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America is a beautiful country, enjoying world power, unprecedented wealth, superior technology and prestige.  But beneath the external cosmeticity is a pervasive ideology that Tongans and all people of color are inherently inferior to Whites (Anderson, 2001).  This ideology is perpetuated from childhood through the seemingly innocent use of nursery rhymes (McDonald, 1974 ) and in the public schools and colleges through the teaching of students from a dominant White paradigm (Akintunde, 1999).  Like thorns on a beautiful rose, racism in the heart of America casts a long, dark shadow on its external achievements and greatness (Sleeter, 1993).  One is usually unpleasantly surprised by the mention of racism because racism in America is glossed over, subjugated and disguised (Asante, 1987).  It is a taboo topic (Scheurich, 199). It is not mentioned in textbooks (Asante, 1987) or academic fields (Schreiber, 1998) or even in open conversations or formal discussions (Akintunde, 1999). 

This paper investigates the impact of racism on one of the colored groups in America: the Tongans from the Pacific Islands.  The dominant use of an Eurocentric orientation in the public schools and colleges render Tongan students as “deracinated beings,” stripped of cultural pride and identity.  This contributes to their high drop-out rate from the academic pipeline.  Even the very few who do overcome the system and are qualified for faculty positions in academia, still face institutionalized racism that favor Whites over Tongans.

Roots of Racism

Racism was planted in the soul of America long before the inception of this republic (Griffin, 1999).  Africans were first brought to America as part of the indentured servant system (Griffin, 1999).  However, inflamed by reports of Africans as a “black, beastly, mysterious, heathenish, libidinous, evil, lazy, and smelly people who are strangely different to our superior white race” (Griffin, 1999: p.14), Blacks were quickly taken out of the indentured servant system and made slaves, for the “ideas of Black inferiority quickly blossomed into hatred and racial oppression” (Griffin 1999: p.14).  The Puritans, who were among the first White settlers to America, came for religious freedom and yet, strangely enough, used religion as a basis for Black oppression and enslavement. They believed that “white supremacy over Blacks was nothing more than a divine decree” (Griffin, 1999: p.14).  The well-known philosopher David  Hume declared:  “I am apt to suspect, the negroes, and in general all the other species of men (for there are four or five different kinds) to be naturally inferior to Whites” (Horsman 1991: p.48 as cited in Griffin, 1999).  

Even after the Emancipation and the freeing of Blacks from slavery, they were not truly free.  The basic freedoms of common humanity were denied them (DuBois, 1935; 1961; Hernandez-Tutop, 1998). They were not allowed an education and when they finally did, were sent to inferior, substandard schools (Anderson, 2000).  They had their own Black schools, segregated from Whites (Hernandez-Tutop, 1998).  They had their own Black churches, their own Black bathrooms, their own Black water fountains (Hernandez-Tutop, 1998; Meacham, 2001).

This dark part of American history tends to be glossed over and not emphasized, giving rise to its repression.  As W.E.B. DuBois (1935), a renowned Black philosopher and civil right advocate observes:

One is astonished at the study of history at the recurrence of the idea that evil must

be forgotten, distorted, skimmed over.  We must not remember that Daniel Webster got drunk but only remember that he was a splendid constitutional lawyer.  We must forget that George Washington was a slave owner, or that Thomas Jefferson had mulatto children, . . . and simply remember the things we regard as credible and inspiring.  The difficulty, of course, with this philosophy is that history loses its value as an incentive and example; it paints perfect men and noble nations, but it does not tell the truth (p.722).

This tendency to gloss over and silence the negative aspects of American life and the lessons of history is no where more obvious than with the issue of racism.  Talking about racism can be painful, discomforting, even embarrassing.  As Tatum (1992) and Scheurich (1993) point out, any discussions of racism bring out powerful emotions that range from guilt and shame to anger and denial.  Sleeter (1993), observes that maybe the evasion of Whites talking about racism is “because. . . to open up a discussion of White racism challenges the legitimacy of White people’s very lives” (p.14).  Because of these sentiments and others, racism is not even mentioned or talked about.  

So a Tongan and the person of color in America is not consciously aware of the entrenched nature of racism in the deep structure of American life.  But as this analysis will show, the racism that was planted in the heart and soul of America from the very beginning still has a stranglehold on this society.  People of color are still differentially treated along what DuBois called the “color line.”  

Effects of Racism on Tongans and People of Color in America  


Up to only a few decades ago, the concern had been with Black integration in a country that had historically been segregated around race (Anderson, 2001 ).  Today, the concern is not only with the integration of Blacks but also other people of color: Asian Americans, Latinos, Native Americans, Pacific Islanders, etc.
 (Hune, 1998).  

People of color in America should not turn a blind eye on the Black experience and the racism in America’s history.  This perverted idea that people of color are inherently inferior to Whites permeates every facet of American life; from the cradle to the grave (Griffin, 1999; Meacham, 2001).  

Scheurich and Young (2001) argue that Whites cannot divorce themselves from the social structure of the society they live in.  They are, in essence, a product of their society, their civilization, their history.  The pervasive belief is that all people of color inherently inferior is pervasive. For instance, the presence of Tongans or colored people in a school, a neighborhood, a locality, a workplace devalues that particular establishment and lowers its prestige (Miller, 1998).  Anderson (2001) stated that “belief in the intellectual inferiority of people of color has pervaded the national culture for nearly three centuries” (p.2). 

Institutional Racism


The term institutional racism is critical for the central argument of this paper.  A clear understanding of this exclusionary and discriminatory socially embedded system has been defined by several scholars (Anderson 1993; Giachello, 1995; Johnsrud and Sadao, 1998; Scheurich & Young, 1997 &2001; Tatum, 1992).  According to these scholars,  institutional racism is the product of the larger social norms and values which are manifested through routinized organizational procedures, policies and practices that give unfair advantage to the dominant Whites while minority people of color are excluded from opportunities and privileges because of their skin color .

Institutional racism takes many forms, all with the effect of giving unfair advantage to Whites over people of color.  In the public schools and colleges, when ideologies, pedagogy, and practices enhance the learning and success of Whites over students of color, this is institutional racism (Scheurich and Young, 2001). In higher education institutions, when practices, policies and structures differentially affect faculty of color and give unfair advantage to Whites, this is institutional racism (Scheurich and Young, 2001).

Contend with Asian Pacific Islander Designation
An examination of U.S. Bureau of Census reports show Tongans and Pacific Islanders grouped under the larger Asian Pacific Islander rubric.  One is at a loss as to why Asian and Pacific Islanders are grouped together.   Lee (1982) observes that “there is little likelihood that members of these two umbrella groups will identify with each other as kindred groups” (p.46). Along the same line, Hune (1998) points out that the two groups are “diverse in language, culture, social organizations, residential pattern, religion, income, education, occupation and location in U.S. history.”  

The grouping of Asians and Pacific Islanders paints a more positive picture than the actual.  Asians are called the “model minority” group (Hune, 1998; Chan and Wang, 1991). Several have documented the success of Asians in the American educational system (Ishisaka & Takagi, 1981). For instance, Sands, Parson and Duane (1992) report that between 1976 and 1987, Asian Americans tripled their numbers of people with bachelor’s degrees and more than doubled their master’s and professional degree graduates.  On top of that, there was a 56.9% increase in Ph.Ds. 

The success of Asians in the American educational system skews reports and the overall picture of the Asian Pacific Islander group, making it seem as if this group as a whole is succeeding. All these groups are not succeeding and not doing well in the American educational system. 

One of  these cultural groups who are struggling and not succeeding in the American educational system are the Tongans from the Pacific Islands.  In the November 1995 Bureau of Census Statistical Brief, it reports Tongans as having the lowest high school graduation rate (64%) among the Pacific Islander group.  Among the larger Asian Pacific Islander conglomerate, Tongans had the lowest college graduation rate (6%).  This should be cause for alarm. Gordon (1995) states that seeing an increase in people for whom school does not work becomes a potential crisis. One high school or college drop-out means a potential lost, a dream shattered, a hope unfulfilled. 

Tongan Social and Geographical Background
The Tongan
 government is a constitutional monarchy, with the king giving the final official approval to all legislation.  The country is divided into the traditional caste system of royalty, nobility and commoners.  The people are very religious, with most everyone belonging to any one of several Christian denominations. The majority of the people are either subsistent farmers and/or fishermen.  There are no major metropolitan areas in Tonga.  The 160 islands in the Tonga group are dotted by closely located villages, each village and its surrounding land belonging to any one of the country’s 25 or so land-holding nobles.  It is from this setting that the Tongans of the United States migrated.

Migration Patterns
Education is greatly valued in Tonga.  Back in those days before the establishment of ‘Atenisi University,  there were no institutions of higher education in Tonga.  Children were sent overseas after high school to Fiji, New Zealand, Australia, Hawaii and the U.S. Mainland.  Though Tongans had come to America as students as early as the 1940s, it was not until the establishment of the Church College of Hawaii (now known as BYU-Hawaii) in Laie, in 1955 that student migration started in earnest.  The building of the dormitories and the adjacent Polynesian Cultural Center also brought labor missionaries from Tonga. These were mostly married men with families.  Many of these married men did not return after their service and stayed to make a better living for their families in America. It was this initial surge of students and labor missionaries who made up the first wave of migrants.   

The second wave of migrants came with more lax migration laws in the passage of the Act of October, 1965 (Lee, 1982). 

Tongans in America
Most of these migrants in the second wave were basically unskilled and uneducated.  Because they were traditionally subsistent farmers, these same Tongans in America work ‘iate: specializing in landscaping, beautification and tree maintenance.  Some have learned trade skills in masonry, carpentry, construction and electrical work.  Many work in factories, being paid hourly wages for doing menial, manual labor.  The few college educated Tongans in America do not seem to find careers or vocations worthy of their education.  There is some entrepreuneurial spirit among the Tongans, some starting family and small-scale businesses. Among the Tongans is a high incidence of disease associated with a sedentary lifestyle and a changed diet.  Though migration has tapered off, the Tongan migrants in America have large families and the Tongan population is growing rapidly.

 Tongans, as part of the Asian Pacific Islander conglomerate, are one of the fastest growing minority groups in America.  The U.S. Census Bureau bulletin for March 1999 reported that among married couples, 23 percent of Asian Pacific Islander families had 5 or more members as compared to 13 percent of White families.  In 1990, there were 7.5 million Asian Pacific Islanders and in 1998, there were 10.5 million, an increase of 40.8 percent.  From these statistics, one can see the rapid growth of this group.
Educational Pipeline

Tongans and other students of color, in general, do not succeed in the American educational system.  Their numbers usually start out large in the K-12 public school system, and invariably decline to an alarmingly smaller number  by graduation (Nakanishi, 1995).  Only a few go on to college, and even fewer graduate.  One can safely count on one hand the few Tongans who are studying for or have received their doctoral degrees. 

One may well ask, what contributes to the dismal percentage of Tongans graduating from the public schools and colleges?  What has happened to make a people who value education in their home country and take pride in their educational achievement to fail miserably in the American educational system?  

Institutional Racism in the Educational System
The racism that plagues society at large also devastates Tongan students in the educational system and contributes to their high dropout and lack of success.  Scheurich and Young (1997) assail the roots of White racism in the education system. They observe:

Consider who the major, influential philosophers, writers, politicians, corporate

leaders, social scientists, educational leaders (e.g., Kant, Flaubert, Churchill, 

Henry Ford, Weber, Dewey) have been over the course of western modernism.

They have virtually all been White.  And it is they who have developed the 

ontological categories or concepts like individuality, truth, education, free enterprise, good conduct, social welfare, etc. that we use to think (that thinks us?) and that we use to socialize and educate children.  This racially exclusive group has also developed the epistemologies, the legitimated ways of knowing (e.g., positivism, neo-realisms, postpositivisms, interpretivisms, constructivisms, the critical tradition, and postmodernisms/poststructuralisms) that we use.  And it is these epistemologies and their allied ontologies and axiologies, taken together as a lived web or fabric of social constructions, that make or construct “the world” or “the Real” (and that relegate other socially constructed “worlds,” like that of African Americans or the Cherokee, (or the Tongan) to the “margins” of our social life and to the margins in terms of legitimated research epistemologies” (p.8).

Eurocentrism
Students in the American educational system are taught using a dominant White paradigm.  This paradigm of White dominance, Eurocentrism, in the American educational system imposes a monocultural, monolingual, monoideological orientation on the curriculum, the textbooks, and the pedagogy.  Eurocentrism in the curriculum highlights only the accomplishments and contributions of Whites while undermining or glossing over the contribution of other people of color (Swartz, 1993).  Eurocentrism, is based on the “assumption that Europeans have made the most important contributions to the development of the United States and the world” (Hernandez-Tutop, 1998). 


Spina and Tai (1998) point to the subtle and pervasive influence of White racism and White supremacy in the school system, elevating Whites and Whiteness, making it more powerful and impervious:

. . . not seeing race is predicated on not seeing White as a race and in denying Whiteness as a focus of critique and analysis.  Ignoring the racial construction of Whiteness reinscribes its centrality and reinforces its privileged and oppressive position as normative.  Thus, Whiteness becomes a nonrace, invisible to those that would seek to analyze race and racism, thereby giving it more power, more privilege, and more impunity.  The nonracialization of Whiteness restricts the ability of minorities to point out racism and gives the dominant White culture more freedom from criticism in the practice of racism.

As Akintunde (1999) explains, “this helps to establish “White” perspective not as a cultural or “racial” disposition but rather as a position of neutrality”.  This is how Whiteness and White privilege become invisible to White people and “White” and “human being” come to mean the same thing” (p.5).  

Textbooks are the vehicle of knowledge and they are used in the perpetuation of racism and  White supremacy (Akintunde, 1999). This is done through the elevation of White intellects, White history, White contributions to science and technology while undermining and devaluing the contributions of colored people and their civilizations.  

People of color are not mentioned nor are their experiences and contributions validated or edified. They become “a cardboard, monolithic culture” (Akintunde, p.5). 

 For instance, in recounting American history, the cowboy is glorified, the Westward Movement is nothing more than the conquering of land, and the building of the intercontinental railroad expedited the spread of civilization.  American Indians and Chinese laborers and their perspectives and the effect of all these on them are silenced (Asante, 1987).  In the teaching of Math and Science, Europeans and their contribution to scholarship are emphasized, while the contributions of such civilizations as Egypt (Africa), China, India, among others, are denigrated (Hernandez-Tutop, 1998).  They are given neither a “voice” nor a “reason”.  They are only peripheral props to the central importance of the White experience (Akintunde (1999). 

Harvey (1994) contends that  “despite some improvement over the past two decades, schools still tend to convey the notion that white men from Western Europe and their descendants have been responsible for nearly all of the ideas and artifacts that have ever been generated in . . . America” (p.353). 

Deracination


The overall effect of an Eurocentric orientation on students of color  is “deracination” or disassociation from one’s culture (Brown, 1995).  With so much emphasis on Whites and Western European cultures, students of color feel that their own cultures, people, and ways of life are inferior.  Strutchens (1995) contends that Eurocentrism in the educational system is so overwhelming and overpowering that Tongans and other students of color feel “helpless and powerless ... which leaves them with a negative attitude.”  Stripping students of color of self-esteem, making them believe they are intellectually, linguistically and culturally inferior is the fundamental effect and essence of the American educational system (Strutchens, 1995; Lee, 1991; Bailey, 1990 ).  The burden of self- and group rejection is summarized by Bonacich (2000):
Youngsters who derive from non-Western Europe cultures thus enter the schools with a heavy stigma upon them.  They are “culturally deprived” because they do not belong to the culture of the master race. . .  They come in with a badge of inferiority that haunts them throughout their schooling . . . Minority students come in to the university with a special burden: the necessity of self-negation . . . The negation that is required is not just a denial of cultural heritage.  It is a denial of your very right to think as an autonomous human being (p.72). 

Failure in the American educational system then is not due to inherent intellectual inferiority, but rather to Eurocentrism, and the stripping of cultural identity and well-being.

Importance of Cultural, Group and Self-Esteem
 Scholars have demonstrated the central and critical importance of a healthy cultural, group and self-esteem to educational success (Lee, 1991; Strutchens, 1995; Bailey, 1990; Jorgensen, 1995).  Tatum (1992) declared that “a positive sense of one’s self as a member of one’s group is important for psychological health” (p. 15).  The American educational system  does the complete opposite. Tongan and students of color are made to feel devalued, marginal and inferior.  

Fostering Tongan pride in our children is critically important for their sense of group and self-esteem and especially for educational success.

Education Can Make a Difference
Most studies done to evaluate minority student success or failure in education, assess the students’ environment and family background: they look at the parents’ educational level, the family’s socio-economic status, parental support and expectations as determinants of student success (Hamrick & Stage, 1998; Harvard School of Education Report, 2001; Wyche and Graves, 1992).  What these studies do is blame the parents and the students’ background  for non-learning.  They take a hands-off approach instead of looking at the school and the classroom itself for why learning is not taking place. 

Curriculum Suggestions
Gordon (1995) argues that when teaching and learning are sufficient and truly effective, many of the problems attributed to a disadvantaged background can be overcome.  He posits that in order for teaching and learning to be effective and improved, new and varied ways of learning should be provided; more time on task, more cooperative and individualized learning, more diversity in material and modalities, more culturally relevant learning demands and situations, etc. Multicultural education was started in the 1960s to offset the negative effects of Eurocentrism,

 with the resulting objective of verifying, affirming and centralizing the varied cultures students

come from. The success of inner-city schools in educating at-risk students show that learning can be successful, effective and productive (Beverly, 1988; Sims, 1988; Harris, 1988; Sizemore, 1988; Taylor and Pinard, 1988; McCallum, Lerchenmuler and van Putten, 1988; Canady and Hotchkiss, 1988; Irvine, 1988).

And I say here also that education can make a difference for Tongan students also if it’s done right. Swartz (1993) advocates a curriculum that employs the different cultural perspective students bring to the classroom. This means offering Tongan language classes in the high schools and colleges.  Incorporating Tongan knowledge and Tongan philosophies to the American educational system could make learning more meaningful and exciting.  On top of that, Tongan students get a sense of cultural pride and affirmation through the legitimatization of their traditional cultural knowledge and philosophies.  For instance, Fale (2001) described traditional Tongan astronomy and navigation and how this knowledge had been used by Tongans for centuries to traverse the vastness of the Pacific.  This knowledge was also used in the planting and harvesting seasons and by the fishermen when fishing. Tohi (2001) also showed how the making of kafa making (ropes made from coconut senet) can be the basis for myriads of designs that could be applied to different art medium (textile, ceramic, sculpture, block-building, etc).  A simple veimau (checkered design) can produce close to a thousand designs. Taumoepeau and Osteroff (2001) also showed the importance of Tongan herbal medicine in the curing of diverse ailments. It is the incorporation of these specific cultural knowledge that could make learning more interesting and stimulating. Another positive effect is the affirmation of cultural validity and worth for Tongan students. The same can be said about the incorporation of Latino, Native American, African American, and Asian knowledge in the curriculum.  

The incorporation of these varied cultural perspective in the American educational curriculum helps in offsetting the negative effects of Eurocentrism (Hernandez-Tutop, 1998), and build cultural identity and pride, critical for educational success (Bailey,1990).  As Swartz (1993) expressed, “an education that is multicultural in a metacritical sense has the transformative potential to rethink and reconstruct Eurocentric curriculum, pedagogy and practices that have historically served to generate supremacist attitudes, feelings and behavior” (p.503).  Villalpando (1994) maintained that instead of avoiding racial issues, research and writings, the inclusion of these contents in the curriculum have a very positive effect on students’ achievement and satisfaction with their college and educational experience.  

INSTITUTIONAL RACISM IN ACADEMIA
Those are the problems faced by our Tongan students in the American educational system.  Though racism is prevalent and found in almost every facet of American life, this analysis focuses on one of America’s most revered institutions: high education.  The few who survive the pipeline and are ready for faculty and administrative positions in academia are wrestling with the ideals of what this great country stands for: equal treatment and opportunities based on meritocracy, intellectual freedom and integrity, fair evaluation of scholarship and contributions to science, knowledge and the human experience.  It is research in academia that help advance this country in science, engineering and technology.  It is research and “voices” from academia also that help bring about social changes and reforms. 

Breaking through the institutional racism of academia is especially acute, because Tongans and people of color become a “threat” to Whites.  Contrary to popular belief and assumptions, higher education institutions are not above the frays of the racist ideologies and practices that plague society in general (Anderson, 1993; Slater, 1993-94; Martin, Astin, Bell, etc., 1993; Stein, 1994; Sutherland, 1990; Turner and Myers, 2000).  Academia is believed to be the maverick in progress and innovation, leading the nation to newer heights of development and consciousness. 

In America, Scheurich and Young (2001) assert, “it is the practices, beliefs and values of the dominant White race that has been legitimatized in academia.”  

Meritocracy
Tongans and other people of color usually think of America as a meritocracy, you get what you work for (Reyes and Halcón, 1988; Hsia & Hirano-Nakanishi, 19 ).  One of the central themes in an Eurocentric curriculum is that “The United States is a land of wealth and opportunity; it is open to all who try; anyone can get what he works for”  (Sleeter 1996:93).  For many educated Tongans and other educated people of color, it is an empty promise.  Getting an education is only half the battle.  Getting the opportunities and privileges worthy of one’s education is another major, uphill battle. 

At play is the idea that Tongans and other people of color in a department or university lowers that department or university’s prestige.  their culture, values and beliefs marginal, their history and contributions to scholarship peripheral, their subject matter nonessential.  

HIRING PRACTICES

Blatant and overt racism against people of color have become socially unacceptable (Gerdes, Dominguez, Joshl, and Miner, 1986; Selmi, 1995).  The following discussion shows that practices and policies routinely used in hiring practices give advantage to Whites over candidates of color.  Selmi (1995) and Scheurich and Young (2001) show that racism has been so cleverly entrenched in higher education practices that their racist and subjugating nature is not apparent.

Attribution Theory
 The attribution theory posits that there is a certain image associated with certain positions. Most positions in academia are occupied by Whites and this is the image associated with these positions. For example, when I say “professor” the image that comes to mind is a White palangi male.  In the case of Tongans, this means that if people are not used to seeing a Tongan occupy a professor position, their chance of being hired is greatly reduced (Pounder, 1987). 
Pounder (1994) asserts that the search committee usually already have an “image” of the “ideal” candidate in their minds and that the search process is nothing more than the search for the right candidate that matches that mental image.
Old Boys’ Network
Minority candidates are not privy to academia’s power bases by virtue of their exclusion from informal relationships.  These connections have proven to be the most effective recruiting methods in academia. 

A lot of positions in higher education are filled through the “old boys network” (Granovetter, 1995). Several have observed that hundreds of Whites are given opportunities, not because of what they know but who they know (Sudarkasa, 1987; Wegener, 1991; Halaby, 1988). 

Kanter’s (1977) homosocial reproduction theory claims that the level of uncertainty associated with a job and the complexity of the tasks to be accomplished make the hiring of unknown applicants doubly difficulty.  It posits that having someone the authorities know of reduces the complexity of the hiring process.  Harvey (1994) maintained that “faculty members who operate at the core of the institution tend to select others who share their academic and personal experiences, their value orientations, and their outlooks to join them” (p.20). The same phenomenon is described by Cole (1993, as quoted in Anderson, et al. 1993) “ . . . search committees generally very aggressively seek references from people they know who are just like them – white.” 

These practices, policies and structures are forms of institutional racism that effectively and absolutely keep academia the “purview of White males” (Sudarkarsa, 1987).  Because of these institutionalized forms of racism in the hiring process, Whites are usually favored over Tongans and other candidates of color.

RETENTION AND PROMOTION

In academia, faculty of color face challenges and problems not experienced by White faculty.  These are forms of institutional racism that give advantage to Whites over faculty of color.

Chilly Climate
Faculty of color describe academia as having a “chilly climate.”  Turner and Myers (2000) found that “once hired, faculty of color continue to experience exclusion, isolation, alienation, and racism resulting in uncomfortable work environments in predominantly white university settings” (p.22). 

Johnsrud and Sadao (1998) describe academia as having a climate that place faculty of color on the margins and the periphery of professional communications and recognition. 

White Dominance
Because of Whites’ control of power and resources in academia (Staples, 19 ), faculty of color are coerced and encouraged to be submissive, passive, dependent. Direct, honest reaction to dominant abuse and injustice is avoided.  Attempts to communicate is shunned and seen by White colleagues as insubordination. 

Such inequality in academia is a reflection of the overall social norm and the entrenched  nature of racism in this society.  People of color are not to question Whites’ actions and motives.

Remedies
In order to insure the success of Tongan students in the American educational system and the continuous flow of a supply of Tongan faculty in academia, it is important that changes be made in the curriculum, policies, and structures in the educational system.  On college campuses, it is important that a positive image be fostered and the visibility of Tongan role models be cultivated (Blackwell, 1994; Hune, 1998).  With Tongan and minority students hemorrhaging out of the American educational system, there is much reason for concern. The Tongan people can only rise as high as its individual member’s level of achievement.  With the population getting more diverse, it is suicidal for America to still blindly continue with the practices, policies and structures that favor Whites and alienate, disillusion and discourage Tongan and other students and faculty of color.  Tongans and people of color should be encouraged to reach their full potential without fear of retaliation, disenfranchisement or cultural deprivation.  This can only be done through equal opportunities and treatment for an educated and enlightened citizenry (Sher, 1989).

Suggestions
· Conferences like this are wonderful avenues for the sharing of Tongan scholarship, opening of dialogues and should be encouraged and supported.  

· Parents should get involved in the local schools through membership in the School Community Council and other activities so they influence a multicultural perspective in the school curriculum, practices and activities.

· The lack of positive Tongan role models is especially acute.  More Tongan role models for our children is needed.  Tongan students will squander their opportunities and lives away in functional mediocrity if “they have no other but themselves to copy after” (Anderson, 1990:263, quoting Goldsmith).
· It is critical that Tongan parents counter the effects of Eurocentrism in the public schools with heavy doses of cultural teaching that fosters strong cultural identity and cultural pride. Use the Tongan language in the home.  Teach children their “fatongia” or obligations.  Let them know of our Tongan culture, beliefs, norms and values. Do not disassociate yourself from our people.
Conclusion
Martin Luther King Jr. had a dream.  I too have a dream.  I dream of the day when Tongans in America, with Tonga mo’unga ki he loto will bring back the traditional pride in educational achievements and success.  I dream of the day when Tongan students will reach their full potential and realize a bright future through their dedication and efforts in an educational system that affirms their cultural worth and pride.  I dream of the day when Tongans will be counted along with Asians as a “model minority” group, our children succeeding in the American educational system.  I dream of the day when we will not be judged so much by the “color of our skin but by the content of our character.”  I dream of the day when the promise of meritocracy will be realized for educated Tongans and other educated people of color in America so that truly the Constitutional and fundamental creed of “justice and liberty for all” can be realized.
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