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This study examines the integration of climate literacy and cultural responsiveness within 
i-Taukei and English language courses for pre-service teachers and language educators at 
a teacher training college in Fiji. Grounded in constructivist learning theory, our research 
identifies key barriers, including limited resources, time constraints, and the urgent need 
for culturally relevant pedagogical approaches. The findings underscore the necessity for 
embedding climate literacy within language curricula, enhancing professional 
development focused on cultural responsiveness, and fostering collaborations with local 
communities to attain sustainable educational practices. These insights advocate for 
curriculum reforms promoting sustainable development within language education in 
teacher training programs.  

 
Introduction  
 
The United Nations Sustainable Development Goals (SDGs) represent a global call to action 
to end poverty, protect the planet, and ensure a peaceful and sustainable future (Truong & 
Saunders, 2022; United Nations, n.d.). Within this framework, climate action (SDG 13) 
and quality education (SDG 4) are the main drivers of these goals, stressing the 
importance of climate literacy and inclusive education that prioritises cultural diversity 
(Krayneva et al., 2021). The SDGs emphasise the importance of climate literacy in raising 
awareness about climate change and its consequences (Koutika et al., 2022). Achieving 
these objectives hinges on educational initiatives that equip individuals with the 
knowledge and skills necessary to contribute towards the SDGs  (Choi et al., 2021).  
 
Climate literacy and cultural responsiveness are increasingly recognised as essential 
components of effective education, particularly in Pacific island nations such as Fiji, which 
faces significant climate change impacts while possessing a wealth of cultural diversity. 
Climate literacy provides educators and students with the critical competencies necessary 
to understand and address pressing environmental challenges. In Fiji, where rising sea 
levels, extreme weather events, and ecological degradation threaten livelihoods and 
ecosystems, fostering climate literacy is imperative for developing a generation of 
environmentally conscious citizens who can contribute to sustainable solutions. 
 
Concurrently, cultural responsiveness emphasises recognizing and valuing students' 
diverse cultural backgrounds. It involves integrating Indigenous knowledge and local 
contexts into the educational framework, making learning more relevant and engaging for 
all students. In Fiji, where multiple languages and cultural practices coexist, culturally 
responsive teaching is vital for creating inclusive educational environments that honour 
and reflect the identities of all learners (Nayasi et al., 2022). Literature indicates that 
educational systems in the Pacific region often face significant barriers in integrating 
cultural responsiveness and climate education. Fiji’s education system transitions from i-
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Taukei (mother tongue) instruction in early childhood/ primary to English-medium 
instruction (EMI) in secondary/tertiary contexts—a shift requiring culturally responsive 
pedagogies to mitigate cultural erosion (Angelo et al., 2022; Goundar, 2019). Sharma et al. 
(2019) highlighted that these systems struggle to balance the need for culturally relevant 
teaching with the urgent necessity for climate literacy. Limited resources, outdated 
curricula, and a lack of professional development opportunities for educators compound 
this challenge.  
 
As a result, while some schools have begun incorporating climate change topics into their 
curricula, the implementation remains uneven and superficial, often failing to engage 
students meaningfully with cultural and environmental issues (Havea et al., 2019, 2020). 
This fragmentation underscores the need for a more structured educational framework 
that effectively combines these critical areas, developing effective teacher training 
programs that address climate literacy and respect and incorporate students' cultural 
contexts in the Pacific region.  
 
Statement of problem and significance 
 
The increasing impacts of climate change present significant challenges to educational 
systems, particularly in a vulnerable nation such as Fiji. This reality places an urgent onus 
on teacher training programs to prepare future teachers to address these challenges; 
however, current curricula often compartmentalise subjects, leaving little room to 
integrate climate literacy and cultural responsiveness. Goundar (2024) supported this 
when discussing educational inequities in Fiji, emphasising how colonial history has 
shaped the educational landscape and the need for alternative pathways incorporating 
climate education within existing frameworks. This is particularly pertinent as recent 
studies confirm that climate-related topics are either superficially covered or absent from 
teacher training programs, a gap exacerbated by a lack of professional development 
opportunities in climate education. This systemic oversight ensures that pre-service 
teachers are often untrained in the core content and pedagogies required to foster 
sustainability in their classrooms (Eze & Nwagu, 2021).  
 
Furthermore, integrating culturally responsive teaching practices is essential in addressing 
the unique challenges faced by teachers in Fiji. Yomantas (2021) explored the potential for 
culturally responsive experiential education in teacher education, emphasising the 
importance of understanding local contexts and students' experiences in shaping effective 
teaching practices. This approach aligns with the need for teacher training programs to 
focus on climate literacy and incorporate cultural responsiveness, ensuring educators can 
engage meaningfully with their students. 
 
The significance of our research lies in its focus on these interconnected issues, which are 
particularly relevant for Pacific Island nations like Fiji. Teachers play a pivotal role in 
shaping the values and knowledge of future generations. Their ability to incorporate 
sustainability and cultural awareness into their teaching practices will have lasting impacts  
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on students and the broader community. By concentrating on teacher preparation in i-
Taukei and English language courses (such as "Bachelor of Education (Secondary) 
(English and i-Taukei)", n.d.), this study contributes to academic discourse and policy 
development, emphasising the necessity for a more integrated approach to education that 
encompasses climate literacy and cultural responsiveness. Understanding how these 
elements are integrated within the Bachelor of Education programs at Fiji National 
University (FNU) is essential for preparing future language teachers to effectively navigate 
and address the environmental and cultural challenges they will encounter in their 
professional careers. 
 
Theoretical framework 
 
This study is grounded in constructivist learning theory (CLT), which asserts that learners 
develop knowledge through experiences and interactions with their environment. 
Additionally, it incorporates critical pedagogy, specifically the Critical Pedagogy of Place 
(Gruenewald, 2003), to examine how education can empower learners to challenge 
dominant discourses and embrace local knowledge systems.  
 
This theoretical framework serves as a foundation for analysing the integration of climate 
literacy and cultural responsiveness within the teacher training programs at FNU. It 
provides a lens through which to evaluate teaching practices that foster environmental 
consciousness and cultural preservation as vital components of sustainable development 
in Fiji. 
 
Climate literacy in teacher education: Global perspectives 
 
The literature suggests that teachers are pivotal to solving the climate crisis, further 
accentuating the role of teacher training institutions in promoting and supporting 
environmental stewardship through their global curricular practices on climate literacy 
(Anderson, 2012). 
 
Climate literacy inclusion is significant in countries like Fiji, an island nation at the 
forefront of the fight against climate change (Nunn, 2009), and other Pacific Island 
nations, where the effects of climate change are more likely to be observed (Kuleshov et 
al., 2014). Employing innovative approaches to train educators who can effectively teach 
climate education, emphasising regional and global environmental issues, is critical. 
Parallel challenges are observed in Indonesia, where community-led literacy programs like 
the Wahana Literasi initiative demonstrate how place-based pedagogies can bridge 
linguistic diversity and climate education (Wijaya et al., 2025). 
 
Integrating climate literacy into the educational system is imperative for Fiji. Future 
teachers in Fiji must be equipped through the educational system with the knowledge and 
skills necessary to address immediate and long-term environmental challenges within their 
local communities. Thus, integrating climate literacy into teacher training programs like 
FNU's Bachelor of Education Secondary effectively addresses this. It would raise a 
generation of environmentally conscious pre-service teachers ready to contribute to 
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sustainable solutions (Anderson, 2012). To guarantee a constructive response to climate 
issues, teacher educators must design educational activities that effectively raise climate 
literacy levels while inspiring pre-service teachers within culturally appropriate and 
scientifically contextual settings (Nunn, 2009).  
 
Cultural responsiveness and bilingual education 
 
Theories that emphasise how important it is to acknowledge and value students' cultural 
backgrounds, languages, and daily experiences within the learning process serve as the 
foundation for cultural responsiveness in education (Jiménez & Gersten, 1999; Vavrus, 
2008). The Culturally Responsive Teaching (CRT) model (Gay, 2002) advocates integrating 
students' cultural identities into the curriculum, which are actionable aspects of sustainable 
development (Anderson, 2012). It emphasises the importance of bilingual education in 
preserving cultural heritage, particularly in the context of indigenous languages (Lingam, 
2025). However, further research is needed to guide policy and practice. Cultural 
responsiveness and bilingual education are closely linked because programs often 
incorporate cultural responsiveness components to create inclusive and prosperous 
educational settings for students from diverse linguistic and cultural backgrounds. 
Culturally responsive bilingual programs enhance academic performance and affirm 
student identities (Garza et al., 2020; Stacy et al., 2020).  
 
Cultural responsiveness and bilingual education are deeply interconnected as various 
bilingual programs incorporate culturally responsive strategies to foster effective and 
inclusive learning environments. Literature also highlights the importance of this 
connection in enhancing students' academic performance (Garza et al., 2020). Similarly, 
Stacy et al. (2020) argued that the role of teacher training programs in preparing bilingual 
educators to challenge deficit ideologies, implement culturally responsive teaching 
strategies and constructively affirm students' identities is crucial, especially in its role in 
bridging the gap between bilingual education and cultural responsiveness and promoting 
educational practices that are equitable and impactful. 
 
Application of climate literacy in the Fijian context 
 
The dominance of English over native languages, reinforced by the historical legacy of 
colonialism, has led to the devaluation of the Indigenous languages and cultures of the 
Pacific (Glasgow, 2010; Wilson, 2024). In education and official spaces, the preference for 
English over native languages has made their actual and potential utility appear 
insignificant (Wang & Bai, 2024), enlisting Pacific people as agents of that devaluation. 
People often judge local languages by negative standards. For example, vernacular 
languages are 'inferior, detrimental to academic success at school' (Herrman et al., 2007, p. 
40), 'unimportant in education' (Lui, 1996, p. 113) and limited in scope, further 
exacerbating their devaluation (Vennela & Smith, 2019). Maintaining Indigenous 
languages and preserving linguistic diversity is a significant challenge, further worsened by 
the elevated status of English in educational and formal settings. Kirkpatrick (2010) 
further supported that imposing English as a lingua franca threatens the existence of 
vernacular languages, leading to their gradual decline. In Fiji's context, Goundar (2019) 
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pointed out the damage done by colonial policies in favouring English over vernacular 
languages. Efforts to integrate Indigenous languages in Fiji's education systems have been 
minimal, empowering the notion that 'vernacular language study has a detrimental effect 
on academic performance in English' (Rao & Harrington, 1997, p.1). 
 
Addressing the imbalance in language policies in Fiji is necessary, as the devaluation of 
Indigenous languages in favour of English has implications for academic performance and 
cultural identity (Goundar, 2019). To preserve cultural heritage and promote linguistic 
diversity, deliberate efforts must focus on revitalising Indigenous languages and advancing 
bilingual education initiatives like code-switching (Harris et al., 2020). Including 
Indigenous languages in education can positively impact Indigenous students' learning, 
engagement, identity, and well-being. It can increase community involvement, as explored 
in a working paper reviewing Indigenous language learning in New Zealand, Australia, and 
Canada (Angelo et al., 2022). It is also crucial to address historical injustices and promote 
the use of vernacular languages alongside English to support cultural diversity and 
challenge linguistic hegemony by increasing the number of speakers in their mother 
tongue; political position and institutional support also affect the social prestige of 
Indigenous languages (Alcántara et al., 2023). 
 
Integration of climate literacy and cultural responsiveness 
 
FNU's teacher training school could adopt the strategies Denston et al. (2022) suggested 
to harmonise indigenous knowledge and climate literacy. By leveraging best practices from 
diverse contexts, this study aims to create a globally informed yet locally relevant 
curriculum that prepares teacher educators to teach in culturally responsive and 
environmentally conscious ways. Professional development focused on responsive 
teaching and climate literacy can further support this integration (Eze et al., 2022; Hu et 
al., 2023), ensuring educators honour and preserve Fiji's rich cultural heritage. 
 
The perceptions of teacher educators and pre-service teachers play a crucial role in 
shaping teaching and learning outcomes. Educators who commit to integrating climate 
literacy and cultural responsiveness into their teaching practices foster a more dynamic 
and relevant educational environment. This commitment is particularly impactful in 
teaching English and i-Taukei languages, as it enhances linguistic skills and connects 
language learning to broader sustainability and cultural identity themes. Educators can 
achieve more effective teaching outcomes by adopting this integrated approach, preparing 
students to engage meaningfully with global and local challenges (Milama et al., 2019). 
 
To further explore these dynamics, our study specifically addresses the following 
questions: 
 
1. How are climate literacy concepts integrated into the curriculum of Bachelor of 

Education Secondary programs, particularly within English and i-Taukei language 
courses? 

2. What strategies incorporate cultural responsiveness alongside sustainability education 
in FNU's teacher training programs? 
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3. What challenges do pre-service teachers perceive when integrating climate change 
education with language teaching? 

4. How do FNU's programs prepare future language teachers to balance cultural 
preservation with environmental sustainability? 

 
By investigating these questions, this study aims to provide insights into the current state 
of teacher training in Fiji and identify areas for improvement in integrating climate literacy 
and cultural responsiveness. 
 
Method 
 
This study employed a qualitative research design using semi-structured interviews and 
survey questionnaires to address the research questions. Qualitative methods provided 
rich and contextual data needed to understand the nuances of education for sustainable 
development in Fiji. 
 
Participants 
 
Data were collected from two major groups: the pre-service teachers studying English and 
i-Taukei language courses and language lecturers at Fiji National University. Using 
purposive sampling, fifteen pre-service teachers aged 19-35 and seven language lecturers 
were selected and interviewed to gather in-depth reflections. 
 
Data collection methods 
 
Semi-structured interviews explored curriculum strategies, challenges, and preparedness. 
Survey questionnaires gathered pre-service teachers' and language lecturers' perceptions 
(Appendix A). Informed consent was obtained from all participants, ensuring they were 
fully aware of the study's purpose, procedures, and the right to withdraw at any time.  
 
Findings 
 
Demographic overview 
 
Pre-service teachers' interview responses (N=15) 
The study involved 15 pre-service teachers, all of whom identified as i-Taukei (100%). 
The sample was predominantly female (n = 10, 66.7%). The majority of participants (n = 
10, 66.7%) were in the 19-24 age group, indicating the perspectives gathered are primarily 
those of young undergraduate students. Fewer participants were in the 25-30 (n = 3, 
20.0%) and 36 and over (n = 2, 13.3%) age categories (see Table 1). This reflects the 
broader cultural composition and may impact perceptions related to cultural 
responsiveness in teacher training. 
 
Most respondents were in their first year (80%), and the rest were in their third year (20%) 
(Table 1). This distribution suggests that the responses may be influenced by initial 
curriculum exposure rather than advanced understanding.  
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Table 1: Participant demographics (N=15) 
 

Characteristic Category n % 
Gender Female 10 66.7 

Male 5 33.3 
Age group 19-24 10 66.7 

25-30 3 20.0 
31-35 2 13.3 
36+ 0 0 

Year of study 1st year 12 80.0 
3rd year 3 20.0 

 
The participants' declared majors were predominantly in English and i-Taukei languages 
(n=12, 80%) (Figure 1). Still, a few participants were studying English alongside 
Geography or History, which may provide insight into interdisciplinary approaches to 
climate literacy. 

 
Figure 1: Program major (N=15) 

 
The predominantly i-Taukei and young participant profile is expected to influence issues 
such as the perceived importance of cultural preservation and challenges associated with 
integrating sustainability within language education. 
 
Language lecturers responses (N=7) 
Participants included lecturers with varying years of teaching experience, ranging from 1 
to over 16 years, and teaching English and i-Taukei language programs (Figure 2). Most 
had longer experience (16+ years, n=3, 42.9%, 11-15 years, n=2, 28.6%). 
 
Theme 1: Integration of climate literacy concepts 
 
Pre-service teacher responses (N=15) 
The survey results reveal a significant gap in the systematic integration of climate literacy 
within teacher training programs. While respondents acknowledged the importance of 
climate literacy, seven (46.7%) reported that climate change topics are addressed only 
occasionally, and four (26.7%) noted that they are never covered. This indicates that pre-
service teachers encounter these topics incidentally rather than through a structured and 
intentional approach embedded across courses (Figure 3). 
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Figure 2: Language lecturers' years of experience (N=7) 

 
Figure 3: How often do you encounter climate literacy topics in  

your English and i-Taukei language courses? 
 
The responses showed variation in the courses regarding specific issues in climate literacy. 
The impacts of climate change, the greenhouse effect, and sea-level rise are most often 
referenced; several specifically addressed both the causes and effects of climate change. A 
few also discussed sustainable practices and cultural studies on climate change, indicating 
some integration with broader environmental and cultural contexts. However, a majority 
reported only partial or no coverage of climate literacy topics, indicating inconsistent 
climate education content across courses. This disparity suggests a need for a more 
comprehensive and uniform approach to climate literacy to ensure that every student 
gains foundational knowledge of practical projects and local cases, enabling them to 
develop a deeper understanding and practical application in educational contexts. 
 
Language lecturer responses (N=7) 
Most lecturers consider climate literacy relevant for language courses (100%), but report 
limited integration (Figure 5). They mentioned several inhibiting factors, including a lack 
of resources, limited time, curriculum pressures, and insufficient professional 
development opportunities, leading to minimal and "superficial" inclusion. One lecturer 
stated that climate literacy is often used as a "band-aid" in the curriculum rather than 
being deeply integrated. 
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Figure 5: How effectively is climate literacy integrated into English language courses? 

 
Theme 2: Strategies for cultural responsiveness and sustainability 
 
Pre-service teacher responses (N=15) 
The responses indicate a variety of strategies for integrating cultural responsiveness with 
sustainability education in courses. These strategies include field trips to local cultural and 
national heritage sites, collaborative group work that allows students to share their cultural 
backgrounds, and incorporate Indigenous knowledge into teaching practices (Nayasi et al., 
2022; Tulomana et al., 2023). Educators also employed inclusive teaching techniques to 
cater to diverse learning styles and utilised local examples, such as the consequences of sea 
level rise, as teaching resources. Additional assignments included expository essays and 
projects on climate change that facilitate active learning at the intersection of cultural and 
environmental issues. Some participants noted integrating sustainability themes into 
specific courses, while others discussed traditional cultural practices related to 
contextualising learning through local case studies. 
 
Suggestions also emphasised embedding Indigenous knowledge, values, and sustainable 
practices into the curriculum. Participants highlighted that culturally responsive teaching 
could honour and incorporate local traditions, ensuring that lessons on sustainable 
practices are meaningful and relevant to Fijian contexts. Practical approaches included 
utilising local materials, engaging communities, and facilitating bilingual discussions in 
English and i-Taukei to connect cultural perspectives with sustainability objectives. 
 
Language lecturer responses (N=7) 
The lecturers reported using culturally responsive strategies in various ways. For example, 
one lecturer incorporated the socio-historical life experiences of the students and used an 
interdisciplinary approach, while another used vernacular to enhance comprehension. 
Many expressed satisfaction with culturally responsive teaching, contextualising lessons, 
and providing diverse assessment methods. Quotations from several lecturers are 
illustrative: 
 
Lecturer 1 Faculty requires training in climate literacy pedagogies and interdisciplinary 

approaches, moving beyond archaic models to learner-centred methods 
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Lecturer 2 I encourage students to share their views and experiences on the different 
cultures in Fiji. I also encourage them to talk about their own culture. 
Cultures and traditions have been incorporated as a theme for one of the 
courses this year. 

Lecturer 6 I contextualise lessons to students' backgrounds (their vanua) and offer 
multiple assessment modes. 

Theme 3: Systemic barriers and adaptive strategies for climate-cultural 
education integration 
 
Pre-service teacher responses 
Pre-service teachers identified significant systemic barriers to integrating climate 
education, including inadequate resources, insufficient pedagogical training, and curricular 
rigidity, collectively constraining flexibility for climate literacy integration. These 
limitations resulted in widespread self-reported unpreparedness to address climate-related 
topics, exacerbated by challenges in balancing core language instruction (e.g., grammar, 
writing) with climate-specific terminology such as "carbon footprint" or "greenhouse 
gases." Despite these impediments, participants highlighted adaptive pedagogical 
strategies, including field trips to culturally significant sustainable sites, collaborative group 
work centering Indigenous knowledge, and coursework integrating contextualised case 
studies linking local environmental challenges (e.g., sea-level rise) to academic concepts. 
 
Additionally, practical assignments, including climate-focused expository essays and 
research projects, were employed to bridge theoretical learning and community realities. 
To address preparedness gaps, they advocated for structured interventions such as 
professional development workshops embedding i-Taukei cultural frameworks within 
environmental themes, lesson-plan training for cultural-environmental integration, digital 
repositories of adaptable resources (e.g., place-based storytelling), and community-
engaged projects to facilitate peer knowledge exchange. 
 
Language lecturer responses (N=7) 
Lecturers corroborated institutional constraints, with the identifying of curricular 
inflexibility by six (85.7%), lack of professional development by six (85.7%), lack of 
resources by five (71.4%) and insufficient time by four (57.1%) as primary barriers to 
meaningful climate literacy integration (Figure 6).  
 
Respondent 1 added a barrier arising from disciplinary fragmentation: 
 

Faculty are compartmentalised in specific disciplines. Lack of ingenuity, critical thinking 
and the will to collaborate as academic leaders to tackle the climate crisis by pooling our 
resources, traditional knowledge systems, and technological tools. 

 
Others highlighted thematic marginalisation, with Respondent 3 noting climate content 
was restricted to "essay and paragraph writing", due to exclusion from core curricula. 
Respondents 6 and 7 further characterised integration as superficial, "used like a band-aid" 
when added to existing content, or absent from most courses.  
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Figure 6: What barriers do you encounter in integrating climate literacy into your courses? 
 
Others highlighted thematic marginalisation, with Respondent 3 noting climate content 
was restricted to "essay and paragraph writing", due to exclusion from core curricula. 
Respondents 6 and 7 further characterised integration as superficial, "used like a band-aid" 
when added to existing content, or absent from most courses.  

 

Figure 7: How prepared do you feel to balance cultural preservation  
with environmental sustainability in your teaching practices? 

 
Nevertheless, five (71.4%) reported feeling "somewhat prepared" whilst two (28.6%) 
reported feeling "very prepared" (Figure 7) on the matter of balancing cultural 
preservation and environmental sustainability through interdisciplinary initiatives (e.g., 
climate finance projects) and culturally responsive pedagogies. Critical unmet needs 
included discipline-specific professional development, enhanced resource allocation (time, 
funding, expertise), institutional policies prioritising stakeholder consultation, and 
pedagogical attention to student wellbeing when addressing ecological crises. 
 
Discussion  
 
Our findings reveal the challenges and obstacles pre-service teachers and language 
lecturers face in integrating climate literacy and cultural responsiveness into teacher 
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education, addressing some research questions directly. Several participants noted that 
topics related to climate literacy, such as the impacts of climate change and the 
greenhouse effect, were inconsistently covered in their courses. This inconsistency 
indicates a general awareness of climate change; however, the limited and fragmented 
coverage suggests that there is still an opportunity for a more systematic and 
comprehensive approach at the teacher training level. The findings align with those of 
Havea et al. (2019, 2020), as pre-service teachers reported that essential climate literacy 
topics, such as the impacts of climate change, are not systematically addressed in their 
courses, leading to a fragmented understanding of these critical issues. This situation 
underscores the need to integrate green pedagogy within educational settings and develop 
more structured educational frameworks to enhance climate literacy among future 
educators.  
 
The findings on cultural responsiveness and sustainability strategies are consistent with 
Helu Thaman (2010), who advocated for integrating climate change education, 
environmental and carbon footprint awareness, place-based education, and traditional 
ecological knowledge at both the micro and macro levels of the curriculum. Although 
implementing these strategies may face challenges due to structural barriers, pursuing 
these initiatives is crucial for enhancing students' educational experiences and equipping 
them with relevant knowledge and skills related to climate adaptation and mitigation. 
Generally, Sharma et al. (2019) have highlighted that such barriers are prevalent in the 
Pacific region, where educational systems often struggle to balance the dual demands of 
cultural responsiveness and climate education. The data obtained addresses the research 
questions and reflects the achievements and gaps in climate literacy and cultural 
responsiveness within teacher training, emphasising increased support and consistency. 
 
Constructivist learning theory (CLT) strongly emphasises active learning and knowledge-
building based on real-life experiences. This is highly relevant for climate literacy and 
cultural responsiveness. Our findings support CLT by illustrating how field trips, projects, 
and hands-on activities immerse students in cultural and environmental contexts, exposing 
them to the significance of eco-justice education and enhancing the meaningfulness of 
their learning. This approach reinforces the concept of experiential learning, where deeper 
understanding is achieved through the experience and reflection on complex topics 
(Havea et al., 2019, 2020).  
 
The findings underscore the pivotal role of teachers in CLT, highlighting the necessity of 
scaffolding learners' understanding of climate literacy and cultural responsiveness. This 
emphasis aligns with CLT's focus on the teacher as a facilitator rather than merely a 
transmitter of knowledge. In educational settings, pre-service teachers and language 
lecturers can effectively advocate for a constructivist approach by prioritising practical 
learning methods and encouraging students to connect their language courses to 
experiences within their home environments (Firdaussy et al., 2024; Nayasi et al., 2022; 
Tulomana et al., 2023). Such strategies will enhance student participation and foster 
critical thinking skills, enabling teachers to engage in critical reflective practices.  
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The findings indicate how these topics have been addressed, revealing substantial 
potential for systematically implementing constructivist approaches. A more structured 
application of these strategies could improve students' comprehension of climate literacy 
and cultural responsiveness. This calls for developing educational frameworks that 
support constructivist methodologies within pre-service teacher education programs, 
thereby equipping future educators to address these essential concerns within their 
classrooms. 
 
Existing literature supports the call for integrating climate literacy and cultural 
responsiveness into teacher education. This integration is vital in unique educational 
contexts such as Fiji’s, where local environmental issues must be addressed alongside 
global challenges. For example, Reddy (2021) emphasised the importance of incorporating 
local issues into the curriculum, which aligns with the need for teacher education 
programs to facilitate meaningful environmental learning within local contexts.  
 
Furthermore, the literature highlights that the effective integration of climate literacy is 
contingent upon a robust curriculum that comprehensively addresses global and local 
environmental issues. For example, Sureda-Negre et al. (2014) discussed establishing a 
network to reorient teacher education to focus on sustainability, indicating that a well-
structured curriculum is essential for promoting environmental education. Shiyama et al. 
(2025) also suggested that culturally responsive teaching approaches can enhance students' 
engagement with environmental issues, reinforcing the necessity of integrating climate 
literacy into teacher education. This is further supported by Corner et al. (2015), who 
argued that knowledge and values are critical in shaping young people's engagement with 
climate change, underscoring the need for curricula that reflect these dynamics. While 
some courses in Fiji exhibit exemplary features related to the impacts of climate change 
and sustainable practices, many of these features are only partially developed and 
inconsistent across programs. Such observations align with other studies identifying 
fragmented integrations resulting from curriculum constraints, particularly in small island 
contexts like Fiji (MacGill et al., 2024).  
 
Currently, culturally responsive approaches encompass incorporating Indigenous 
knowledge and local contexts, as theoretically informed by Gay's (2018) framework for 
culturally responsive teaching. According to Gay, it is essential to include curricula that 
reflect students' cultural backgrounds to enhance the relevance of learning and increase 
student engagement. Findings indicate that Fiji's educational context faces significant 
challenges due to structural barriers, including a lack of resources and rigid curricula, as 
also supported in Nayasi et al. (2022), Tagimaucia et al. (2024), and Tulomana et al. (2023). 
Additionally, teachers often lack pedagogical content knowledge, time constraints limit 
their agency for sustainability, and in-service professional development does not prioritise 
sustainability-focused pedagogies. These challenges place Fiji at a disadvantage compared 
to regions with more comprehensive support systems for climate and cultural learning in 
teacher education (Zhao et al., 2018). 
 
Fiji's unique challenges necessitate a robust framework integrating climate literacy and 
cultural responsiveness. Research has demonstrated that a community of practice among 
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educators can foster collaborative teaching approaches, amplifying the overall 
effectiveness of educational interventions (Kumar & Daniel, 2016).  
 
Implications for teacher training in Fiji 
 
These findings indicate that, although teacher training in Fiji makes some efforts to 
address climate literacy and cultural responsiveness, such programs are generally under-
resourced and delivered inconsistently. This situation highlights the urgent need for 
systematic curriculum development to integrate these crucial elements throughout 
language courses in teacher education. Rather than treating climate literacy and culturally 
responsive practices as supplementary topics, teacher training in Fiji would benefit 
significantly from incorporating these themes into the core curriculum. This approach will 
ensure aspiring language teachers possess foundational knowledge on these issues, 
enabling them to effectively support their future students in English and i-Taukei language 
classes (Scott-Parker & Kumar, 2018; Tulomana et al., 2023). 
 
Targeted professional development and investment in resources will facilitate this 
integration. Educators must have content knowledge and pedagogical skills across 
disciplines, not limited to language subjects. Research indicates that effective community 
education on adaptive strategies empowers young people in Fiji to actively engage with the 
challenges posed by climate change, thereby fostering a well-equipped generation of 
educators to address these issues (Havea et al., 2020; Scott-Parker & Kumar, 2018). Given 
Fiji's vulnerability to climate change and its rich cultural heritage, a greater emphasis on 
these aspects of teacher preparation is essential. This would enhance future teachers' 
capacity to cope with environmental and cultural challenges on a deeper level, ultimately 
contributing to the resilience of communities (Havea et al., 2020). 
 
Additionally, incorporating local cultural contexts and environmental concerns into 
teacher training may enhance the program's relevance for pre-service teachers. Research 
has shown that integrating Indigenous and local environmental issues within an 
educational framework significantly strengthens teaching practices, particularly as English 
is compulsory in school curricula. A teacher training program focused on English and i-
Taukei subjects would support the development of a curriculum that addresses the unique 
socio-cultural dynamics of Fiji. This approach will ultimately enable educators to 
understand these issues profoundly, imparting more valuable learning experiences to their 
students. 
 
Conclusion and recommendations 
 
Our study highlights critical issues surrounding the integration of climate literacy and 
cultural responsiveness within teacher training language courses in Fiji. While specific 
topics pertinent to climate literacy, such as the impacts of climate change, sustainable 
practices, and Indigenous knowledge, are acknowledged, their integration is inconsistent. 
It lacks depth in pedagogical resources and strategies. Cultural responsiveness is also 
reflected in group activities, field trips to culturally significant locations, and the 
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incorporation of locally relevant examples. However, despite these positive initiatives, 
barriers remain in fully achieving these objectives, including limited time, resource 
availability, and challenges with technical vocabulary. These findings underscore the 
urgent need for a more systematic and inclusive approach to integrating climate literacy 
and cultural responsiveness. This is essential for the effective preparation of pre-service 
teachers of languages in schools. 
 
Insights from this study emphasise the necessity for comprehensive language training 
courses at Fiji National University that place equal importance on climate and cultural 
literacy within the language curriculum. Such an approach would ensure pre-service 
teachers develop competencies to address these pressing concerns across diverse 
educational settings. This can be accomplished by embedding climate literacy in relevant 
language courses, fostering cultural responsiveness and creating an increasingly inclusive 
learning and teaching environment that benefits both language educators and students. 
 
The integration of these elements would be significantly enhanced through developing 
instructional materials and using diverse teaching methods, including hands-on activities 
and case studies that employ linguistically and culturally relevant examples. Research 
shows that culturally responsive teaching practices connect students to their cultural 
identities and promote equitable access to education. Consequently, fostering an 
educational framework that prioritises these elements will empower future educators to 
effectively engage with climate change and cultural diversity in their classrooms. 
 
We recommend several key strategies to enhance the integration of climate literacy and 
cultural responsiveness in teacher training language programs in Fiji: 
 
• Climate literacy integration: It is essential to sequentially integrate climate literacy 

components into existing language courses within teacher education. This approach 
aims to fundamentally motivate language teachers to engage with issues of 
sustainability, local environmental concerns, and the conveyance of indigenous 
ecological knowledge. Research indicates the need for a coherent educational 
language policy and professional dialogue through storytelling to address the systemic 
integration of climate education, which can lead to more effective teaching practices 
and improved student outcomes (Badwan, 2022; Savvidou, 2010). By embedding 
these topics within the curriculum, teachers can better understand the 
interconnectedness of language, culture, and environmental issues. 

 
• Language lecturer professional development. Professional development is 

necessary to provide language lecturers with opportunities to develop competencies 
related to culturally responsive teaching. Workshops on integrating climate and 
cultural topics and peer collaboration sessions will support well-informed 
instructional methods. Targeted professional development has significantly enhanced 
educators' pedagogical skills and ability to address diverse student needs (Ansyari, 
2015; Hong et al., 2024; Tagimaucia et al., 2024; Tulomana et al., 2023). This aligns 
with the requirements for relevant and effective professional development in 
response to the challenges faced by language educators in Fiji schools. 
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• Community-based collaborative projects include developing partnerships with 
local communities to create collaborative projects where pre-service teachers can 
engage with community members, constituting experiential learning opportunities 
that enhance cultural awareness. Each activity benefits students, serving as a culturally 
responsive pedagogical practice. Field experiences within local communities also 
enable pre-service language teachers to apply their learning and gain insights into 
cultural and environmental dynamics (Jacobs, 2010). 

 
Future studies could examine the impact of integrated climate and cultural awareness on 
long-term student outcomes. Additionally, research may explore how these programs are 
received in other Pacific Island countries, offering valuable insights into regional 
differences in the success of integrating climate and culture.  
 
Limitations of the study 
 
The findings of this research are limited in their comprehensiveness; a direct analysis of 
policy documents or curricula could have yielded more insights into the actual contents of 
the current language programs. Consequently, future document analysis studies may 
provide a more thorough understanding of the extent to which climate literacy and 
cultural responsiveness are integrated into teacher education programs. Document analysis 
is a valuable research method for examining existing materials to uncover underlying 
themes, structures, and practices within educational frameworks. 
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Appendix A: Questionnaires and semi-structured interviews 
 
Survey questionnaire and semi-structured interviews for pre-service teachers 
 
Please circle the appropriate answers where applicable. 
 
Section A: Demographics 
 

1. Age: 
o 19-24 
o 25-30 
o 31-35 

2. Gender: 
o Male 
o Female 

3. Ethnicity: 
o i-Taukei 
o Indo-Fijian 
o Other (Please specify) __________________ 

4. Year of Study: 
o 1st Year 
o 2nd Year 
o 3rd year 

5. Major: 
o English/Geography 
o English/History 
o English/i-Taukei 
o English/Hindi 
o Other (Please specify) __________________ 

 
Section B: Perceptions of Climate Literacy 
 

6. How familiar are you with the concept of climate literacy?  
o Not familiar 
o Somewhat familiar 
o Very familiar 

7. How often do you encounter climate literacy topics in your English/i-Taukei language 
courses?  

o Never 
o Occasionally 
o Frequently 

8. How important do you believe climate literacy is for future teachers? 
o Important 
o Neutral 
o Not Important 

9. To what extent do you feel prepared to integrate climate literacy into your future teaching 
practices? 

o Prepared 
o Neutral 
o Unprepared 
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10. Have you received any formal instruction on climate literacy in your current program? 
o Yes 
o No 
o Not Sure 

11. If yes, how effective was this instruction? 
o Effective 
o Neutral 
o Ineffective 

 
Section C: Perceptions of Cultural Responsiveness 
 

10. How important is incorporating cultural responsiveness in teaching English and i-Taukei 
languages? 

o Important 
o Neutral 
o Not Important 

11. To what extent do you feel confident in your ability to teach in a culturally responsive 
manner? 

o Confident 
o Neutral 
o Not confident 

12. Have you encountered challenges in integrating cultural responsiveness into your teaching 
practice? 

o Yes 
o No 
o Not Sure 

13. If yes, what are the main challenges? (Select all that apply) 
o Lack of resources 
o Insufficient training 
o Curriculum constraints 
o Other (Please specify) __________________________________ 

14. What specific strategies are used in your courses to incorporate cultural responsiveness 
alongside sustainability education?  

15. How effective do you find these strategies?  
o Not effective 
o Somewhat effective 
o Very effective 

 
Section D: Integration of Climate Literacy and Cultural Responsiveness 
 

14. How well do you think the curriculum integrates climate literacy and cultural 
responsiveness? 

o Well 
o Neutral 
o Poorly 

15. What challenges have you faced in integrating climate change education with language 
teaching?  

16. What suggestions do you have for improving the integration of these elements in teacher 
training? 
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Survey questionnaire and semi-structured interviews for language lecturers 
 
Please circle the appropriate answers where applicable. 
 
Section A: Demographics 

1. Years of Teaching Experience in current Department: 
o 1-5 years 
o 6-10 years 
o 11-15 years 
o 16+ years 

2. Department: 
o English 
o i-Taukei 
o Other (Please specify) __________________ 

 
Section B: Perceptions of Climate Literacy 

3. How important is it to integrate climate literacy into the curriculum? 
o Important 
o Neutral 
o Not Important 

4. How effectively is climate literacy integrated into the English and i-Taukei language 
courses? 

o Effectively 
o Neutral 
o Ineffectively 

5. What are the main barriers to integrating climate literacy into your courses? 
o Lack of materials 
o Insufficient time 
o Curriculum constraints 
o Other (Please specify) ____________________________ 

6. Do you think there is currently enough emphasis on climate literacy in your program? 
(Yes/No) Why or why not? (Open-ended) 

 
Section C: Perceptions of Cultural Responsiveness 

6. How crucial is cultural responsiveness in teaching English and i-Taukei languages? 
o Important 
o Neutral 
o Not Important 

7. How confident are you in teaching cultural responsiveness to your students? 
o Confident 
o Neutral 
o Not confident 

8. What strategies do you currently use to incorporate cultural responsiveness in your 
teaching?  

Section D: Recommendations for Improvement 
9. What improvements would you suggest to better integrate climate literacy and cultural 

responsiveness in teacher training? 
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Section E: Balancing Cultural Preservation and Sustainability 
 

10. How prepared do you feel to balance cultural preservation with environmental 
sustainability in your teaching practices?  

o Not prepared 
o Somewhat prepared 
o Very prepared 

11. What support or resources are necessary to better balance these two aspects in your 
teaching?  

 
 

Mr Josaia Tulomana is an assistant lecturer at the Fiji National University and is 
passionate about language and literature. He is also pursuing a masters in education and 
teaching English as a second language. His writing focuses on key challenges in ESL 
instruction, emphasising culturally responsive teaching within Fiji's multilingual 
environment.  
ORCID: https://orcid.org/0009-0000-0413-8582 
Email: josaia.tulomana@fnu.ac.fj 
 
Ms Varanisese Tagimaucia (corresponding author) is an assistant lecturer in education 
at the Fiji National University's School of Education. Currently pursuing her doctoral 
studies at Mangalore University in India, she is an active researcher interested in 
innovative approaches to teaching methods, indigenous learning frameworks and 
professional practice. She specialises in physical education and sports performance 
profiling. 
ORCID: https://orcid.org/0000-0001-8200-3544 
Email: varanisese.tagimaucia@fnu.ac.fj 
 
Dr Kasanita Nayasi is an assistant professor of education in the Department of 
Primary & Early Childhood Education, School of Education, Fiji National University, 
Fiji. Her research interests include indigenous education, indigenous knowledge and 
pedagogy, inclusive education, and decolonising research methodologies. 
ORCID: https://orcid.org/0000-0002-8032-0535 
Email: kasanita.nayasi@fnu.ac.fj 
 
Please cite as: Tulomana, J., Tagimaucia, V. & Nayasi, K. (2025). Climate literacy, 
sustainability and culturally responsive language teaching: Reimagining teacher education 
in Fiji. Issues in Educational Research, 35(3), 1265-1288. 
http://www.iier.org.au/iier35/tulomana.pdf 

 


