a regular dot a heart is produced. 

№ �e GV Semantic Type Examples Quantity
1 Graphic Verbs of explicit CO pres-

entation
write, draw, paint, print, incise, etch, 
inscribe, redraw, scribble, sketch, scrawl, 
scratch, etc.

21
(25%)

2 GV of implicit CO presentation illustrate, address, autograph, bracket, 
calibrate, brand, countersign, tick, circle, 
transcribe, trace, tattoo, star, stamp, 
subscribe, sign, ring, etc.

64
(75%)

Total of examples 
found:

85
(100%)

*Table 1
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l Conclusion

The analysis presented above has proved that language 
corpora are a valuable source of linguistic data which can 
inform the research hypothesis and give evidence for a well-
grounded judgement and more accurate language description. 
The analysis of corpus-based sample of English GVs revealed a 
variety of ways in which one of the semantic arguments (Created 
Object) can surface in a speech structure. The demonstrated 
asymmetry of the contents components of the verb and their 
syntactic realization is significant with reference to translating 
practices, machine language or artificial intelligence sphere. 

The knowledge of how the lexical and syntactical levels of 
meaning correlate contributes to the global understanding of 
how meaning is encoded and decoded in languages, which 
helps to avoid ambiguity or misinterpretation. 

So the outline of the results of the corpus-based 
linguistic analysis given in the paper illustrates how corpora can 
be used as an efficient online resource facilitating data access 
for students and academic staff engaged in language-related 
explorations. This links in with the possibilities for universities 
in general and those based in SIDS in particular to engage in 
the new modern forms of information delivery and research 
promotion.
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