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Abstract
The intent of this project is to create a professional learning manual for Singaporean
educators who are considering or preparing to teach within Singapore and in Indigenous or
rural schools in developing Southeast Asian countries. The manual may be a resource for
non-profit organizations that are planning to or have established schools in this region.
Research has shown that Eurocentric educational models or mainstream education
approaches are not effective with Aboriginal or Indigenous learners and current literature is
replete with calls for teachers to embrace a culturally responsive pedagogy. This professional
development manual will help to address these issues by providing Singaporean teachers as
well as non-profit organizations with essential knowledge about the Indigenous communities
and tools to conduct effective lessons and engage Indigenous students in learning. The
manual will encourage ongoing professional inquiry to help teachers and organizations

internalize and sustain their learning and adapt promising practices to their local contexts.
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Glossary
Aboriginal People

For the purpose of this project, Aboriginal people or Aboriginal includes “Métis, Inuit and
First Nations, regardless of whether they are ‘registered’ under the Indian Act of Canada”
(Wesley-Esquimaux & Smolewski, 2004, p.1). In this project, the term “Aboriginal” is
capitalized much like other ethnic population and organizations. Not doing this is regarded
by Aboriginal people as being ‘racist, offensive and belittling, a way of negating [their]
identity and nationality” (NSW Department of Community Services, 2007, p.2). The term

“Aboriginal” is used interchangeably with “Indigenous” in this project.

Assimilation

A 19th century idea that Indigenous people should be “improved” by being “civilized” and
becoming Christians and learning how to work as Europeans did (Australian Museum, 2009,

para. 2).

Culturally Responsive Teaching

Culturally responsive teaching refers to the use of “cultural characteristics, experiences, and
perspectives of ethnically diverse students as conduits for teaching them more effectively”

(Gay, 2002, p.106).

Culture

Culture refers to a system of shared beliefs, values, customs, behaviours, and artifacts that the
members of society use to cope with their world and with one another, and that are
transmitted from generation to generation through learning (University of Manitoba, n.d.,

para. 2)
Decolonization

Decolonization “does not mean and has not meant a total rejection of all theory or research or
Western knowledge. Rather, it is about “centring our (Indigenous) concerns and world views
and then coming to know and understand theory and research from our perspectives and for

our own purposes” (Smith, 1999, p.39).
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Developing Countries

Developing countries, according to the World Bank classification, are countries with low or
middle levels of Gross National Product per capita. More than 80 percent of the world's
population lives in the more than 100 developing countries (The World Bank Group, 2004,
para. 17).

Elder(s)

Elders are Aboriginal and Indigenous persons who are respected and consulted by the
community due to their experience, wisdom, knowledge, background and insight. The word

Elder does not necessarily equate with age (Government of Saskatchewan, 2009, para. 16).

Faith-based Organizations (FBOs)

Faith-based organizations are civil society organizations that are “religious in nature,
which distinguishes those organizations from government, public or private sector

organizations” (International NGO Training and Research Centre, n.d., para. 1).

First Nations

First Nations is a Canadian term for Aboriginal or Indigenous people. According to Stiffarm
(1998), “First denotes primacy, Nations indicates that the people were organized into social,
political, and economic groups with distinct cultures and languages and land; and the plural

form denotes diversity of these groups” (Stiffarm,1998, p.viii).

Indian

The term "Indian" is “narrowly defined by the Indian Act. Indian peoples are one of three
groups of people recognized as one of Canada's Aboriginal peoples in the Constitution Act,
1982. There are three legal definitions that apply to Indians in Canada: Status Indians, Non-
status Indians and Treaty Indians” (Government of Saskatchewan, 2009, para. 21).

Indigenous People

Indigenous people refer to “all inhabitants who are natives to a particular country, including

their descendants” (Alberta Education, 2005, p.154). To date, there has been no universal
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agreement on the definition of Indigenous people. In different countries, Indigenous people
may be referred to as Indigenous ethnic minorities,” "Aboriginals," "hill tribes," "minority
nationalities," "scheduled tribes," or "tribal groups" (The World Bank, 2005, para. 3). For
instance, the Maori are the Indigenous people in New Zealand and the Orang Asli and the
Dayaks are the Indigenous people in Malaysia. In Singapore, it is the Malays. Politically
however, it is unacceptable to call the Malays, who are regarded as one of the ethnic races in
Singapore, Indigenous people. In this project, the term “Indigenous” is also capitalized for

the same reasons given for Aboriginals.

Intercultural Inclusive Education

Intercultural inclusive education is defined as “consideration of difference among students,
and access to differentiated instruction and support to students to accommodate the cognitive,
emotional, physical, developmental and cultural attributes of individual learners” (Webber &

Lupart, 2011, p.3).

Mainstream Education

Mainstream education refers to education provided by the schools that are under the purview
of the Ministry of Education in Singapore (Chan, Burn, Lim and Thanver, 2008). The
Ministry Of Education “directs the formulation and implementation of education policies. It
has control of the development and administration of the Government and Government-aided
primary schools, secondary schools, junior colleges, and a centralized institute” (Ministry of

Education, 2011, para. 1).

Native

Native is a term used to “designate the inhabitants of a colonized country” (Battiste (Ed.),
2009, p.74). It is also a term used to refer generally to Aboriginal peoples. The term
"Aboriginal person” is mostly preferred to "native" (Government of Saskatchewan, 2009,

para. 18). The term is also used in other Indigenous countries.

Non-governmental Organizations (NGOs)

Non-governmental organizations are local, national or international organizations whose

members are not employed by the government. Many are charitable organizations that are



concerned with a wide range of social, economic or environmental issues (International NGO

Training and Research Centre, n.d., para. 1).

Reflective Practice

Reflective practice is an “inquiry approach to teaching that involves a personal commitment

to continuous learning and improvement” (York-Barr, Sommers, Ghere & Montie, 2001, p.3).

South East Asia

South East Asia includes “a mainland area (also called Indochina) and a string of
archipelagoes to the south and east and is generally taken to include Myanmar (Burma),
Thailand, Cambodia, Laos, Vietnam, Malaysia, Singapore, Indonesia, Brunei, and the

Philippines” (Encyclopedia Britannica, 2011, para. 1).

Sustainable Development

Sustainable development is defined as growth “that meets the needs of the present without
compromising the ability of future generations to meet their own needs” (United Nations

Commission on Sustainable Development, 2007, para. 2).

Worldview

The worldview of the Aboriginal cultures is distinct from the worldview of the mainstream
culture in any country. This worldview assumes that humans inhabit a universe that has been
made by the Creator and who strive to live in respectful relationship with nature, each other
and oneself. Each Aboriginal culture expresses this worldview in different ways, with

different practices, stories, and cultural products (Alberta Education, 2005, p.156).



Acknowledgement

For helping me to successfully birth this project from a vision that I had, I wish to

acknowledge and thank the following:

My Heavenly Father, the Creator of all things on heaven and on earth - to Him be all
glory and honour.

The Lheidli T’enneh territory within Dakelh Nation or Carrier First Nation for
allowing me to use their materials to develop this project.

Dr. Willow Brown, my supervisor, for her patience, time and guidance given at every
stage of this project. Her academic insights and her constant encouragement have helped
to take this project to greater heights.

Dr. Tina Fraser, my committee member, for introducing me to the ways of the
Indigenous people and inspiring me to work on this project. The time, support and
encouragement given by her are greatly appreciated.

Dr. Neil Lettinga, my committee member, for his time, support, spiritual encouragement
and invaluable insights given to this project.

Michelle Sims, a retired educator, for passionately sharing her \;vork experience in an
Aboriginal school in British Columbia, taking time to read and edit my draft manual, and
giving suggestions to improve the manual.

Friends, especially the education team at The Altar in Singapore and those at The Well in
Prince George for their spiritual support and encouragement. Truly, their love and walk
with me have helped me to soar on eagle’s wings.

My family members for graciously allowing me to leave the shores of Singapore and

return to Canada to pursue my M Ed degree.



ANSWERING A CALL, GIVING HOPE AND A FUTURE |

CHAPTER ONE: ANSWERING A CALL, GIVING HOPE AND A FUTURE

Once a tiny fishing village situated at the southernmost tip of Peninsula Malaysia, the
island nation of Singapore has transformed from a third world nation to a first world nation
within an astounding fifty years (Vaish, 2006, p.3). As Singapore is now a first world nation,
her people, especially the young Singaporeans, are increasingly “undertaking volunteering
work, whether in causes they feel passionately about like protecting the environment, or in
humanitarian work around the world” (Lee, 2008, para. 11). Venturing out with them are also
retired trained teachers who work for local faith based organizations that have planted
schools in South East Asia.

The purpose of this project is to create a professional learning manual for
Singaporean educators who are considering or preparing to teach within Singapore and in
Indigenous or rural schools in South East Asia as well as non-profit organizations that are
planning to or have set up schools in this region. I propose to enable my fellow Singaporeans
as well as myself to become aware of what Indigenous education entails so that we are able
to contribute meaningfully to Indigenous communities. In creating this manual, I will draw
upon relevant strands of literature, including Indigenous or Aboriginal education, culturally
responsive teaching (Gay, 2002), and reflective practice (York-Barr, Sommers, Ghere &
Montie, 2001). The Indigenous or Aboriginal education literature may provide insights into
what Indigenous education will entail. For this, I will draw on the literature of the First
Nation Peoples in Canada because 1 believe there is much more literature written on the
education of Canadian Aboriginal people than there is for the Indigenous people of South
East Asia. Understanding what Aboriginal or Indigenous education is all about is particularly

important because Singapore is a nation where there is minimal discussion concerning
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Indigenous people and their education. The literature on culturally responsive teaching will
help shed light on how teachers can capitalize on the cultural characteristics, experiences,
and perspectives of Indigenous students and use them as “conduits for teaching more
effectively” (Gay, 2002, p.106). Although Gay’s culturally responsive teaching framework
has been drawn up primarily for teachers teaching in diverse ethnic classroom setting, it is
also applicable to teachers who teach in an Indigenous classroom environment (Egbo, 2009;
Kanu, 2011). Thus, drawing upon Gay’s framework will enable the Singaporean teachers and
I to become culturally sensitive as well as responsive teachers when we teach Indigenous
students in the developing countries in South East Asia. A recent definition of intercultural
inclusive education (Webber & Lupart, 2011) provides an overall conceptual framework for
this project and affirms the application of culturally responsive teaching and related concepts
to international development. Further, aligning my project to this work provides an
opportunity for this study to make a valuable contribution to a relatively new academic area.
As for the literature on reflective practice, it will provide insights as to how reflective
practice can be a “potentially powerful enhancement” (Blase & Blase, 2004, p.85) for
teachers’ professional growth and performance. Weaving these strands of literature together
will inform my approach for designing this professional learning manual and the workshops
that it will support.
Statement of the Problem

According to Gay (2002) and Brown (2007), teachers are inadequately prepared to
teach students from diverse backgrounds, an observation that may also be applicable to the
Singaporean teachers. Although there are four distinct ethnic groups — the Chinese, Malays,

Indians and Eurasians - in our local schools, the National Institute of Education in Singapore
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generally prepares our teachers to deliver the mainstream curriculum that is grounded on
European or Western educational philosophy, thought, culture, and values. As such, teachers
from Singapore, including myself, are not likely to have considered the importance of
adopting a culturally responsive teaching approach in our classrooms.

Today, Singapore has a total of 30,000 teachers (MOE Press Release, 2010, para. 4).
Fully trained for mainstream education, the Singaporean teachers are reported to be one of
the largest groups of Singapore Volunteer Overseas (SVO) volunteers to have left their home
shores to share their teaching expertise in English, Mathematics and Science with children
who live in Indonesia, Vietnam, Nepal and Botswana. In addition, they have also been the
most sought after professionals by these host nations (MOE Press Release, 2000, para. 5).
According to Sim (2009), as many as 20 teachers have also volunteered to help and teach
students in countries such as Laos, Cambodia, the Philippines, Vietnam and Indonesia (Sim,
2009, para. 1) since 2000.

The number of teachers expressing their desire and willingness to spend time teaching
in developing countries is increasing. Challenge, an on-line magazine of the Singapore
Public Service, reported that under the Internationalising Singaporeans banner and the
enhanced Ministry of Education’s (MOE) Professional Development Leave (PDL) scheme,
some 8,000 Singapore teachers have been eligible to undertake purposeful professional
development, including overseas teaching stints in partner schools. Already, teachers have
taken advantage of the scheme by signing up for the Outreach Programme, a collaborative
programme by MOE and the Singapore International Foundation (SIF), which aims to
enhance the skills and knowledge of Singapore's foreign counterparts in developing countries

(Challenge, 2007, para. 1-2). With the number of Singaporean teachers who are now leaving
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their nation’s shores to teach Indigenous students in the developing South East Asian nations,
it becomes a grave concern as to how well prepared or effective a Singaporean teacher can be,
teaching Indigenous children or those from a different ethnic background when he or she has
little knowledge in these areas. As Howard (1999) so aptly remarked, “We can’t teach what
we don’t know”. I fully agree with this statement and if I may add to what Howard has said,
“We can’t even share what we don’t know either”. Current literature on Indigenous or
Aboriginal education is replete with calls for non-native teachers “to learn as much as
possible about the background and culture of the [Indigenous] students” (Friesen & Friesen,
2002, p.26) and this advice has been reiterated for the past three decades (Wolcott, 1967;
Friesen, 1977, Friesen, 1985; Elofson and Elofson, 1988; Reyhmer, 1992; Battiste and
Barman, 1995; Duquette, 2000). Likewise, the literature has repeatedly called for teachers to
embrace a culturally responsive pedagogy (Artiles, et al., 2000; Brown 2007; Cartledge &
Kourea, 2008; Richards, Brown & Forde, 2007; Taylor, 2010). If indeed the Singaporean
teachers want to make a significant contribution to the surrounding developing countries,
either by teaching in the rural schools or sharing their expertise with native educators, they
need to prepare themselves. Adequate preparation includes heeding and acting on these calls
for culturally responsive teaching so that they can leave the nation’s shores as fully prepared
volunteer teachers who can contribute in a meaningful way to the developing nations that
have opened their doors to them.

A number of Singapore’s faith based organizations (FBOs) have set up schools in the
surrounding countries in South East Asia. The Anglican Diocese has established schools in
both Batam (Indonesia) and Cambodia and the Methodist Missions Society, a missions

agency of the Methodist Church, has set up a Methodist School in Cambodia. For both
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organizations, our local educators have been deployed to either teach or provide teacher
training. Two of my former colleagues who have retired as teachers from Singapore’s
Ministry of Education have been recruited by the Anglican Diocese to teach in Batam and
Cambodia. Like me, they too had been trained locally by the Institute of Education (now the
National Institute of Education) to teach mainstream students in Singapore. They, like many
others, are passionate about serving in schools set up by FBOs but, may be unaware that
transferring what they know about mainstream “‘Western’ education structures and contents
have little meaning for Indigenous communities” (Hanemann, 2005, p.8). Mainstream
education systems advocate curricula and teaching methodologies that are “based on a world
view that does not always recognize or appreciate Indigenous notions of an interdependent
universe and the importance of place in their societies” (UNESCO Institute for Education as
cited by Hanemann, 2005).

There is also another retired school principal that I know who has been asked to be
involved in the setting up of FBO schools in Cambodia at this present moment. Like my two
former colleagues, he too may be unaware of the repeated calls made by native people from
different parts of the world, including Asia, to indigenize their education. Likewise, he may
not be familiar with Article 14 in the United Nations Declaration on the Rights of the
Indigenous Peoples, which asserts the right of Indigenous people to access education in their
own culture and language (United Nations, 2007, p.7). In the Philippines, FBOs have
undertaken “to provide education interventions” (Episcopal Commission On Indigenous
People, 2008, p.114) to Indigenous communities in the mountainous areas. They have
realized the need to address the “impact of mainstream education system on the Indigenous

communities” and introduce more “culturally-sensitive educational interventions” (Episcopal
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Commission On Indigenous People, 2008, p.118). Amongst one of the interventions is
indigenizing the formal education. What the Filipino FBOs have done has significant
implications for the Singapore FBOs. If the latter is to make an impact, they too, like the
Filipino FBOs, must not be heavily influenced by the colonial view that education is a means
to civilizing or assimilating Indigenous people into the mainstream culture. Rather, in setting
up schools and providing an education for Indigenous children, they must learn to journey
together with the Indigenous people and learn to see education “from the viewpoint of the
Indigenous people themselves” (Episcopal Commission On Indigenous People, 2008, p.115).
Only then can they help to “nurture their tribe, communities and culture” (Episcopal
Commission On Indigenous People, 2008, p.125). Otherwise, much harm can come upon the
Indigenous communities if the FBOs do not view education in a similar perspective as the
Indigenous communities. An example of this is seen in Thailand, where the educational work
of the FBOs has been reported to threaten the existence of the Akha identity, a hill tribe that
is living in northern Thailand (Macan-Markar, 2003).

There are also our local non-governmental organizations (NGOs) such as Mercy
Relief and Singapore International Foundation. The former was established in response to the
human tragedies in Asia. Officially launched by Deputy Prime Minister Lee Hsien Loong in
September 2003 to promote a civic life of compassion, care, and volunteerism amongst
Singaporeans, it undertakes long term development projects “to uplift the lives of the
impoverished and disadvantaged” (Mercy Relief, 2011, para. 1) by focusing on many areas
that include education. Serving the less fortunate and needy, Mercy Relief has been
educationally involved in developing countries such as Cambodia, Indonesia, Myanmar and

Vietnam. In Indonesia for instance, Mercy Relief undertook a professional development



ANSWERING A CALL, GIVING HOPE AND A FUTURE 7

project that started in November 2009 and ended in October 2010. Native teachers and
school leaders from Riau and South Sumatra province were “exposed to best practices and
latest trends in teaching pedagogical skills, classroom management, leadership skills,
curriculum development and Information and Communication Technology (ICT)” (Mercy
Relief, 2011, para. 3) by Singaporean trainers. In Myanmar, a team of youth volunteers was
sent to Grace Home in Bago to set up a computer lab and formulate a syllabus in basic
computer skills for 150 children.

The Singapore International Foundation (SIF) also works with communities in Asia
to promote sustainable development, which is defined by the Brundtland Commission as
“development that meets the needs of the present without compromising the ability of future
generations to meet their own needs” (United Nations Commission on Sustainable
Development, 2007, para. 2). It was set up in 1991 and education is one of its five core areas.
At present, it recruits two groups of educators — Ministry of Education (MOE) teachers and
non-MOE teachers - and sends them on in-field SIV (Singapore International Volunteers)
assignments that last between 6 months and 2 years. The volunteers live in the community,
teach the children, “transfer their skills and strengthen the capabilities of their overseas
counterparts” (Singapore International Foundation, 2009, para. 2) at the same time. Currently,
the SIF is looking for a pre-school English teacher to teach preschool classes as well as
“guide the teachers in curriculum planning and to develop an English Club” (Singapore
International Foundation, 2009, para. 1) at the Faculty of Early Childhood Education of
Vietnam's National College of Education. For these two NGOs, volunteers share the same

profile as those that have been mentioned for myself and my colleagues — they have been
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educated to teach the mainstream students, with little preparation for the cultural needs of
Indigenous students.

It is evident that there is a gap that must be addressed in terms of professional
knowledge for these groups of Singaporean educators because it does not appear that the
National Institute of Education in Singapore or the FBOs and NGOs provide teachers with
the necessary knowledge and skills required to teach effectively and sustainably in
Indigenous schools. Although it is heartening to see the number of Singaporeans wanting to
make a difference in Indigenous communities, I also have fear in my heart anticipating the
possible negative effects that may occur as they unknowingly transfer the dominant culture to
these communities and expect classroom behaviours coherent with their mainstream and
westernized experience.

To the best of my knowledge, I believe that there is no such professional learning
manual for teaching in Asian Indigenous schools at this present moment. Hence, I have
resolved to create this manual so as to address this gap that I see amongst those who are
currently teaching or are about to teach the Indigenous children living in the region
surrounding Singapore. Such a manual is also intended to inform those who are planning to
set up schools for the Indigenous communities and to support their ongoing reflective
practice. By closing this gap for my fellow educators, [ am confident that they will be able to
make a positive difference to the communities that they serve as well as give Indigenous
children the hope for a future they need and deserve. Additionally, this manual will address
the repeated calls made for non-Native teachers to learn as much as possible about the
background and literature of the Indigenous students and embrace culturally responsive

teaching.
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Purpose of the Project

The purpose of this project is to develop a professional leaming manual for
Singaporean educators who are considering or preparing to teach in Indigenous or rural
schools in South East Asia as well as non-profit organizations which are planning to or have
set schools in this region. The manual will serve as a resource guide that educators can refer
to, to help them to acquire an initial understanding about the Asian Indigenous communities,
and enable them to adapt the information to specific contexts through further reflective
practice (Schon, 1983; York-Barr, Sommers, Ghere & Montie, 2001; Osterman & Kottkamp,
2004). The manual will also be a toolbox containing suggested strategies that they draw upon
and use to help them to conduct culturally responsive lessons as well as draw up a holistic
curriculum. There will be references to additional readings and website links so as to assist
users in undertaking further self-exploration about Indigenous education and Indigenous
communities. Finally, I hope that the manual will challenge and provoke users to undertake a
journey of reflective practice. As an aspect of lifelong learning and professional development,
reflective practice aims to enable the users to gain new insights into the meaning of teaching
events and develop metateaching skills, that is, the ability to think about the thinking of
teaching (Blase & Blase, 2004, p.87) so that they can make the necessary adjustments to
cater to the needs of the Indigenous communities.

My intention is to anchor the manual in current research, theory, and practice in
Indigenous education, culturally responsive teaching, intercultural inclusive education, and
reflective practice. It will include practical, accessible information that users will find helpful

as they set up their classroom, interact with students and the community, design their lesson
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plans, and engage the community in the holistic education of the children. It will also inform
both policy makers and instructional leaders of these promising practices as well.

At present, the first draft of the manual, which I created during the Aboriginal
Learners course that I took in the Winter session at UNBC this year, has been sent to an
interested former colleague of mine. Having perused it and seeing its relevance, applicability
and transferability, she has asked for my permission to share it with the FBOs in Tanjong
Pinang, an Indonesian island, the Philippines and Nagaland, a state in the far north-easterﬁ
part of India. It is my hope that upon my return to Singapore to share this professional
development manual with the FBOs that have already set up schools in the developing
countries. I also intend to approach the Social Service Training Institute (SSTI), that runs
training workshops for the social service and non-profit sectors in Singapore, to suggest for
the inclusion of Teaching In Asian Indigneous Schools to their existing list of programmes so
as to give the NGOs the opportunity to send their volunteers to attend this workshop prior to
their departure for Asian destinations. Last but not least, it is my hope to find generous
donors who are willing to sponsor the publication of this manual so that it can be distributed
to other groups, including those overseas organizations that have similar calling to the FBOs
or NGOs in Singapore. Through this distribution, I hope to eventually see a collaborative
partnership develop amongst the local FBOs and NGOs and between the local and foreign
FBOs and NGOs.

How I Identify With The Project

I have been involved with education all my life. I first started teaching in the

mainstream schools in Singapore. After more than 20 years, I left the mainstream and went to

serve as a Vice-Principal in a special education school because I wanted to take on new
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challenges. Other than the administrative work of a Vice-Principal, I also conducted a few
professional development workshops for both my staff and the staff of another school that
was under the umbrella of the Association for Persons with Special Needs (APSN), the
organization that I worked for. After serving as a school administrator for three years, I took
a leave of absence for my own professional development, in the hope that I will be able to
share current trends and research in education with local and Asian educators upon my return
to Singapore. Hence, my current enrolment in the Master of Education course at UNBC.

It was not until I was required to take a course on Aboriginal learners that I began to
learn about the First Nations people of Canada — their history, their pain, their struggles and
their hopes. When I began to develop a learning manual for Singaporean teachers to teach in
Asian Indigenous schools as part of my course requirement, I became intimately acquainted
with the issues and plight of the Asian Indigenous people. Like the First Nations people of
Canada, they too are fighting for their rights — the rights of self-determination; the right to
assert their own identities as linked to their territoriés and ancestral domains; the right to
control their lands as the foundation of their existence; customary laws and Indigenous social
systems; the right to revitalize their traditional institutions; to speak their language and live
according to their world view and to educate their children on these (Kluwer Law
International, 2000, p.166-167). However, unlike the First Nations people of Canada who
struggled to free themselves from Western colonialists, the Asian Indigenous people have
had to struggle with two colonialists - the Western or Japanese in the last centuries and the
Asians in this century. Between the two, the Asian Indigenous people have experienced “the
worst forms of colonialism from fellow Asians” (Kluwer Law International, 2000, p.166)

who have pushed them to extinction “not only through invasion ...but also through the
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efforts of dominant Asians to assimilate [them], to impose languages, religions and political
concepts which are alien to [them]” (Kluwer Law International, 2000, p.166).

Because I aspire to work with the rural school leaders in Asia in the near future, these
words spoke directly to my heart and I knew that as an educational leader with a moral
purpose (Kaser and Halbert, 2009), I had to find a way to address this issue. Otherwise, both
my fellow Singaporeans and I, who share a similar calling and who have been bred, raised,
and educated in the dominant culture, will not be able to serve the Asian Indigenous
communities effectively by sharing our existing knowledge and western style of teaching.
Instead of being regarded as allies who have come to work hand in hand to promote
sustainable development in their communities, we will be viewed as one of the Asian
colonialists who have come to do more harm. After writing a paper exploring the effects of
residential schools, it is my desire not to see the Asian Indigenous people subjected to a
similar fate as the First Nations peoples under the Western colonists. They, like any other
nationals in the country, deserve the right to articulate and define their education. We, on the
other hand, should only come as collaborative partners to assist them in building a
sustainable society through education. By sharing with them what we know and in helping
them to develop a vision, they will be empowered to carry the torch that will give the
children in their community a hope to achieve their dreams and aspirations. This will be our
greatest gift to them and the “lasting legacy” (Hargreaves & Fink, 2004, p.10) we will leave
behind when we depart from their land and return to ours.

Twenty four years of experience as an educator and the knowledge and skills I have
acquired from university studies, in particular the course that I did on Aboriginal learners and

their peoples’ history, culture, and ways of knowing, have prepared me for this work. I
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believe that I am in a privileged position to create a professional learning manual that will
address issues pertinent to Indigenous education so that I can begin to equip myself and
fellow educators with the relevant skills and knowledge that we need to serve effectively and
contribute meaningfully to the Asian Indigenous communities. My colleagues and I come
from a nation that has greatly invested in our professional development. Yearly, Singaporean
teachers are expected to complete as much as 100 hours of professional development training.
Having thus received so much, there is also much that we can give in return to our
surrounding developing nations. What we lack, this manual will now begin to address, so that
we can answer to an inner calling or a moral purpose to go forth and serve selflessly and
meaningfully and be a great blessing to the Asian developing nations whilst keeping the
Singapore flag flying high. By sharing our knowledge and expertise and collaborating with
the Indigenous colleagues and community, we will not only help to provide the Indigenous
learners with the highest possible quality learning experience, but we will also significantly
improve the life chances of their learners, thus giving the latter hope for a better future. This,
according to Kaser and Halbert (2009), is the moral purpose of education. According to
Fullan (2002), it is the “moral purpose of the highest order” as the Singaporean educators are
acting with the intention of “making a positive difference” (p.415) in their own social and
international environment.

I also see this project as an opportunity for my own personal growth and development.
As 1 continue to research this subject to refine the existing manual, I will also gain
knowledge and understanding concerning Indigenous education, which will help me to be a

consultant to the FBOs and NGOs, should such opportunities present themselves upon my
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return to Singapore. I believe this study will facilitate the work that I hope to undertake with
the Asian Indigenous educators and school leaders.
Relevance to Mainstream Education in Singapore

Of the four main ethnic groups in Singapore, the Malays are known to perform
dismally in schools (Ali, 1996; Tan, 1997; Rahim, 1998; Wan Hussin, 1990; Tan & Ho, 2001
and Tan, 2007). As a result of this, repeated calls have been made to narrow the educational
disparity between the Malays and the other ethnic communities in Singapore, such as the
Chinese, Indians, and Eurasians. Although the Malay students have reportedly made
significant improvements in their educational achievements over the years, they are lagging
behind the other ethnic communities in Singapore (Tan, 2007, p.53).

Having once taught this group of students and now studied the situation for
Aboriginal learners in Canada, I see similarities between the Aboriginal learners and the
Malay students in Singapore. Historically, the Malays, have been considered the original
settlers in Singapore. Hence, that makes them the natives or Indigenous people of the land. In
the course of my research, I began to see that the Malay students have characteristics and
learning preferences similar to their Indigenous counterparts in other parts of the world. Like
the First Nations students in Canada, Malay students often prefer working in groups, are
more often visual and kinesthetic learners, and dislike competition. The contents in the
manual I plan to prepare will thus encourage Singaporean teachers to engage their Malay
students more effectively, so that the learning gap between the Malays and the other ethnic
communities in Singapore can be bridged. The relevance of this project for teachers of

Indigenous students within Singapore is confirmed in the literature by Hashim (1996), who
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asserted that culture plays a role in shaping the minds of the younger Malay generation and
influencing their academic achievement.

As it is Singapore’s aim to increase her population, she has therefore opened her
doors widely to immigrants. Since the end of 2005, her population has increased by about
810,000 people (Adam, 2011, para. 19). With a variety of immigrants arriving and placing
their children in local schools, the Singapore schools are becoming more ethically diversified.
Singaporean teachers may soon encounter the challenges of an increasingly diverse student
population that prompted Gay (2002) to define and promote culturally responsive pedagogy.
As a result of this, I see the potential of this manual to complement the existing teacher
education programme offered by our National Institute of Education.

Overview of the Project

The outcome of this project will be a professional learning manual designed for a
specific audience that includes educators working with Indigenous students within Singapore
and the neighbouring developing nations and the FBOs and NGOs aiming to promote the
development of Indigenous communities. My purpose in this manual is to inform and prepare
readers and workshop participants with the information and inquiry mindset (Kaser &
Halbert, 2009) that will enable them to serve Indigenous students effectively.

The project will be presented in two parts. Part T will consist of three chapters that
include a problem statement, literature review, and description of the development and
intended use of the manual. These chapters present my rationale for such a manual to support
and facilitate the work of Singaporean educators, FBOs and NGOs. I will review current
literature that supports the design of the manual. Part IT will consist of the manual, as it will

be presented to participants in a two-day workshop. In its current draft form, the manual
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consists of 14 sections: introduction, objectives, background information, a different
worldview, the Indigenous student, the curriculum, classroom setting and instructional
strategies, the community, rewards and challenges, areas for consideration, a glossary of
terms, appendices, references, and a feedback form.
Chapter Summary

In this chapter, I have introduced the problem and purpose of this project. I have also
explained how I have identified with it and I have demonstrated the relevance of the
proposed professional learning manual for the education of Indigenous students in Singapore
as well as in neighbouring developing nations. In the next chapter, I will review literature
from four areas: Indigenous education, culturally responsive teaching, intercultural inclusive
education, and reflective practice. The Indigenous or Aboriginal literature will provide
insights into what Indigenous or Aboriginal education will entail. The literature on culturally
responsive teaching will provide a conceptual framework that will help teachers to embrace
the practice of culturally responsive teaching. The literature on intercultural inclusive
education will bring classroom concerns to the international stage and provide a broader
conceptual framework. A review of work on reflective practice will help to explain why
inquiry-based experimentation during implementation of educational innovations is an
important component to teachers’ professional growth and performance. The final chapter

will describe methods pertaining to the development and intended use of the manual.
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CHAPTER TWO: A REVIEW OF LITERATURE

This chapter will review literature pertaining to Aboriginal or Indigenous education,
culturally responsive teaching, intercultural inclusive education, and reflective practice for
educators. The first purpose of reviewing these strands of literature is to anchor this manual
in theory and research so as to give it credibility, and the second is to inform the design of the
manual contents. (A description of how the literature contributes to the manual contents will
be included in Chapter Three.) Because there has been little written concerning Asian
Indigenous education, the literature review for Aboriginal education will primarily draw
upon studies pertaining to the First Nations people in Canada. Wherever possible, I have
included literature relevant to the Indigenous people in New Zealand, Australia, and
particularly Asia to confirm insights from Canada and strengthen their application to more
global context.

Aboriginal Education

A review of literature concerning Aboriginal education has shown that the use of a
non-native, in particular, Eurocentric educational model for the Aboriginal people of Canada
has had a “long and conclusive history of failure” (Hampton, 1995, p.7). Failure has resulted
primarily because Eurocentric educational practices have largely “ignored or rejected the
world-views, languages, and values of Aboriginal parents in the education of their children”
(Battiste, 1995, p.viii). As a result, there has been a “gradual loss of these world-views,
languages, cultures...in the Aboriginal communities” (Battiste, 1995, p.viii). Such an
experience of rejection and loss is also seen amongst the Aboriginals in countries like
Australia, New Zealand, Alaska, Hawaii, and the Pacific nations (Kanu, 2011, p.3). In Asia,

similar experiences have been reported in the Philippines (Episcopal Commission on
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Indigenous Peoples, 2008). With these losses, there have been calls to “decolonize
Aboriginal education and improve the educational attainment of Aboriginal students by
including Aboriginal cultural knowledge/perspectives into the school curricula and other
schooling processes” (Kanu, 2011, p.3). At present, Canadian Aboriginal communities are
searching beyond the old models of Eurocentric education to help them transform and
revitalize their languages and cultures (Battiste, 1995).

According to Battiste (1995), it is difficult to define Indian education but it is a
“significant process to all Aboriginal parents and communities” (Battiste, 1995, p.vii). The
search for a definition raises the question of what it means to be an Aboriginal person and
addresses key issues of education in a multicultural state: “What should education achieve
for Aboriginal peoples?” (Battiste, 1995, p.vii). Battiste (1995) stated that the “various
answers to these questions form the concept and processes of First Nation education”
(Battiste, 1995, p.vii).

A review of literature has shown that there are indeed numerous perspectives given
concerning Indian, Aboriginal, or First Nations education in Canada and Native American
education in the United States. According to Battiste (1995), the Aboriginal communities
have defined their educational ideal as “salvaging Aboriginal languages, cultures, and
societies, and of transmitting those cultures, with their unique understanding of North
American ecology and their distinct world-views” (p.viii-ix). For Ermine (1995), Aboriginal
education has “a responsibility to uphold a world-view based on recognizing and affirming
wholeness and to disseminate the benefits to all humanity” (p.110). This is because the
Western world subscribes to a “fragmentary self-world view” (Ermine, 1995, p.110) that is

detrimental to Aboriginal worldview or epistemology.
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Subjecting Aboriginal children to Western education systems that promote “the
dogma of fragmentation” (Ermine, 1995, p.110) will indelibly harm their capacity for holism
and impede their progress towards inwardness that their ancestors would see as essential
learning. Ermine believes that insights into truth can be achieved only through subjectivity
and the Aboriginal language and culture are their touchstones for achieving these insights
(Ermine, 1995, p.110). For Ermine, it is critical for the Aboriginal children to “take up the
cause of [their] languages and cultures because therein lies Aboriginal epistemology, which
speaks of holism. With holism, an environmental ethics is possible” (Ermine, 1995, p.110).
Leavitt (1995) acknowledged these fundamental differences in the world-view in Aboriginal
and English Language and highlighted the importance of “the integration of different levels
of Native culture and thought in the classroom strategies and events with and for Native
children” (p.xviii).

For Hampton (1995), Indian education “must enhance Aboriginal consciousness of
what it means to be Indian, thus empowering and enriching individual and collective lives”
(p.xv). In his very comprehensive essay, Towards a Redefinition of Indian Education,
Hampton (1995) gave five different meanings to the term Indian education: “(1) traditional
Indian education, (2) schooling for self-determination, (3) schooling for self-assimilation, (4)
education by Indians, and (5) Indian education sui generis” (p.8). The latter is “Indian
education as ‘a thing of its own kind’ (National Advisory Council on Indian Education,
1983), a self-determined Indian education using models of education structured by Indian
cultures” (p.10). Using the medicine-wheel typology as an organizing tool, he also discussed
the principles and boundaries in the redefinition theory of Indian education. He has identified

twelve standards or strands of unity that embrace Indian education. Using these central
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standards of First Nations education, he examined “the different transformative paths that

schools and communities have taken from assimilation to self-defining and culturally

transmitting models that build on the recognition of unique First Nations cultures,
communities, and elders” (Battiste, 1995, p.xv). The 12 standards are as follows:

Spirituality: “Indian education orients itself around a spiritual centre that defines the

individual as the life of the group” (p.21).

Service: Education is to serve the people and not individual advancement or status (p.21).

Diversity: The standard for diversity necessitates recognition of and respect for cultural
diversity amongst the First Nation peoples (Maclvor, 1995, p.77). It also requires
“self-knowledge and self-respect, without which respect for others is impossible”

(Hampton, 1995, p.26).

Culture: Indian cultures “have ways of thought, learning, teaching, and communicating that
are different from, but as valid as, those white cultures. These thoughts-ways stand
at the beginning of Indian time and are the foundations of [their] childrens’ lives.
Their full flower is being one of the people” (p.28).

Tradition: “Indian education maintains continuity with tradition. [Their] traditions define
and preserve [them]. It is important to understand that this continuity with
tradition is neither a rejection of the artifacts of other cultures nor an attempt to
‘turn back the clock’™ (p.29).

Respect: Indian education “demands relationship of personal respect” (p.31).

History: Indian education has a “sense of history and does not avoid the hard facts of the

conquest of America” (p.32).

Relentlessness: Indian education is “relentless in its battle for Indian children. [They] take
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pride in [their] warriors, and [their] teachers are warriors for the life of [their]
children” (p.32).

Vitality: Indian education “recognizes and nourishes the powerful pattern of life that lies
hidden within personal and tribal suffering and oppression. Suffering begets
strength. [They] have not vanquished” (p.35).

Conflict: Indian education “recognizes the conflict, tensions, and struggle between itself and
the white education as well as with education generally. Western education is in
content and structure hostile to Native people. It must be straightforwardly realized
that education, as currently practised, is cultural genocide™ (p.35).

Place: Indian education “recognizes the importance of an Indian sense of place, land, and

territory” (p.40).
Transformation: Indian education “recognizes the need for transformation in relations

between Indian and white as well as in the individual and society” (p.41).

For Maclvor (1995), these 12 standards have helped to serve as a “comprehensive and
holistic framework for envisioning and organizing thoughts on curricular change” (p.75) and
she has used them to reflect on science education and subsequently argue for a more
inclusive science education. Maclvor has called for locally developed cultural content to be
integrated holistically into all areas of curricula. Her emphasis on science highlights the
under-representation of Aboriginal peoples in sciences and the pressing need to develop
scientific and technological skills within their community.

Like Maclvor, Archibald (1995) also favoured integration. She described how Sto:lo
cultural content, concepts, and skills could be integrated in provincial curriculum and band-

operated schools and stressed the importance of community participation, especially from the
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elders, to help revitalize the education of the Aboriginal communities. This theme of
integration is also taken up by Kanu (2011), who strongly ca.lls for Aboriginal cultural
knowledge and/or perspectives to be integrated across the school curricula and teacher
education programs in Canada. The assumption is that the “integration of Aboriginal cultural
socialization processes, especially if based on an understanding of the Aboriginal
communities where Aboriginal students live their lives and how they are culturally socialized
to participate in routine practices in these settings, will create links between the home and
school cultures and motivate Aboriginal students to learn” (Kanu, 2011, p.5). In integrating
Aboriginal perspectives into a mainstream, regular curriculum, Kanu proposed layering at
five levels of classroom practice: “(a) as student learning outcomes for each unit and lesson;
(b) as instructional methods/strategies; (c) as curriculum content and learning resources
/materials; (d) as assessment of student learning; and (e) as the philosophical underpinning of
the curriculum” (p.102).

In the area of teacher education, Kanu (2011) stated the need for the faculties of
education and schools to provide opportunities for both Aboriginal and non-Aboriginal
teachers alike to increase their efficacy beliefs and confidence. Teachers had, in his research,
expressed their “lack of Aboriginal cultural knowledge and understanding for effective
integration....The non-Aboriginal (dominant culture) teachers [have] repeatedly mentioned
their lack of knowledge about Aboriginal content/topics/issues, the cultural characteristics of
their Aboriginal students and Aboriginal ways of learning” (p.176). As a result of this lack of
familiarity with Aboriginal approaches to teaching and learning, integration is affected
because the teachers do not have the “pedagogical content knowledge (i.e. the useful forms

of knowledge representation, analogies, illustrations, and examples from Aboriginal culture)
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to make the curriculum comprehensible [and accessible] to Aboriginal students” (p.176).
Kanu (2011) added that this diminished “teacher capacity seriously compromised [the]
teachers’ ability to act as ‘cultural brokers’ (Stairs, cited in Aikenhead & Huntley,1999)
negotiating and moving back and forth between the two cultures (Aboriginal culture and the
Eurocentric culture of school and curricula), and helping pupils deal with cultural conflicts
that might arise; it also undermined teachers’ efficacy beliefs vis-4-vis the integration of
Aboriginal perspectives” (p.176-177). Concurring with Kanu on the need to improve the
teachers’ capacity for integrating Aboriginal perspectives are Morgan (2010), Bishop,
Berryman and Richardson (2002), Kanu (2002) and Couture (1988).

Although Maclvor (1995), Archibald (1995) and Kanu (2011) have advocated for
Aboriginal content to be integrated into the curricula, Friesen and Friesen (2002) have called
for a different kind of integration. They have proposed integrating outsiders into Aboriginal
ways of thinking and behaving, in the belief that the Aboriginal ways have much to offer to
the non-natives. However, this integration has to be undertaken by Aboriginal educators and
leaders (p.17) and should be the “primary goal of contemporary Aboriginal education today”
(p-17). In profiling Aboriginal education in Canada, Friesen and Friesen (2002) stated that
adjustments are required to include a number of complex frontiers. These include “obtaining
the services of culturally knowledgeable and culturally sensitive teachers; incorporating
language learning into school curricula; acknowledging and teaching towards traditional
Aboriginal learning styles; developing locally-relevant curriculum materials; and,
incorporating Indigenous knowledge into the curriculum, preferably by enhancing the role of

elders in the classroom” (p.26). Most of these components are also reflected in a consolidated
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report written by the Filipino Episcopal Commission on Indigenous Peoples (2008) in its
attempt to introduce culturally-sensitive educational interventions.

It is evident from the literature that Aboriginal education in Canada is an evolving
and complex affair. Battiste (1995) stated that “there are no easy answers to the complex
world of First Nations education in Canada” (p.xx). In the literature cited here, each writer
has contributed to a vision of Indian or Aboriginal education. Collectively, the literature has
revealed some fundamental threads about Aboriginal education. Essentially, I have identified
six themes to inform a manual for educators in Indigenous Asian settings:

(a) Rooted in Indigenous peoples’ history, culture, values and heritage

(b) Includes Indigenous peoples’ worldview (ways of knowing, learning, and thinking)

(c) Advocates a holistic or integrated and culturally relevant curriculum

(d) Advocates culturally compatible teaching and assessment methods

(e) Involves community participation, especially by Elders as the gatekeepers of
Indigenous knowledge

(f) Both Indigenous and non-Indigenous teachers require support to deliver Indigenous
content and pedagogy so that they can integrate Indigenous perspectives into the
curriculum as well as deliver culturally appropriate lessons.

Culturally Responsive Teaching

With the dramatic demographic shift seen in American schools over the past few
decades, many researchers (Jordan, 1985; Erickson, 1987; Ladson-Billings, 1990; Au &
Kawakami, 1994; Gay, 2002;) have challenged educators to search for innovative ways to
work with students from culturally and linguistically diverse (CLD) backgrounds to ensure

that they receive a high quality and equitable education (Phuntsog, 1999; Brown, 2007). As
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educators tried to develop a close fit between students’ home cultures and the culture of the
school, the result has been a modified approach to instruction that literature has referred to as
culturally compatible (Jordan, 1985), culturally congruent (Au and Kawakami, 1994),
culturally relevant (Ladson-Billings, 1990), and culturally responsive teaching (Erickson,
1987) (Brown, 2007, p.57). For this study, I have chosen to focus on culturally responsive
teaching (CRT).

Gay (2010) has defined the term culturally responsive teaching as “using the cultural
knowledge, prior experiences, frames of reference, and performance styles of ethnically
diverse students to make learning encounters more relevant to and effective for them. It
teaches to and through the strengths of these students” (p.31). It is the behavioral expressions
of “knowledge, beliefs, and values that recognize the importance of racial and cultural
diversity in learning” (p.31). It is based on the assumption that “when academic knowledge
and skills are situated within the lived experiences and frames of reference of students, they
are more personally meaningful, have higher interest appeal, and are learned more easily and
thoroughly” (Gay, 2002, p.106). This meaning, interest, and motivation will, in turn, improve
the ethnically diverse students’ academic achievement as they are taught through their own
cultural and experiential filters (Au & Kawakami, 1994; Ladson-Billings, 1994, 1995; Foster,
1995; Hollins, 1996; Kleinfield, 1997; Gay, 2000, 2010). In addition, researchers have
asserted that modifying the way the classrooms are structured and transforming the school’s
policies and practices will enhance the learning of the students.

According to Taylor (2010), the current literature is replete with calls for the need for
more culturally competent teachers to embrace culturally responsive teaching (Artiles, et.al.

2000; Brown, 2007; Ford, 2007). Teachers have been found to be lacking in awareness of
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their own limited cultural competence concerning the minority and diverse students. Hence,
the use of effective practices with students and families from diverse backgrounds has been
inhibited (Correa, Blanes-Reynes, & Rapport, 1996, cited in Taylor, 2010). In addition,
Taylor (2010) stated that “what teachers perceive, believe, say, and do can disable or
empower multicultural students with or without disabilities” (p.24). In light of these points,
there is therefore a need to elevate the cultural awareness amongst the teachers so that they
can teach more effectively in a multi-cultural classroom.

Generally, culturally responsive teachers believe that culture deeply influences
children’s learning (Stoicovy, 2002). In teaching students from diverse ethnic backgrounds,
the teachers’ attitude must reflect an appreciation of the cultural, linguistic, and social
characteristics of each student (Sparks, 1994). Often, this appreciation is difficult to establish
because the students’ cultural characteristics are so vastly different from the teacher’s. For a
teacher to be effective, it is generally agreed that there must be a mastery of both content
knowledge and pedagogical skills (Brown, 2007). Part of the knowledge that the teacher
must have includes understanding the cultural characteristics and contributions of different
ethnic groups (Pai, 1990; Hollins, King & Hayman, 1994; King, Hollins and Hayman, 1997,
Smith 1998). Gay (2002) stated that “culture encompasses many things, some of which are
more important for teachers to know than others because they have direct implications for
teaching and learning. Among these are ethnic groups’ cultural values, traditions,
communications, learning styles, contributions, and relational pattern” (Gay, 2002, p.107).

To prepare teachers to be engaged in culturally responsive teaching, Gay (2002), has
identified five essential elements: “developing a knowledge base about cultural diversity,

including ethnic and cultural diversity content in curriculum, demonstrating caring and
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building learning communities, communicating with ethnically diverse students, and
responding to ethnic diversity in the delivery of instruction” (p.106).

In developing a knowledge base about cultural diversity, Gay (2002) stated that the
knowledge teachers need to have “goes beyond mere awareness of, respect for and general
recognition of the fact that ethnic groups have different values or express similar values in
various ways” (p.107). In fact, teachers must acquire detailed factual information about the
cultural particularities of the specific ethnic groups and knowledge about the contributions of
the different ethnic groups to a wide variety of disciplines (p.107). This is needed so as to
make schooling more “interesting and stimulating for, representative of, and responsive to
ethnically diverse students” (p.107).

When designing culturally relevant curricula, Gay (2002) asserted that teachers need
to learn how to convert the knowledge base that they have acquired about the different ethnic
groups into culturally responsive curriculum designs and instructional strategies. She
identified three kinds of curricula present in the classroom. The first is the formal plans for
instruction approved by the policy and goveming bodies of the educational system. The
second is the symbolic curriculum that includes “images, symbols, icons, mottos, awards,
celebrations, and other artifacts that are used to teach student knowledge, skills, morals, and
Valués” (p.108). The most common forms of symbolic curricula include bulletin board
decorations, images of heroes and heroines, ethical principles and tokens of achievements.
Therefore, classroom and school walls are valuable space because students learn from what
are displayed there (p.108). The third is the societal curriculum. This is “knowledge, ideas,

and impressions about ethnic groups that are portrayed in the mass media” (p.109).



A REVIEW OF LITERATURE 28

Culturally responsive teachers teach students how to be discerning consumers of and resisters
to ethnic information disseminated through the societal curriculum.

Related to the third component, culturally responsive teachers must create a
classroom climate that is conducive to learning. According to Gay (2002), teachers must
know how to use cultural scaffolding — “that is, using their [students’] own cultures and
experiences to expand their intellectual horizons and academic achievements. This begins by
demonstrating culturally sensitive caring and building culturally responsive learning
communities” (p.109). In the former, the teachers do not only care for the students but for
their achievements as well. Gay (2000) stated that culturally responsive caring also places
“teachers in an ethical, emotional, and academic partnership with ethnically diverse students,
a partnership that is anchored in respect, honor, integrity, resources sharing, and a deep belief
in the possibility of transcendence” (p.52). In the area of building culturally responsive
communities, Gay (2002) stated that culturally responsive teachers are aware of how conflict
between different work styles can affect academic efforts and outcomes and they know how
to design more communal learning environments. In building culturally responsive
communities of learning, Gay (2002) stated that the emphasis should be on holistic or
integrated learning. In holistic or integrated learning, “students may be taught their cultural
heritage and positive ethnic identity development, along with math, science, reading, critical
thinking, and social activitism” (Gay, 2002, p.110). Other than learning about their own, they
also learn about the heritages, cultures, and contributions of other ethnic groups. Culturally
responsive teachers generally help their students to understand that “knowledge has moral
and political elements and consequences, which obligate them to take social action to

promote freedom, equality, and justice for everyone” (Gay, 2002, p.110).
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As to communicating with ethnically diverse students, Gay (2002) believes that for
teachers to communicate effectively, they must understand the communication styles of
different ethnic groups because they reflect cultural values and shape learning behaviours.
Components of learning style include “knowledge about linguistic structures of various
ethnic communication styles as well as contextual factors, cultural nuances, discourse
features, logic and rhythm, delivery, vocabulary usage, role relationships of speakers and
listeners, intonation, gestures, and body movements” (p.111). Of the many components of
communication styles, Gay (2002) highlighted too that teachers need to understand: (a)
protocols in participation in discourse and (b) pattern of task engagement and organizing
ideas amongst the various ethnic groups. Understanding the latter will help the teachers to
avoid violating the cultural values of their students in instructional communication and
decipher their students’ intellectual abilities, needs, and competencies (p.111-112).

Finally, Gay (2010) stated that for teachers to be effective, they need to understand
how their ethnically diverse students learn. This understanding is necessary because the
processes of learning used by these students are influenced by their cultural socialization
(p.174). Citing Bennett (2007), Gay added that “characteristics of learning styles are
pedagogically promising to the extent that they illuminate patterns of cultural values and
behaviors that influence how children learn, and they provide functional directions for
modifying instructional techniques to better meet the academic needs of ethnically diverse
students” (p.174). Hence, learning styles are tools for improving the school achievement of
the ethnically diverse students as they help to create “more cultural congruity in teaching-
learning processes” (Gay, 2010, p.174). Culturally responsive teachers will therefore match

instructional strategies to the diverse learning styles of their students as it is “a way to build
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bridges among various cultures and communities of practice for students from different
ethnic groups” (p.174-175).

Montgomery (2001) added that to prepare teachers to be culturally responsive, the
teachers must first take “an honest look at their own attitudes and current practice” (p.4). She
proposed doing a self-assessment followed by a self-reflection so that teachers can reflect on
what they have learnt from the self-assessment and make the necessary decisions regarding
ways to constructively embrace diversity and, thus, create learning environments that
respond to the needs of their students (p.5). Agreeing with her are Ford (2010) and Taylor
(2010). Taylor stated that through self-reflection, teachers can rid “themselves of those biases,
thereby beginning to build trusting relationships with their students. Those trusting
relationships will yield greater opportunities for student success” (p.26). From my own
personal experience and awakening of moral purpose pertaining to this topic, I fully agree
with the assumptions that educators have biases that can be identified and addressed through
self-reflection. It is therefore critical that Singaporeans identify their cultural biases so that
they can build trusting relationships with both the Indigenous students and the students’
home community.

Intercultural Inclusive Education

A new concept, intercultural inclusive education is defined as “consideration of
difference among students, and access to differentiated instruction and support to students to
accommodate the cognitive, emotional, physical, developmental, and cultural attributes of
individual learners” (Webber & Lupart, 2011, p.3). Using an international action-research-
like process to elicit cross-cultural dialogue about facets of intercultural inclusive education,

Webber and Lupart (2011) drew up a conceptual framework for intercultural inclusive
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education (Figure 1). The framework is premised on several key assumptions. The first is the
notion that “education is the basic right and schools must base teaching and learning on
tolerance, respect, and the honouring of diversity” (p.9) The purpose of intercultural
inclusive education is “to increase participation in learning and in the community, and to
reduce exclusion from full life within soéiety” (p.9). Intercultural inclusive education is also
“in the service of a civil society characterized by respect for difference” (p.9) and Lawton,
Philport and Furey, who are amongst the researchers for the study on intercultural inclusive
education, have noted there are social benefits investing in education as are the “correlations
among education, good citizenship, and health” (p.9). Hence, equity is essential to
intercultural inclusive education and they are stated priorities of many local and national

governments including those in Canada and United States (Webber & Lupart, 2011).

Intercultural inclusive

The purpose of
intercultural inclusion is
to increase participation in

education is in the service
of a civil society

Intercultural inclusive
education aims to reduce
exclusion from a full life

learning and in the
community

within society

Educationis a
basic human right

Equity is fundamental to
intercultural inclusive

Schools must base
teaching and learning on
tolerance, respect, and the
honouring of diversity

education

There are strong
correlations among
education, good
citizenship and health

Figure 1. Conceptual framework for intercultural inclusive education by C.F. Webber, and J
Lupart, 2011, International Studies in Education Administration, 39(1), p.9.

In many ways, the conceptual framework for intercultural inclusive education is
consistent with the pedagogical approach described in culturally responsive teaching. Both

challenge educators to search for innovative ways to work with culturally diverse students to
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ensure that these students receive high quality and equitable education. Both acknowledge
the importance of culture in influencing student learning. Both value respect and tolerance
and advocate that teaching and learning reflect these values. In ensuring cultural congruity in
the teaching and learning processes, both ideas express the belief that students’ learning and
classroom participation can be enhanced. This in turn will improve student achievement and
increase their life chances and opportunities as they are taught through their own cultural and
experiential filters.

Other areas of similarity between intercultural inclusive education and culturally
responsive teaching include the need for educators to reflect on their assumptions, beliefs,
and biases so that actions and decisions are consistent with the principles and values of
equitable education and participation in society. Also, both seek to build a learning climate
that facilitates intellectual and psychological safety and cultural tolerance. Both recognize the
need for teachers to be adequately prepared. The failure to prepare a teacher for intercultural
inclusive education “can lead to professional incompetence and unethical practice” (Webber
& Lupart, 2011, p.14) while the failure of culturally responsive teachers to adequately
develop their knowledge base about cultural diversity will hinder them from both embracing
and meeting the “educational needs of [their] ethnically diverse students” (Gay, 2002, p.107).

There are also overlaps between intercultural inclusive education and Aboriginal
education. Both are anchored on values such as respect, tolerance, diversity and service — all
of which are amongst Hampton’s twelve Aboriginal education principles. Both also
acknowledge the importance of community. Webber and Lupart (2011) encouraged

intercultural inclusive school leaders to “garner adequate community support for [their]
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schools” (p.12) while Friesen and Friesen (2002) have called for the enhancement of the role
of elders in the classroom.

This demonstrated compatibility between intercultural inclusive education and
Aboriginal education and culturally responsive teaching firmly supports the rationale for this
project as well as provides a conceptual framework for the intended manual. Additionally, it
affirms the relevance of culturally responsive teaching for an international context. Finally, it
provides a scholarly audience for this work among educators who are working towards
inclusion and equity in various world locations and contexts.

Reflective Practice

Leaming is the foundation for both individual and organizational improvement
(Argyris & Schon, 1974; Argyis, 1977). According to Steffy, Wolfe, Pasch & Enz (as cited
by York-Barr, Sommers, Ghere & Montie, 2001), it requires reflection and it facilitates
“learning, renewal, and growth throughout the development of career educators (p.1). When
reflection and renewal are absent from educators’ work, “teaching can become too automatic,
which can undermine its effectiveness” (Corcoran & Leahy, 2003, p.30). Schon (1983), cited
by Corcoran and Leahy (2003), “described a ‘knowing-in-practice’ (practical knowledge)
that becomes increasingly tacit, spontaneous, and automatic (overlearned) that teachers
develop a narrowness and rigidity that affects their understandings of situations” (p.30). To
address this problem of overlearning, Schon recommended reflection. By engaging in
reflective practice, teachers can “surface and criticize the tacit understandings that they have
grown up around the repetitive experiences of a specialized practice, and can make new
sense of the situations of uncertainty or uniqueness which [they] may allow [themselves] to

experience” (Schon, 1983, p.61). Successful teachers generally are fully engaged in reflective
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processes and they make time to consider what they do day-to-day to improve their own
performance (Corcoran & Leahy, 2003). According to Wellington (1991), reflective practice
reminds educators that the “roots of our profession lie in service to people rather than to
systems. It heralds renewal, reclamation, and change” (p.5).

My review of the origins of reflective practice in education and its evolution to the
present day has shown substantial attention to this issue in the literature. Those who have
contributed to this body of literature are largely theorists, researchers, and teacher educators.
Dewey (1933) is often been recognized as the foundational 20" century influence on
reflection in education. He identified three attributes of reflective individuals: open-
mindedness, responsibility, and wholeheartedness — all of which are relevant for teachers
today (Farell, 2008, p.1). In recent years, it has been the work of Donald Schon (1983, 1987)
that is recognized for having sparked interest in reflective practice in the field of education
(York-Barr et al., 2001, p.3).

Amongst those who have made significant contributions to this area are Smyth (1989),
Osterman and Kottkamp (1993), Sparks-Langer and Colton (1993), Langer and Colton
(1994) and Butler (1996). Each has either added or extended a significant consideration to
educators’ understanding of reflection and reflective practice. Taken as a whole, the literature
on reflective practice has revealed some common themes. Reflection is seen as an “active
thought process aimed at understanding and subsequent improvement. Both personal and
contextual variables influence the reflective process and outcomes. Reflection can occur in
different ways and for different purposes. Reflection that considers social, moral, and ethical

perspectives has the potential to affect community values and action” (York-Barr et al., 2001,

p-3).
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Generally, reflective practice is defined as an “inquiry approach to teaching that
involves a personal commitment to continuous learning and improvement” (York-Barr et al.,
2001, p.3). The literature reveals numerous perspectives on reflective practice, however, each
with a slightly different emphasis. Killion and Todnem (1991), for instance defined reflective
practice as “the practice or act of analyzing our actions, decisions, or products by focusing on
our process of achieving them” (p.15). Lasley (1992), on the hand, defined it as the “capacity
of a teacher to think creatively, imaginatively and in time, self-critically about classroom
practice” (p.24). Dewey, as cited in Reflective Practice To Improve Schools, described it is an
“active and deliberative cognitive process, involving sequences of interconnected ideas
which take into account underlying beliefs and knowledge” (p.6). Bright (1996), as cited in
Reflective Practice To Improve Schools, has defined it as a “genuinely critical, questioning
orientation and a deep commitment to the discovery of analysis of positive and negative
information concerning the quality and status of professional’s designed action” (p.6). York-
Barr et al. (2001) have provided the most comprehensive definition: reflective practice is a

deliberate pause to assume an open perspective, to allow for higher-level

thinking processes. Practitioners use these processes for examining beliefs,

goals, and practices to gain new or deeper understandings that lead to

actions that improve learning for students. Actions may involve changes in

behaviour, skills, attitudes, or perspectives within an individual, partner,

small group, or school. (p.6)

Generally, they see reflective practice as occurring in a spiral manner.
This reflective practice spiral is built on the assumption that the place to begin to

initiate change lies with oneself. In the York-Barr et al. (2001) model, there are four levels:
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individual, partner, small group or team, school wide. “The spiral that moves through the
levels represents the interconnectedness among the levels, resulting in cumulative effect on
schoolwide practices” (p.12). At the individual level, reflection, when implemented
effectively, provides the individual with the following gains: improvement in educational
practice; increased student learning and learning capacities as a result of improvements in
personal practice; increased personal capacity for learning and improvement; restored
balance and perspective following a time-out for reflection and subsequent learning and
renewed clarity of personal and professional purpose. With a partner, the gains can include
expanded learning and confidence about one’s own practice; increased professional and
social support and decreased feelings of isolation at work; an increased sense of who we are
and how things work in the school and greater commitment to work and work environment.
As a small group, the potential gains are: enhanced learning and resources for learning about
practice; increased professional and social support, more effective interventions for
individual students or groups of identified students, emerging sense of hope and
encouragement that meaningful and sustained improvements in practice can happen as
members in a group are working and learning together. On a schoolwide basis, the potential
gains include: greatly expanded learning opportunities, resources, and the potential to
achieve schoolwide improvements in educational practice; increased professional and social
support through expanded network of relationships and understanding of others’ experiences
at work and increased possibility for meaningful and sustained improvements in practice,
given expanded awareness of the commitments and talents of a broad network of people in

the school (York-Barr, Sommers, Ghere & Montie, 2001 p.13-16). In this project, I will
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consider the use of the reflective practice spiral model. However, modifications will be made
to suit the intended goals of the manual.
Chapter Summary

In summary, the literature on Indigenous education has provided insights that appear
relevant for an international context. Although the Indigenous communities around the world
may differ in their cultural practices and beliefs, they share some common goals concerning
education. Primarily, they desire to establish their own educational system, provide education
in their own languages, in a manner that is appropriate to their cultural methods of teaching
and learning (United Nations, 2008, p.7). This is also congruent with intercultural inclusive
education that adheres to the idea that education is a fundamental human right and that
schools must base their teaching and learning on tolerance, respect and honouring of
diversity. The literature on culturally responsive teaching shows how teachers can be
prepared to teach in a cultural responsive manner. Although the context provided is in a
multicultural setting, culturally responsive teaching is equally relevant for the Indigenous
setting as well. There are clear overlaps between the literature on Aboriginal education and
culturally responsive teaching. Generally, both see culture being important and deeply
influencing children’s learning. Both also emphasize the need for culturally sensitive and
knowledgeable teachers, culturally relevant curriculum, and culturally appropriate pedagogy.
These overlaps indicate that these are critical areas that need to be factored into the manual’s
content. Similarly, there are also similarities between intercultural inclusive education and
culturally responsive teaching, thus affirming the relevance for the latter for an international
context. Likewise, there are similarities between intercultural inclusive education and

Indigenous education. Both articulate the need to recognize and respect cultural diversity of
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the learners, prepare educators to be culturally sensitive and literate, use a curriculum that is
respectfully appropriate and sustain diversity and garner community support for the school.
Finally, the literature offers insights on how reflective practice can help the individuals to
examine their beliefs, goals, and practices so as to gain new or deeper understandings that
lead to actions that improve learning for students. With new awareness of Indigenous
perspectives and understanding of cultural responsiveness at the classroom and decision-
making levels, educators venturing out of Singapore may be more fully prepared. However,
the concept of reflective practice invites them to apply this new knowledge with a critical and

curious mind in spirals of action-based inquiry that will deepen understanding over time.
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CHAPTER THREE: DEVELOPMENT & INTENDED USE OF MANUAL

A review of the literature on Aboriginal education, culturally responsive teaching,
intercultural inclusive education, and reflective practice has provided insights and a
conceptual framework that will be the foundation of the proposed manual. It is evident from
the review that culture is at the heart of Indigenous or Aboriginal education and there are
clear overlaps between Aboriginal education, culturally responsive teaching, and intercultural
inclusive education. As culture permeates into every area such as curriculum, instruction,
assessment and administration (Gay, 2010), it is therefore essential for non-Aboriginal
educators to be both knowledgeable and culturally sensitive so that they can be culturally or
interculturally responsive teachers who can relate to and meet the educational needs of their
Indigenous leamners. The proposed manual will attempt to accomplish these by using a
conceptual framework for intercultural inclusive education. Adaptations however have been
made so as to achieve the purpose — to prepare Singaporean educators to teach in Asian
Indigenous schools.

This chapter will give a more detailed description of the method and process for
designing the manual as well as recommendations for using it. It will provide background
information concerning the manual, illustrate and explain the modified conceptual
framework on which the manual is based on, provide an overview of the manual, show how
it is informed by the different strands of literature and suggest its intended use. A summary
completes the chapter.

Background Information Concerning The Manual
The initial step that I took in designing the manual was to look at samples of what a

manual or handbook might look like in general. I have looked at two samples. One was
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entitled the Preschool and Kindergarten Vision Screening Training Manual (2009) and
another, a BC Health Guide (2000) handbook. Although neither sample was related to my
chosen subject area, they were nevertheless sufficient as they provided me with a clearer idea
of possible format and content.

My other preliminary work included an internet search for the initial contents of the
manual, in addition to assigned and supplementary reading in my Aboriginal Learners course.
My search led me to many website sources but the following sources have greatly influenced
the design and contents of the intended manual:

Issuu

Issuu is a leading digital publishing platform for individuals, companies and
institutions to publish their digital documents. At this website, I found two comprehensive
publications — one of them defined who the Asian Indigenous people were and the other
described their plight and concerns. As most Singaporean educators have little knowledge
about Asian Indigenous people and their concerns, these two digital publications will provide
them with some essential and useful background knowledge about the Asian Indigenous
people’s way of life and their current conditions.

Teaching in a First Nations school: an information handbook for teachers new to

First Nations schools

The First Nations Schools Association (FNSA) has created this handbook to assist
teachers who are considering or preparing to work in a First Nations school in British
Columbia for the first time. As its content is both practical and applicable, it helped me
envision the essential content that would be included to better prepare and equip the

Singaporean educators who are planning to teach in Asian Indigenous schools.
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Our Words, Our Ways: Teaching First Nations, Métis and Inuit Learners

This is an on-line resource guide developed by Alberta Education to help Alberta’s
classroom teachers to better serve the needs of their Aboriginal students. The authors
advocate the use of culturally relevant approaches to serve the learning needs of the
Aboriginal leamners effectively and offer information about Aboriginal cultures and
perspectives, practical ideas, and sample strategies that teachers can use to meet the needs
and recognize the gifts of Aboriginal students. As its content is in full alignment with
Aboriginal education and culturally responsive teaching, this resource provided me with
ideas for the manual’s table of contents, chapter headings and sub-sections heading.

I have also discussed this course-based project with my supervisor who is
experienced in this field and a friend who was once an educator in an Aboriginal reserve
school in British Columbia. From them, came suggestions for possible workshop activities so
as to make the workshop more activity based. There was also a suggestion for a glossary
page so as to facilitate the readers’ understanding of the intended manual.

Last but not least, I looked at several books. Specifically, two books provided me
with added ideas for the manual’s design and possible workshop activities. They were
Battiste’s and Barman’s (1995) book, First Nations Education in Canada: The Circle
Unfolds and Sandner’s, Fatkin’s, Lacy’s, Martha’s, Milross’s and Naso’s textbook, BC
Science 10. Taylor’s (1995) article, found in Battiste’s and Barman’s (1995) book gave me
the idea of including case studies related to the concerns of non-native teachers working in
Canadian native communities. BC Science 10, on the other hand, provided me with the
possibility of adding a pause and reflect section to every chapter for the purpose of enabling

the readers to make connections between the chapter topics and their personal experiences.
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A Conceptual Framework For The Manual

The conceptual framework that I am proposing for the manual has been adapted from
the Webber and Lupart (2011) framework for intercultural inclusive education. I have chosen
to use this framework because of its compatibility in many areas with Indigenous education,
culturally responsive teaching and reflective practice. However, I have made some
modifications to the framework to align it closely with the context and scope of my project.
In my adaptations, I am taking up Webber’s and Lupart’s (2011) suggestion - that readers
who utilized their findings adapt and re-interpret what they have written as they seek to “lead
intercultural inclusive schools in their communities and / to provide leadership development
to colleagues within their professional network” (p.15).

My adapted definition of intercultural inclusive education is premised on several key
assumptions that provide for the modified conceptual framework for the manual (see Figure
2). Like Webber and Lupart (2011), I have adhered to the notion that education is a basic
human right. However, I have expanded on this premise by adding that culture is at the heart
of education as Gay (2010) stated that culture counts and it is “at the heart of all we do in the
name of education” (p.8). Moreover, as I see equity permeating all aspects of teaching and
learning, I have combined Webber’s and Lupart’s (2011) assumptions made on equity, and
teaching and learning into one. Incorporated into this modified assumption is Webber’s and
Lupart’s (2011) assumption on the need to reduce exclusion from a full life within society
Hence, my modified assumption is this - schools must base their teaching and learning on
tolerance, respect, honouring of diversity, and equity so as to improve students’ life chances.
Because authors who write about culturally responsive teaching and intercultural inclusive

education recognize the value of reflective practice for educators, I also expanded on one of
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Webber’s and Lupart’s assumptions to include this feature. The modified assumption is now
this - Intercultural responsive and inclusive education is performed in the service of a civil
society. I have also included a new assumption — schools must aim to actively involve the
community in the holistic development of the learners. This is because the literature review
on Indigenous education and intercultural inclusive education has shown the importance of
community involvement with the schools. I have also modified this assumption — “The
purpose of intercultural inclusive education is to increase participation in learning and in the
community” (Webber and Lupart, 2011, p.9) by adding the word responsive to it. 1 have
deleted one of Webber’s and Lupart’s assumptions that is not within the scope of my project
— “There are strong correlations among education, good citizenship and health” (p.9).

To show educators how the model is operationalized, I have included an explanation
of each component beneath the conceptual framework. I have also added headings to four of
the components to reflect what intercultural responsive and inclusive education entails in a
succinct manner. These headings will serve as the manual’s framework. I have renamed the
modified framework and called it intercultural responsive and inclusive education. The
inclusion of the word responsive shows the compatibility of the intercultural inclusive

education with culturally responsive pedagogy.
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A Service To And Of
Intercultural responsive and
inclusive education is
performed in the service of a
civil society

Community Involvement
Schools must aim to
actively involve the

community in the holistic

development of the learners

Education is a
basic human right
and culture is the
heart of

44

Teaching And Learning
Schools must base their
teaching and learning on
tolerance, respect,
honouring of diversity and
equity so as to improve

education

students’ life chances

Participation
The purpose of intercultural
responsive and inclusive
education is to increase
participation in learning and in
the community

Figure 2. Modified conceptual framework for intercultural responsive and inclusive
education. Adapted from Webber and Lupart (2011, p.9).

Education is a basic human right and culture is the heart of education refers to the
human right of every child, including the Indigenous child, to enjoy “access to [culturally
relevant] education of good quality, without discrimination or exclusion” (UNESCO, 2011,
para.2).

A Service To and Of refers to the need for educators to professionally examine and
reflect on their own attitudes, current practices, assumptions and biases so that they can make
some critical decisions regarding ways to embrace diversity constructively, and, thus, create
learning environments that culturally respond to the needs of students (Montgomery, 2001,
p.5). An orientation to service also requires educators to accord both tolerance and respect for

the differences of their learners in terms of their worldview, culture, language, their learning
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needs and styles, communicative styles, and the community they live in. Teachers are also
responsible to “acquire detailed factual information about the cultural particularities of
specific ethnic groups” (Gay, 2002, p.107). By developing their cultural diversity base,
educators can thus make schooling more “interesting and stimulating for, representative of,
and responsive to [Indigenous] learners” (Gay, 2002, p.107).

Teaching and Learning refers to the need for educators to design culturally relevant,
integrated, and equitable curricula and forms of assessment to ensure that every learner has
the opportunity to succeed and have full participation in society. To accomplish these,
academic content and skills taught will be “situated within the lived experience and frames of
reference of students” (Gay, 2002, p.106) so that learning has more meaning and appeal for
the learners.

Participation refers to the need for educators to create a caring classroom climate that
is conducive to learning as well as use instructional strategies that match the learners’
learning styles so that learners can be empowered to participate actively in their classroom
community.

Community Involvement refers to the need for educators to network closely with the
community, which has much to offer to enrich school programmes and support cultural
continuity. This emphasis also requires teachers to have an understanding of the challenges
and rewards of teaching in Indigenous community so that they can manage their own
expectations and work collaboratively with the local people to make a positive difference in

the lives of their learners.
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Overview Of The Manual

The manual is a reference tool or document for Singaporean educators who are
considering or preparing to teach within Singapore and in Indigenous or rural schools in
developing Southeast Asian countries. It may be a resource for non-profit and faith based
organizations that are planning to or have established schools in this region. The manual
will contain the following topics: knowing oneself, background information, a different
worldview, the Indigenous students, the curriculum, classroom setting and instructional
strategies, the community, rewards and challenges and areas for consideration. Some of the
topics are further subdivided into sub-topics. Each topic is organized under one of the
following headings: A Service To and Of, Teaching and Learning, Participation, and
Community Involvement. 1 have placed both the introduction and objectives of the manual
under this heading: Education is a basic human right and culture is the heart of education.
The figure below shows how the topics and sub-topics have been grouped under the

respective headings.

Headings Topics B Sub-Topics

Education is a basic human | 1. Introduction
right and culture is the 2. Objectives
heart of education

3. Knowing Oneself ' 
4.1 Definition of Indigenous
4. Background people
Information 4.2 The Indigenous people of
A Service To and Of Asia

4.3 Theip conc

5. A Different

Worldview e
6.
6. The Indigenous language
Student 6.2 Their needs

6.3 Their learning styles
7.1 Aboriginal content
Teaching and Learning 7. The Curriculum 7.2 Assessments
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Headings Topics Sub-Taopics
3 7.3 Resources
Farticipation 8. Classroom Setting & | 8.1 Classroom Setting
Instructional 8.2 Instructional Strategies

Strategies

| 9.1 Parent Involvement
Community Involvement | 9. The Community 9.2 The Role of Elders
9.3 Cultural Protocols

10. Rewards &
Challenges

11. Areas for
Consideration

12. A Glossary of Terms

13. Appendix 13.1 Alberta Gomes’ article

13.2 Case Studies

13.3 Graphic Organizers

14. References
15. Feedback form

Figure 3. Overall organization of topics and sub-topics under the respective headings

A glossary is also included in the manual. This is to facilitate the understanding of
Singaporean educators who are perhaps unacquainted with some of the technical terms
associated with Indigenous education.

Other features include recurring Pause and Reflect and Suggested Reading sections.
The former is found at the end of each topic and sub-topics and the latter is only at the end of
each topic. The purpose of the Pause and Reflect section is to invite “opinions, discussions,
and critical reflections about its contents” (Kanu, 2011, p.26). It is also to remind educators
that the “roots of [their] profession lie in service to people ... It heralds renewal, reclamation,
and change” (Wellington, 1991, p.5) and this aligns with one of Hampton’s twelve standards
that embrace Indian education — Service. In this standard, he stated that ‘“Education is to
serve the people and not individual advancement or status. Webber and Lupart (2011) have
likewise suggested reflective practice for intercultural inclusive education school leaders so

that they can “interrogate and disrupt social justice within schools and education systems”
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(p.14). I believe this notion of disruption can be extended to include teachers so that they can
create equitable classrooms and promote equity in their teaching and learning.

The Suggested Reading section provides users with a list of web and print resources
to encourage further readings or exploration in the content area. It is necessary to list
additional resources because the information in this manual is generic and not specific in
nature, acknowledging that differences exist amongst the Indigenous people in Asia. Hence,
users are encouraged to initiate further exploration on the specific Indigenous group that they
are intending to serve. Moreover, it is also intended to build up the cultural diversity
knowledge base of the teachers - a key component in Gay’s (2002, 2010) culturally
responsive teaching. Finally, the inclusion of this section will make this manual a valuable
resource or tool for teachers, FBOs, and NGOs. They can use it to design culturally relevant
and equitable curricula, establish a relationship with their learners and community, and
address the needs of their learners cum the challenges of establishing intercultural responsive
and inclusive schools in Asia.

As a reference tool, the manual also provides samples of instructional strategies
which teachers can use with their learners and these are found in the appendix. Attached to
the appendix are case studies for participants at the workshop to discuss. These have come
from Taylor (1995) and have been adapted to give it a local context that users can identify
with. The purpose of these case studies is to raise the awareness of non-Native teachers about
the community and culture where they teach and live. Hampton (1995) stated that culture,
tradition and place are among the key strands to Indian education and the “more aware
teachers are, the more effective they can be in their jobs. Increased awareness of the

community will lead to culturally appropriate teaching styles and materials” (Taylor, 1995,
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p.-241). This emphasis on connecting with the community is also found in Gay (2002, 2010)
and Friesen and Friesen (2002).

Others considerations that have contributed to the design of this manual are
practicality, user friendliness and accessibility. As Singaporean educators, like all other adult
learners, want tools and resources that are immediately applicable and relevant to their own
setting, I have ensured that the suggestions made are practical, useful and will benefit them.
These I have placed in the Areas For Consideration section. To ensure that it is user friendly
and accessible, I have used simple, user-friendly language throughout the manual.

The Manual’s Anchors

This section shows how each strand of literature presented in Chapter 2 has been used
to inform the manual. It will give a brief description of the topics and their sub-topics that
have been classified under their respective headings. It will then show how these topics and
their sub-topics have drawn on the relevant strands of literature presented in my literature
review.

Introduction states the aims of this manual in preparing the Singaporean educators
to teach in the Indigenous schools in South Asia and suggests the need for users to make
necessary adaptations according to the needs of their work place and community. The
manual’s aim is aligned to culturally responsive teaching (Gay, 2002, 2010; Brown, 2007,
Taylor, 2010), intercultural inclusive education (Webber and Lupart, 2011), and Aboriginal
education (Battiste & Barman, 1995; Friesen & Friesen 2002; Kanu, 2011) literature. All
have highlighted the need to prepare teachers adequately to teach in a culturally responsive
way. The need for users to make adaptations comes from Webber’s and Lupart’s (2011)

suggestion that readers utilizing their findings need to adapt and reinterpret what they have
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written as they lead or serve in intercultural inclusive education in their communities. The
manual calls for the users to do likewise because of the prevailing diversity amongst the
Asian Indigenous communities.

Objectives list the eight objectives that the manual hopes to achieve. They essentially
reflect what is generally discussed in the literature on Aboriginal education, culturally
relevant pedagogy, and intercultural inclusive education — the need to respect cultural
differences, recognize the unique worldviews of the Indigenous communities, use culturally
appropriate teaching and learning materials and strategies, garner the support of the
community, and understand the cultural protocols so as to accord respect and enhance one’s
relationship with the community.

Knowing Oneself is about the need for educators to engage in reflective practice by
inviting educators to undertake a diversity self-assessment test. This is a response to
Montgomery’s (2001) call for culturally responsive teachers to do a self-assessment test
before they create culturally responsive and inclusive classrooms. Webber and Lupart (2011)
have also suggested that intercultural inclusive education requires school leaders to engage in
reflective practice so that they can address social injustice in their schools. Knowing Oneself
also aligns with one of Hampton’s (1995) Aboriginal education principles — diversity. In this
principle, he stated that diversity also “requires self-knowledge and self-respect, without
which respect for others is impossible” (p.26).

Background Information is essentially about the Asian Indigenous people and their
current plight. Because the literature on both culturally responsive teaching and intercultural
inclusive education calls for teachers to develop a cultural diversity knowledge base or

cultural literacy, this topic and its sub-topics will provide users with some valuable
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background knowledge about the Asian Indigenous people and their struggle. According to
Gay (2002), this knowledge is essential because it will enable teachers to design culturally
relevant curricula. Because it highlights the history of Indigenous Asians, their native land,
culture, practices and struggles, inclusion of this topic follows Aboriginal education
principles identified by Hampton (1995) — history, vitality, conflict, tradition, and place.

A Different Worldview and The Indigenous Student largely examine the Indigenous
students’ family, culture and language, and their world views. The first topic is mainly
derived from Ermine’s (1995) discussion of the responsibility of Aboriginal education — “to
uphold a world-view based on recognizing and affirming wholeness and to disseminate the
benefits to humanity” (p.110). The second is also derived from Aboriginal education
literature. Both topics, like the preceding one, continue to build the teachers’ cultural
knowledge base and cultural literacy so that they can appropriately design culturally relevant
curricula, engage in cross cultural communications with their students, and ensure cultural
congruity in their classroom instructions. All are key areas that are discussed in the literature
on culturally responsive teaching (Gay, 2002, 2010). Some of these overlap with the
literature on Aboriginal education (Battiste & Barman, 1995; Ermine, 1995; Friesen &
Friesen 2002; Kanu, 2011) and they align with some of Hampton’s twelve Aboriginal
education principles — spirituality, diversity, culture, tradition. Reiterating what Hampton
(1995) had said earlier - diversity not only “necessitates recognition of and respect for
cultural diversity” but it also “requires self-knowledge and self-respect, without which
respect for others is impossible” (p.26). The Pause and Reflect section found at the end of the
topic and sub-topics will enable Singaporean educators to acquire the realization that there

are distinct differences between them and their students that necessitate respect and tolerance
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for diversity. Both respect and tolerance are values that are consistent with intercultural
inclusive education. The literature on culturally responsive teaching only calls for respect to
be demonstrated.

The Curriculum focuses on Aboriginal content, assessments, and resources.
Aboriginal education literature, along with culturally relevant pedagogy and intercultural
inclusive literature, has continually emphasized the need to include or integrate Aboriginal
culture or perspectives into the school curricula to decolonize Aboriginal education and
improve the educational attainment. This topic addresses the need to design curricula that fits
the learning needs of the Indigenous learners. It shows educators how to integrate Indigenous
perspectives into the curricula. This intention is aligned to the literature on culturally
responsive pedagogy and Aboriginal education as both emphasized holistic or integrated
learning. At the same time, it shows educators how to select appropriate resourceé and assess
the learners equitably and appropriately, which reflects Hampton’s (1995) Aboriginal
education principles of diversity, culture, tradition, respect, history, vitality, conflict, place
and transformation.

Classroom Setting and Instructional Strategies describe how to create a classroom
climate to promote teaching and learning. It also suggests the types of strategies that are
congruent with the learning styles of Indigenous learners, such as co-operative group
learning. The topic is aligned to the literature on culturally responsive teaching that calls for
the need to create “more communal learning environments” (Gay, 2010, p.10) and to ensure
cultural congruity in classroom instruction. To achieve the former, the literature also suggests
using cooperative group learning because it fits “well with the communal cultural systems of

African, Asian, Native, and Latino American groups” (Gay, 2010, p.112). Kanu (2011) has
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also listed other Indigenous learning approaches — “learning through stories and anecdotes,
learning by observing and emulating, learning through visual sensory modalities, learning
through scaffolding, and learning through community support” (p.63-64). These too have
been incorporated into the Instructional Strategies sub-topic. Because these topics focus on
creating a culturally responsive and inclusive classroom, they uphold Hampton’s Aboriginal
education principle on culture and tradition.

The Community provides a description of who the community members are. It also
discusses their roles and the cultural protocols that need to be observed. Additionally, this
section highlights the rewards and challenges of working within the school community as
well as suggests the kind of preparation and actions educators can possibly undertake to ease
their transition into their new work environment and community. The topic content for this is
largely derived from the Aboriginal education and intercultural inclusive education literature.
Generally, both strands of literature stress the importance of community involvement.
Aboriginal education literature (Battiste, 1995; Friesen & Friesen, 2002; Kanu, 2011) in
particular emphasizes the role of the Elders in helping to promote effective learning in the
classrooms. Recognized by their communities and the Creator as keepers of knowledge and
wisdom, they “hold in their hearts many important lessons that they are willing to share with
others to make their community a better place...Their most important task is to pass on their
knowledge so that the culture of their people can stay vital and responsive to changing times
and contexts” (Kanu, 2011, p.151). The inclusion of this topic adheres to Hampton’s
Aboriginal education principles of spirituality, service, culture, tradition, respect, history,

vitality, conflict, place and transformation.
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From Print To Practice
The manual can be used as either a stand alone resource guide for independent study

and reflection or to support a two day workshop. As a stand alone guide, it serves as a

resource and companion for daily lesson planning, collaborative curriculum planning, and

professional development sessions. When the manual supports a workshop, it will be used as
part of the workshop activities. The activities are aligned to what have been advocated in the
four stands of literature used to support the manual. They include the following four features:

a. completion of the KWL Chart — a graphic organizer. This is to show how the use of
graphic organizers support the learning styles of Indigenous learners who have been noted
in the Aboriginal educational literature to be visual learners (Kanu, 2011).

b. collaborative group work on Gomes’ (2004) article on The Orang Asli of Malaysia and the
four case studies found in the appendix of the manual. This is to illustrate how Kagan’s
(1994) cooperative learning strategies also support the learning styles of Indigenous
learners, and help build up learning communities in a culturally responsive, inclusive
classroom whilst empowering the students and maximizing their classroom participation.

c. designing an integrated and culturally relevant lesson plan using Fogarty’s (1991) model
found in the manual. This is to enable the participants to design a holistic or integrated
curricula that is culturally relevant, inclusive, and uphold the values of culturally relevant
pedagogy and intercultural inclusive education as well as reflect Hampton’s principles of
Aboriginal education.

d. self-reflection using the questions that are found in the Pause and Reflect section.
Adopting what is written in the reflective practice literature, this activity will be completed

in a spiral manner. It will begin at an individual level and gradually move to the group
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level. Other than enhancing professional practice, my aim in this activity is to increase
professional and social support amongst the participants.
Overall, the purpose of the activities are seven fold:
(a) to engage the participants in active discussion and participation during the workshop
(b) to demonstrate some of Kagan’s cooperative learning strategies such as KWL and jigsaw
(used for the case studies) to benefit those participants who are unfamiliar with the use of
these strategies
(c) to provide participants with hands-on experience preparing a holistic or integrated,
culturally relevant lesson plan
(d) to promote reflective practice so that participants are continually reminded that education
is a service to people (Wellington, 1991)
(e) to provide participants with an opportunity to share their personal thoughts, anxieties,
challenges, and experiences
(f) to promote bonding and networking and social support amongst the participants
(g) to consolidate participants’ understanding of the principles and practice of intercultural
responsive and inclusive education.
Chapter Summary
The manual is a synthesis of information from many sources, including personal
experiences. It is intended to begin to prepare Singaporean educators who are planning to
work with the Asian Indigenous communities in the field of education for culturally relevant,
responsive and inclusive teaching or leadership. It is a resource guide that provides
Singaporean educators with the initial knowledge and skills needed to work with the

Indigenous communities and help them develop sustainably through education. As an
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