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This qualitative case study examines the Education Faculty Perspectives (EFPs) of the 
Karakoram Public International University in Gilgit-Baltistan, Pakistan, on teachers’ 
experiences of a recently introduced education reform (an Honor’s Bachelor of Educa-
tion program [B. Ed Hons]1 mandated by Pakistan’s Higher Education Commission 
(HEC) in 2010. The B. Ed Hons has replaced the existing pre-service programs nation-
wide. Our analysis identified several paradoxical themes about borrowing of the B. Ed 
Hons: at the “talk”/rhetoric level, the program was welcomed as a transformative shift 
in teacher education; at the “walk”/ implementation level, its practicality and sustain-
ability became complicated; at the decolonisation level,  the discourses on the colonial 
nature of knowledge and North-South dependency were muted. Implications for moving 
from borrowing external “best practices” to producing local solutions are highlighted. The 
analysis suggests the contextual realities and challenges should be addressed, individual 
and structural capacities developed, and an incremental, critical-constructive approach 
to both external and local ideas be pursued, and decolonization discourse included. 
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The Malaise of Teacher Education Reforms in Pakistan

Since its independence in 1947, Pakistan has formulated many edu-
cational policies. However, most of these policies have fallen short 
of their targets (Ali, 2011) to meet the expanding needs of its vast 

education system: By 2017, Pakistan had 17,323 schools, accommodating 
50,292,570 students (with another 23 million still being out of school) and 
1,836,584 teachers. The system comprises a large public sector (196, 998 
public schools and 899, 926 teachers), a ballooning private sector (120, 
273 schools and 936, 657 teachers), and a religious sector (e.g., 32,272  
madrassas, with a total student enrolment of 2.26 million taught by 74,648 
teachers) (Ministry of Education, Government of Pakistan, 2017). 

Teacher preparation in Pakistan includes pre-and in-service pathways. 
As of 2019, Pakistan had more than 200 teacher education institutions 
and programs. Pre-service teacher education includes a four-year Bachelor 
of Science Education (BSc.Ed), a one-year Bachelor of Education (B. Ed), 
and, in some cases, a Master of Education (M.Ed). The BSc.Ed produces 
teachers for secondary and high school science subjects.

The B. Ed and M.Ed require 14 years of education to enroll, and their 
graduates are eligible to teach at secondary and higher secondary levels 
(MoE IEPAM, 2009). The pre-service curriculum includes general, spe-
cific, subject-based educational courses and practicum for applying one’s 
learning and for understanding school contexts. While the specific educa-
tion and subject-based courses are similar to other parts of the world, the 
general courses include Islamiyat and Pakistan studies (Ahmad, 2012). The 
in-service teacher education (INSTE) ranges between a day workshop and 
a graduate degree and between classroom, school, private training center, 
and university-based structures. 

Teacher education has been a central target of the multiple reforms 
(Ali, 2018, 17, points 3–5), while the results have been miserable in terms 
of teachers’ quality (subject matter content, pedagogy), professional status 
and commitment, and impact of students’ learning and lives (Rizvi, 2015; 
Ali, 2012). Cited reasons for the reforms’ failures have included the follow-
ing: (a) treating teacher education as a mundane activity; (b) intake of weak  
students to the B. Ed programs; (c) poor quality of the programs due to 
disengaging and outdated pedagogies and curricula; (d) gaps between 
theory and practice; (e) inability of the graduates to implement their learn-
ing in their classrooms; (f) crumbling school infrastructure and outdated 
technical and financial resources; (g) the irrelevance, unsustainability, and 
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colonial bias of the externally borrowed solutions (Hina, 2017; Khoja-
Mulji, 2017; Ali & Niyozov, 2017).

This malaise is ironic and paradoxical compared with Pakistan’s his-
tory, poetic and ethnoreligious rhetoric, where teachers and teaching have 
been symbolically praised as a “prophetic tradition” and where teachers 
have been deployed as agents in promoting nationalist, patriotic, Islamist, 
and neoliberal economic agendas. The reality of teaching and teachers’ 
status in Pakistan reflects the three operating education systems: (1) pri-
vate commercial school teachers, who are considered of better quality, 
respected, earning high salaries, innovative, and professionally supported, 
even though many of them do not have a B. Ed degree; (2) public school 
teachers, who are considered of poor quality, demotivated, unprofessional, 
and lesser-respected, and have small salaries, even though most of them 
possess B. Ed and M.Ed. Government teachers enjoy state-level health, 
retirement and other dividends; and (3) madrassa schoolteachers, who 
consider themselves as guardians of Islamic morality, keepers of Islamic 
counter-alternative to the “westernized” private and public education mod-
els, and yet operate in professional conditions similar to public school 
teachers (Malik, 2012). 

This study explored the experiential perspectives of education faculty 
members of a public university in Gilgit-Baltistan regarding a teacher edu-
cation program called B. Ed.Honors (B. Ed Hons henceforth). The B. Ed 
Hons was mandated by the Higher Education Commission of Pakistan 
(HEC) and implemented across Pakistan in 92 colleges and 22 universi-
ties by 2018, the time of this study. The paper is organized into four parts: 
Following this introduction, we discuss foreign aid and decolonisation lit-
erature as we describe the changing interests of donors to support teacher 
education in Pakistan. Next are sections on the context of the study and 
the study’s methodology. The study’s major findings under six descrip-
tive themes are presented in some detail. We end with a meta-discussion  
of the data’s key themes by re-connecting their implications with research 
on policy borrowing and decolonisation and implementing and envision-
ing a sustainable and contextually relevant teacher education reform in the 
region. 

Teacher Education and Foreign Aid 

Pakistan’s deep connection to and dependence on the western models 
and foreign aid and the changing interests of the donors have unevenly 
affected education in Pakistan. In the initial years, the aid mostly consisted 
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of grants and later turned into loans; initially, for higher education, later 
shifted to primary, and currently across all systems of education (Hoodb-
hoy, 1998). Foreign aid has also been channeled via state, international 
organizations, local and international NGOs, and recently, via private-
public partnerships (Afridi, 2017).The donors have also altered their fund-
ing due to global geopolitics: during the anti-Soviet war in Afghanistan, 
Pakistan received more aid, which also encouraged jihad, while during 
the rise of the Taliban and post-9/11, the aid dwindled and was aimed at 
curbing the “out-of-control” jihad and anti-western militancy (Sarwar et 
al., 2015). During Zia ul Haq’s Islamization reforms, Pakistan introduced 
policies to produce citizens with “firm faith in the future of the country as 
an Islamic state” (Ahsan, 2005 8). Textbooks were revised, while “ideologi-
cally committed and religion-orientated teachers were appointed” (Sarwar 
et al., 2015, 11). More recently, foreign aid has been used to develop human 
capital and economic agendas to serve the neoliberal interests of local and 
international financial and political-economic elites (Tabulawa, 2003).

Admittedly, foreign aid has also been instrumental in accelerating the 
educational development processes, such as access to and quality of teach-
ing and learning; teacher training and school infrastructure; girls’ educa-
tion; inflow of liberal/progressive practices such as constructivism, active 
learning and culturally-sensitive pedagogies, critical and creative think-
ing, information technologies, whole school improvement, inclusive, equity 
and diversity education, interpretive research methods, and English as the 
language of contemporary science, academic, and social mobility. At the 
same time, these very “practices” have been contested as camouflages for 
neo-colonialism, dependency, and captivity of local minds, undermining 
local confidence and problem-solving and knowledge production capacities 
(Niyozov & Bahry, 2022; Mignolo, 2012; Tabulawa, 2003). 

USAID has been a key donor, policy influencer, and technical sup-
port provider in reforming Pakistan’s teacher education (HEC, 2012), 
including establishment of the Provincial Institutes of Teacher Educa-
tion (PITEs), the building of well-designed schools across the country, 
and the B. Ed Hons program (the case of this study). The B. Ed Hons is 
a US-based teacher education practice tailored to the Pakistani context, 
approved and mandated by the HEC. The contextualization attempts of 
the recent aid-based initiatives in Pakistan have to various extent included 
local stakeholders. Ali and Niyozov (2017) describe how Canada’s Global 
Affairs and Australia’s Education Aid have allowed Pakistani educators 
and policymakers to provide input into their education reform initiatives 
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in Sindh, Baluchistan, and Gilgit-Baltistan by inserting school leadership 
training and parental involvement in their projects while accepting girls’ 
empowerment as donors’ overarching condition. De Young and Valyaeva 
(2006) and Niyozov (2018), however, have noted that the local educa-
tors’ involvement in the borrowed education reforms has been channeled 
toward contextualizing, i.e., making the borrowed policies culturally 
legitimate, politically safe, quick to accept, effectively applied, and longer 
sustained. This contextualizers’ role can partly be due to local educa-
tors’ long socialization into western ways of thinking or mandates from 
higher political and religious authorities, who usually benefit financially 
and politically from the aid and the borrowed practices (Al-Attas, 2003; 
Steiner-Khamsi, 2014). With the co-optations of local political and reli-
gious elites and scholars, such top-down and outside-in approaches risk 
leading to locals’ dependence and inability to imagine non-Eurocentric 
alternatives (Mignolo, 2012; Nordveit, 2010; Tlostanova, 2015). More-
over, despite the increased number of teacher education colleges across 
the country, heavy donor injections, and locals’ co-optations and contex-
tualization, teacher quality in Pakistan is a major problem in students’ 
underachievement, school failures, and overall national underdevelopment 
(Ahsan, 2005).

Borrowing and Lending of Global Best Practices  
in Education 

Given the above, we locate the B. Ed Hons program in policy borrow-
ing and lending (PBL) and decolonisation discourse. Scholarly engagement 
with borrowing and lending, especially in education, has been extensive. 
Phillips and Ochs (2003) theorized the experience as a cyclical conceptual 
model of cross-covering stages, steps, forces, processes, and outcomes. 
According to their framework, policy borrowing and lending starts with 
a cross-national attraction, including internal dissatisfaction with one’s 
education quality, the desire to become competitive, and identification of 
good practices outside one’s national borders. This is sequenced by creating 
a discourse of acceptance and enabling structures to borrow. Next comes 
the decision on borrowing, followed by the stages of adaptation, imple-
mentation and contextualization. The last stage includes measuring the 
borrowed innovation’s impact and its institutionalization. 

Policy borrowing is a value-laden process with political, economic, and 
ethical implications. World Culture or Neo-institutionalist perspective 
(Anderson-Levitt, 2003, for a critique; Schmidt, 2008) encourages policy 
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borrowing and lending, arguing that global best practices are research, 
logic and experience-proven, effective, resource-efficient, high quality, 
and meritocratic ideas; they are oriented toward equity, access, and qual-
ity teaching and learning; are responsive to universal human concerns and 
rights, and open to modifications via recipients’ agencies and subjectivities. 
Contrary to the Neo-institutionalist/World Culture, the World System 
perspective (Arnove, 1980) suggests that global best practices are not 
global but western; not neutral but Eurocentric in values; are not innocent 
but laden with the hegemonic promotion of neo-colonial and neoliberal 
agendas; accepted not voluntarily, but coercively; and are not necessar-
ily efficient and equity-oriented. Under neoliberalism particularly, these 
practices enforce structural adjustments, such as reducing a state’s invest-
ments and regulations in education and promoting privatization, com-
petition, choice, and accountability, which have exacerbated inequalities 
between and within the Global North and South (Samoff, 2003; Tabulawa, 
2003). At times, the borrowed reforms may have failed in their birthplaces, 
while their lending may benefit international and local consultants, non- 
governmental organizations, and policy elites, as opposed to the target 
communities such as teachers and students in the public systems and their 
poor communities (Niyozov & Dastambuev, 2012; Silova, 2006; Samoff, 
2003). Tabulawa (2003) and Tahir (2015) suggest that aid projects, includ-
ing in education, are soft hegemonic tools to impose capitalist and neoliber-
alist ideas on developing countries, transforming these nations into markets 
for northern goods, turning their people into cheap, disposable labor, and 
often abusing their natural resources without environmental accountability. 
Post and anti-colonial scholarship has argued that an external idea, bor-
rowed as “best practice,” may lead to intellectual, cultural, and political 
dependencies and the receivers’ mental incapacitation to produce local solu-
tions. Uncritical borrowing may lead to the replacement or erasure of the 
existing and emerging indigenous solutions, worldviews, and languages.

At the receivers’ level, borrowing and lending may contain various 
agendas: political (e.g., desire to stay in power, promote national cohesions, 
and join “civilized nations”); economic (receive grants and loans, enrich self 
and promote cronies, enhance economy and employment), and cultural-
educational (e.g., look modern, globalize one’s cultural mores, develop 
human resources, improve quality of teaching and learning) (Steiner-
Khamsi 2014). Policy transfers from the Global North to the South may 
happen directly (as in the case of this study) or via intermediate brokers, 
such as international organizations, transnational civil societies, third par-
ties, or proxies. 
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The effectiveness, sustainability, and impact of the borrowed policies 
depend on many factors such as local involvement in their conceptualiza-
tion, their implementation capacity, resource availability, cultural sensitivity 
and compatibility, and institutional and political support (Anderson- 
Levitt, 2003; Niyozov & Bahry, 2022; Nykiel-Herbert, 2004; Schweis-
furth, 2013). Global best practices get transformed, modified, misused, 
and even rejected based on such factors. Some of these metamorphoses 
may pervert the borrowed practices’ nature, goals, and hopes and serve 
the opposite ends. Child-centered pedagogy may turn into mere softening 
of the traditional teacher-centered approaches; higher order thinking into 
deeper memorization and effective regurgitation; critical thinking into 
critiquing others and praising selves; teacher facilitation into abandoning 
their intellectual role; constructivism into political correctness, relativ-
ism, and inability to judge between viewpoints; privatization leading to 
inequities and centralization; multiculturalism into ethnonationalism, sup-
pression of minority and alternative perspectives. Silova (2006) described 
such skewed transformation of multiculturalism in Latvia; Nykiel-Herbert 
(2004) of child-centered pedagogy in South Africa; Steiner-Khamsi (2014) 
and Schweisfurth (2013) documented many other policies that were  
seriously mis-implemented once funding was transferred and political noise 
made about the transfer of “best” practices.

Western concepts and ideas, however, cannot necessarily be labelled 
in negative terms (Niyozov & Tarc, 2015). Many current western policies 
are replacing those earlier colonially imposed, which now are labelled 
oppressive and anti-educative practices, while some of those earlier bor-
rowed or imposed practices are now presented as indigenous to resist 
the new western practices (Niyozov & Bahry, 2020). Attention should 
thus be paid to the conditions of their production, purposes, ethics, 
implementation, and effects. Furthermore, some of the current western-
produced practices have been cutting-edge ideas and responsive to Global 
South aspirations. These include critical race theory, anti-racism and 
anti-colonialism, environmental, holistic, and early childhood education, 
critical pedagogy, gender equity, minority and diversity education, mul-
tilingualism, and the use of IT in education. Niyozov and Tarc (2015) 
emphasize a need to scrutinize local or indigenous practices equally for 
they are not always indigenous or automatically progressive. Parallel to 
critiquing the lending agencies, we should also examine the self-serving 
interests of local political, intellectual, and religious elites in policy bor-
rowing and lending. 
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B. Ed Hons as a Borrowed “Best Practice” in Teacher Education 

In 2005, a task force of local and international educators, established 
by the Higher Education Commission Pakistan (HEC)2, USAID, and 
Columbia and Michigan Universities, reviewed teacher education in Pak-
istan. It reported deep structural issues and recommended a complete 
overhaul of teacher education (USAID, 2006; MoE/GoP, 2009). They 
also reviewed high-quality teacher education models globally, proposed a 
new, 4-year B. Ed Hons, and aligned it with Pakistani society’s needs and 
conditions (HEC, 2012). Subsequently, the B. Ed Hons was presented as 
a quality, contextually sensitive, and well-designed solution with progres-
sive and cutting-edge teacher education ideas, such as professionalism 
of teaching and enhancement of teacher status via rigorous research and 
evidence-based approach to teaching, engaging the prospective teachers 
in both theory and practice, enhancing their conceptual understanding 
of subject matter, educational issues, practical skills, and aligning with 
international standards and competencies of the 21st century. As of 2013, 
the B. Ed Hons was taken up by 92 Pakistani education colleges and 22 
universities. Approximately 5,328 students were enrolled with 2238 can-
didates being offered merit-based scholarships (USAID, 2013). There is, 
however, little if any systematic study of how the program has been taken 
up in practice, especially in the resource-scant parts of Pakistan, which are 
different from both the United States and the lowland Pakistani contexts. 
In Gilgit-Baltistan, this new program took off in 2010, and two cohorts 
graduated. Prior to our study in 2018, anecdotes and rumors abounded 
around the new B. Ed Hons Program that: the program was not well 
thought out and not adjusted to the context; it has made no qualitative 
change in the teachers’ knowledge of the subject and pedagogy; there 
were no resources to support, and no capacity to execute it as was planned 
and envisaged; that it had a hidden western agenda and was aimed at 
de-Islamization; and conversely that it was serving its purposes well and 
producing the expected type of teachers. These rumors and concerns raised 
certain questions. For instance, what did the education faculty think of 
the B. Ed Hons mission, objectives, and origins? How did they compare 
the B. Ed Hons with the existing teacher preparation offerings? What 
was their level of participation in conceptualizing and implementing the  
B. Ed Hons? What successes and challenges did they face and what was its 
relevance to Pakistani society, Islamic values, and to the particular needs of 
the Gilgit-Baltistan? And, strategically, what do these reported experiences 
tell us about the nature and effects of borrowing external solutions, such as 
coloniality of knowledge which consists of
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the fact that all models of cognition and thinking, seeing and interpreting the world 
and the people the subject-object relations, the organisation of disciplinary divisions 
entirely depend on the norms and rules created and imposed by Western modernity 
since the 16 century, and offered to humankind as universal, delocalized and disem-
bodied (Tlostnanova, 2015, p.39).

This study is the first attempt to address these questions systematically 
and fill some gaps.

Gilgit-Baltistan’s Educational Context and Karakoram  
International University

Gilgit-Baltistan (GB)  is currently an administrative region of  
Pakistan. It is home to 1.9 million people. According to Benz (2013), 
from 1940–1950, many boys’ schools were constructed in GB and girls’ 
education was neglected. However, by 2019 the education statistics 
showed GB’s overall literacy rate at 65%, with an enrollment rate for 
males of 63% and females of 65%; 10% of students aged 6–6 are still out 
of school. There are 1,995 public schools (1,426 primary, 281middle, 248 
high and 40 higher secondary) in GB, with 6,970 teachers (212 higher 
secondary,335 high, 2,220 middle and 2,220 primary). The private sec-
tor has 245 elementary, 273 middle, 162 high and 55 higher secondary 
schools (GBEMIS, 2021).

Karakoram International University (KIU), the site of this study, was 
established in 2003. The university had four campuses and approximately 
3,200 students at the time of data collection, i.e., 2018. KIU is the first-
ever university in the GB region, providing educational services with its 
three campuses. It has three faculties: (1) natural sciences; (2) social sci-
ences and (3) life sciences. Each faculty is divided into departments and 
there are a total of 15 departments. The Education department comes 
under the faculty of social sciences. Teacher Education is the core program  
in the education department. In addition to the undergraduate B. Ed Hons, 
the department also offers a two-year M.Phil (Education) and a one-year 
M.Ed. graduate degree.

Data Collection and Analysis Procedures 

Guiding this study were the questions: What are education faculty 
members’ experiences with and views about the new Bachelor of Educa-
tion Honors (B. Ed Hons) program at a public international university in 
Northern Pakistan? and 
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What do these reported experiences tell us about borrowing of external 
solutions, coloniality of knowledge and teacher education reform?

A phenomenological case study was used to collect the data: The  
B. Ed Hons was viewed as a phenomenon/conceptual case, understood 
and constructed by individual faculty members through their multidi-
mensional involvements. The faculty members, their particular institu-
tion, the locality, and the time frame of 2018 construed the case’s human, 
geographic, institutional, and temporal boundaries. Purposive sampling 
was used to select all eight (5 male and 3 female) faculty, according to 
following criteria:

•	 Have experience of teaching the B. Ed Hons for more than three years.
•	 Have been part of B. Ed Hons planning with the HEC and the USAID.

The data were collected via semi-structured interviews, field notes and 
document analysis. Data analysis was multistage: Initially, individual par-
ticipants’ data were analyzed through thematic coding, looking for unex-
pected themes, connecting them, and backing the themes with the data. 
Next, the individual teacher-based themes were compared across the eight 
participants to identify common and idiosyncratic themes by flipping the 
analysis from individuals to themes. Here the individual participants’ data 
were used as evidence to support the selected themes. These themes were 
juxtaposed against the study’s main and subsidiary questions and goals. 
Pseudonyms were employed to safeguard the participants. The analysis 
was further enriched by perspectives of other Pakistani educators who had 
attended round table discussions on educational borrowing and lending in 
Lahore and Karachi in 2017 (Lahore, 2017). The conclusions are connected 
with the local and global discourses on teacher education reform and policy 
borrowing and lending and how a shift to local knowledge production can 
be envisaged.

Findings and Discussions 

Unexpectedly, the local participants were not enthusiastic about the 
discourses of decolonisation and coloniality of knowledge and did not see 
a major problem with borrowing western ideas. Our analysis identified the 
following major descriptive themes. 

•	 Nature and levels of faculty involvement with the B. Ed Hons: “Receivers, 
Domesticators, and Implementers”

•	 Deproblematizing Knowledge and Disregarding Sources of B. Ed Hons: 
Localizing the Global Practice 
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•	 The B. Ed Hons objectives and its relevance to these faculties’ subject-based  
curricula, and to the needs of Gilgit-Baltistan’s education and society; “Defining 
the Needs Without Grounding”

•	 Role of USAID in developing and planning the B. Ed Hons: Facilitator, 
Collaborator and Provider.

•	 Differences and similarities between the pending one-year B. Ed., and the four-
year B. Ed Hons; “Do the Differences make a Difference?”

•	 Successes and benefits of the B. Ed Hons program so far; “Who Benefits and 
Who Loses?”

•	 Key Challenges: “Alarming Signs of Predictable Failure”

While describing the gist of the data, these themes also address criti-
cal issues about teacher education reform, borrowing of external ideas, 
coloniality of knowledge, and development of local capacity for knowledge 
production and grounded solutions. 

Nature and Levels of Engagement of EFMs with B. Ed Honors:  
“Receivers, Domesticators and Implementers”

The faculty involvement manifested in different ways, including acting 
the program’s implementers and curriculum developers and representing 
the HEC and USAID. Below, we detail each of these engagement levels.

As Program Implementers

The faculty received a centrally-developed and mandated scheme of 
studies (as the new subjects and theme-based curriculum) and had little say 
in reconstructing the schemes. Zaib explained her role as follows:

I was just an implementer of the program. We received the scheme of studies from 
the HEC and USAID representatives. The HEC and the USAID made the overall 
scheme of studies and courses for the B. Ed Honors. I just taught it (Int. 6/4/18).

Zaib stated, “Our department head told us that HEC has launched 
a new B. Ed and we have received its courses and curriculum and thus 
we started the B. Ed Honors” (Int. 6/4/18). Quaid corroborated, “I was 
engaged in teaching subjects, supervising students for their research work” 
(Int.4/3/18). Aima and Kail were involved as “classroom instructors.” Saif 
noted that he was:

. . . in charge of the students’ practicum component of the study, and now our 
students are in the field for teaching practicum. They will implement their learning 
in the field and then develop their learning portfolios upon completing practicum” 
(Int. 6/3/18).
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In sum, the education faculty has apparently been expected to play 
a very limited part in conceiving and developing the B. Ed Hons but a 
major role in receiving, domesticating, and implementing the new teacher 
education reform. Research (e.g., De Young et al., 2016) suggests excluding 
educators from the formulation and development of a reform idea limits 
the prospects for success. 

EFMs as Curriculum Developers and Reviewers

USAID, via the HEC, engaged faculty from various universities, 
including KIU, in developing the B. Ed Hons’ curriculum. Saif explained 
his participation, saying:

When the B. Ed Honors was initiated, I was a member of the National Curriculum 
Review Committee [NCRC] back in 2014. USAID invited me to develop curricu-
lums for the foundation of education courses. I, with other colleagues, developed the 
curriculum and sent it for approval to the committee (Int. 6/3/18).

Gul and Romi were also part of the curriculum development team. 
They represented the KIU and suggested topics such as the inclusion of 
“Al-Razi: A Muslim Scholar” and “Medina Pact” in the Foundations of 
Education course (Int.5/3/18). 

The reviewing roles included being a USAID or NCRC examiner of 
the B. Ed.Hons’ course outlines, providing comments, and participating 
in piloting the program. Kail said that he 

. . . was a member of the NCRC, which evaluated the curriculum, course outlines 
and scheme of studies and also gave approvals under the umbrella of HEC. In the 
evaluation, we did not find anything against the Pakistani culture and society, I 
think this was all about good practices and to fit it for Pakistani context, we asked 
them to include topic on Islamic history and they accepted it (Int.8/3/18).

As a representative of USAID, Romi’s role was “to pilot the B. Ed 
Honors in our university. So, I did it under the new program, the whole 
curriculum was revised, and a new curriculum was developed” (Int. 
10/4/18). 

In summary, even though some faculty participated in the curricu-
lum development activities, these activities apparently embodied the 
Tylerian model, in which curriculum was equated with a text, a course 
of study, or a guide, rather than more recent and advanced versions of 
the curriculum such as Schwabian commonplaces, Deweyan experi-
ence, or Millerian unfolding holistic process of learning and teaching.
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De-problematizing Knowledge, Disregarding Sources of Knowledge 
(B. Ed Hons) and Avoiding Colonization Discourse

The participants expressed mixed feelings about B. Ed. Hons as “best” 
global practice and policy. They said that educational policies in Pakistan 
are ‘toothless,’ implying that they might be well-documented, expertly 
reviewed, and well presented, but with little implementation and effect. 
Criticizing the policy implementation in the country, Quaid articulated:

From the very first conference on education in the time of Quaid-e Azam 
Muhammad Ali Jinnah and till now, there is no seriousness in the country on policy 
implementation. I don’t remember any policy that has been successfully implemented 
and reflected upon, and based on those reflections, improvements have been made. I 
would say that the non-seriousness towards education is the reason behind the failure 
of these policies and their implementations (Int.4/4/18).

Still, the faculty saw no harm in borrowing a policy or a good practice, 
stating, “if an effective product is available in the market, then we do not 
need to reproduce it and there is no need to reinvent the wheel. Rather,  
we need to use it and tailor it to our needs,” said Zaib:

You just need to use it (an innovation) according to your own needs. So, borrowing a 
policy is not a big thing, but making it contextualized to respond to local needs, cul-
ture, economics and politics is the big thing. Available resources, social and economic 
needs and, above all, the general mindset of the people needs consideration. You 
cannot implement the borrowed policy without contextualizing it (Int.7/4/18).

Aima added that an innovation has to be sensitive to one’s realities 
and contexts:

Apply best practices only if they make sense for you, because context to context 
things is(sic) varying. Your students are different, every learner is different. So, it 
is not so simple. Until you are not so much serious towards all the complexities of 
resources, capacity, infrastructure, and cultural values, you cannot take things for 
granted (Int.6/4/18).

Gul and Quaid also agreed that there is no harm in adopting good 
practices and policies for our learning because “the world shares common 
education issues and systems.”

The participants also appeared to have a collective understanding that 
individual faculty cannot frame policies and that policies are a collective 
endeavor and a result of group deliberations. Romi emphasized the need 
to be at par with the modern world. “Policy is a group activity, but person-
ally, I favor the borrowing of the B. Ed Hons, as we were lagging behind 
other nations, so it was taken at the right time” (Int. 8/4/18). Gul added 
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that “stakeholders own a policy, framed in collaboration. B. Ed Hons has 
nationwide recognition because many universities and colleges of educa-
tion were involved in its planning” (Int. 3/4/18). Overall, the participants 
did not see contradictions in the values and concepts across the Pakistani 
culture, the B. Ed. Hons, and its context of origin. Decolonisation as a 
concept was avoided and looked at with curiosity at best. 

Role of USAID in Developing and Planning the B. Ed Hons: “Facilitator,  
Collaborator and Provider”

The faculty knew that the B. Ed Hons was a USAID-funded program 
in Pakistan. Quaid noted, “B. Ed Honors is a USAID-led initiative, and 
USAID has provided all the financial, material and technical assistance” 
(Int. 6/4/18). Gul added:

The entire curriculum was designed under the supervision of USAID 
representatives. Madam Maliha3 was there, responsible for curriculum 
development. Also, the entire exercise was done under the USAID by involving 
Pakistani teachers. From my university, I was there and there were representatives 
from different Pakistani universities. They told us that the current B. Ed is unable 
to prepare teachers with quality and shared with us the USAID-UNESCO ratio-
nalization study.4 Also, they discussed that the new program would prepare teachers 
who will be skilled in computers, good in language, know research. This is how we 
agreed with them, and the participants also shared their concerns about the existing 
B. Ed. USAID supported all the training expenses (Int.3/4/18).

Romi added that, “the whole exercise was carried out by the USAID 
and two American universities, Michigan State University and Teachers 
College of Columbia University, in developing the model for Pakistan” 
(Int.8/4/18). Quaid admitted that he “heard that it is borrowed from the 
USA.” Aima acknowledged that she did not know about this B. Ed’s origin, 
but she has also heard that it is a USAID-funded program. Kail agreed: 
“Yes, it is a borrowed model from USA and officially accepted by HEC.” 

However, because of including Islamiyat, Urdu and other historical 
themes, a few stated that the B. Ed Hons might be seen as a hybridized 
and largely locally developed model. Zaib elucidated:

It is a replication of a western model because if you look at developed countries, their 
graduate programs of any discipline consist of four years . . . But if you look at the 
B. Ed. Honors’ curriculum, it is not borrowed because the scheme of studies such 
as Islamiyat and Urdu are not taught in the west. So, we can say that the four years 
B. Ed is borrowed as a frame, and its content is adapted. Of course, there is no harm 
in borrowing a policy because it is all the good practices. I noticed nothing in this 
program that is against our culture and religion (Int. 6/4/18).
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The local faculty did not see USAID as an imposer but as a facilitator, 
financial supporter, and collaborator with the local institution. The B. Ed 
Hons itself was seen as hybridized rather than a fully borrowed or entirely 
local model of teacher education. 

Successes and Benefits of the B. Ed Hons Program so far:  
“Who Benefits and Who Loses”

Based on the participants’ views, the B. Ed Hons was generally respon-
sive and relevant to the educational needs of the GB. The faculty acknowl-
edged that the variety of courses in B. Ed Hons provides in-depth knowledge 
that addresses the pedagogy and the social dimensions of education. The 
courses help the students to become good citizens, hopefully addressing 
societal needs. Aima said “teachers are responsible for the development of 
students, and I think this program is a wonderful tool to bring about reforms 
in teacher education of Pakistan, particularly GB” (Int. 9/4/18).

Freedom, Flexibility and Resourcefulness

The B. Ed Hons was perceived to serve not only the students’ needs 
but also the professional needs of the faculty. Its curriculum was viewed 
as flexible and encouraged the faculty and students to engage in self-
directed learning through projects and other assignments connected to 
local education situations. Also, there are online and printed materials 
from USAID; teachers use those materials for teaching and learning in 
the class. ICT is integrated in the curriculum, which helps the EFMs 
to plan and execute the lessons. Consequently, the students benefit from 
it. Saif elaborated:

B. Ed Honors has a separate curriculum and coursebooks for each subject such as 
English, science, and math. The courses are centrally developed and provided to the 
faculty for implementation in the classroom. The faculty can add and delete some 
topics to enrich and contextualize the curriculum. For example, western educational 
theories and philosophies like John Dewey and Rousseau were dominant in the 
Foundation of Education course. I included Islamic philosophers such as Allama 
Iqbal (Int.6/3/18).

Gul expanded:
We can add GB studies with Pakistan studies and enrich our curriculum. I gave 10 
projects in social studies and added local projects related to GB in my teachings . . .  
the projects were on culture, heroes of GB independence, and biography of local 
poets such as Jan Ali, Babar Khan and Ghafor Chilasi, which were not in the course, 
but to give local flavor, I included these topics (Int.5/3/18).
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Zaib argued that faculty could alter the courses from semester to 
semester:

We follow the HEC guideline and ICT course was supposed to be taught in the 
eighth semester. The HEC has decided that such a particular subject should be 
offered in the first semester, and such should be in the second. But according to the 
needs, we offered it in the first semester (Int.6/4/18).

In addition, there is interactive training for the subject teachers who 
have helped the faculty get mastery over the content and methods of 
teaching. Aima said that “the training on curriculum has made me learn 
content knowledge and better techniques of ICT, activity-based teaching 
and hands-on and mind-of activities of teaching, which help me better 
teach the students” (Int.9/4/18). Quaid agreed: “training on curriculum 
was very helpful because I developed the curriculum for the ICT; I knew 
everything I included in the courses” (Int. 12/3/18). 

A Blend of Theory and Practice

Practicum is the strong feature of B. Ed Hons, enabling the prospec-
tive teachers to be conversant in school contexts and practical skills. Zaib 
said, “If I look at the overall structure and categories of courses, I see that 
the curriculum and course outlines are the blend of theory and practice” 
(Int.6/4/18). Romi highlighted that “this is a sort of practice-oriented pro-
gram, which requires the students, first of all, engage in the classrooms, 
and then go into the field three times to practice and implement whatever 
they have learnt in the classes” (Int.10/4/18).

Excitement and Energy

In Education Faculty Members’ (EFM) views, since its inception 
(i.e., 2010), the B. Ed Hons has earned fame, impacting students, faculty 
members and the education field in general. The program has developed a 
sense of continuous and life-long learning in the students, and some of its 
graduates have pursued further higher studies such as MPhil, and PhD.

We have students doing their MPhil and PhD in China. Two of our students have 
obtained foreign scholarships for their masters’ program and three of our graduates 
are doing their MPhils here in the KIU.

Zaib added, “the new program is more updated, relevant, and less 
corrupt and a paradigm shift in teacher education” (Int.6/4/18). Saif went 
further:
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The government at last realized the fact and we left behind the questionable and 
traditional teacher preparation program. We needed to upgrade our teacher prepara-
tion program (Int. 6/3/18).

Another success in the eyes of EFMs is their graduates acting as 
change agents in their schools, working as professional educators, and 
applying and sharing their learning, which benefits their colleagues. Aima 
explained:

Our students work in different schools as change agents, applying their learning 
in their schools, and other teachers also get some information from them. They 
already see our students/prospective teachers when they are there to complete their 
teaching practicum. This is a chance for the in-service teachers to learn from them 
(Int.9/4/18).

The above indicates that the B. Ed Hons has created some enthusiasm, 
hope, and energy among the faculty and students for reforming teacher 
education as well as for individual pursuit of graduate degrees at home 
and abroad. 

Key Challenges: Alarming Signs of Predictable Failure

The study’s participants also identified several policies, administra-
tive and implementation challenges. These included the real recognition 
of the B. Ed Hons degree at the school and system levels; lack of subject 
specialists; well-trained teacher educators and faculty to teach the new 
programs’ courses at the university; and absence of a well-equipped library, 
including digital and other technical/material resources at both university 
and school levels. In addition, during the practicum, the program’s stu-
dents complained about not obtaining proper feedback from some faculty 
and associate teachers. The university is not resource-rich to facilitate the 
four-year-long program. Political-cultural concerns included conservative 
families’ worries for the safety and chastity of their female students, which 
affected the current B. Ed Hons students’ decisions on whether or not to 
undertake projects and research with field works, which were the programs’ 
requirements. Some students face challenges in getting family permission 
for field visits. Zaib explained: 

Some students come from traditional religious families and when asked to visit dif-
ferent institutions in different sectarian vicinities for their assignments, they com-
plain that their parents do not allow them to go there because of safety issues. This 
affects their learning because they do not get a chance to visit the real field and learn 
from the fieldwork (Int.4/4/18).
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One faculty argued that the B. Ed Hons is an unacceptable American 
and an un-Islamic idea:

. . . students from conservative families say that the new B. Ed is un-Islamic practice 
and say why should we always speak English and why not Arabic and we should focus 
and learn Islamic teaching, not western knowledge (Kail, Int.5/4/18).

Few others were unhappy about being used as implementers only and 
not being involved in the conceptualization and design of the program. 
There were problems such as lack of specialist faculty in many subjects—
mathematics, art, and craft. The quality of the students admitted into 
teacher education in general and the B. Ed Hons, in particular, was also 
a problem. 

In sum, the above voices on implementation challenges show critical 
and possibly alarming signs about the future of the B. Ed Hons. Below 
we re-engage the program from borrowing and lending and decolonisation 
perspectives. 

Discussion 

The findings above illustrate several critical insights on teacher educa-
tion reforms through borrowing an external (western) model. 

First, the insights reveal multiple paradoxes about borrowing, lend-
ing, and decolonisation discourses. On the one hand, the faculty said that 
they had no representation in the planning and inception of B. Ed Hons 
and that the B. Ed Hons was externally “imposed” on them by HEC 
and USAID, with their roles confined to policy implementers. On the 
other hand, the EFMs apparently differentially participated in various 
forums and curriculum development processes: as curriculum developers, 
evaluators, and pilots of the B. Ed Hons in KIU. While almost all EFM 
favored borrowing this program, they were also mindful that in borrowing 
a policy or good practice, the local context, realities, mindset of the people, 
economic conditions, resources, and social values need to be considered 
before implementation. It also appears that certain glocalization of the 
program was made, but only via adding Islam-related topics, rather than 
raising deeper questions about the dependency effects of the borrowing 
(Mulji-Khoja, 2017; Samoff, 2003). In some sense, one may highlight the 
role of hegemonic undertone in this particular borrowing example, given 
the active and consensual role of the local scholars and policymakers in 
the process; The USAID appears to have played the facilitating role in 
bringing the local and their American counterparts from Columbia and 
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Michigan universities into an encounter, and yet it might be legitimate to 
wonder about the effect of the power asymmetries, the financial aspect of 
this reform activity and why the majority of the EFMs welcomed the bor-
rowing of the B. Ed Hons as a “good practice” and did not see ownership, 
sustainability, or cultural and religious issues and sensitives in its curricu-
lum and in the borrowing process. From the sustainability and decoloniza-
tion points of view, a question might also be raised about the presence of 
discourses of coloniality of knowledge in the education landscape of the 
region, and more broadly, Pakistan. More importantly, while the larger 
context of education reforms, where emphasis on knowledge economy, 
competence-based education, human capital, interactive pedagogies, and 
internationalization appear at the background, the implementation of the 
policies has been unsuccessful due to lack of financial, human and material 
resources, political will, ownership and imported nature of these reform 
policies and projects (Siddique, 2016). While the above reforms are deemed 
as important, it is also vital to acknowledge their grounding in neoliberal, 
Eurocentric foundations, assumptions, and interests (Samoff, 2003). As 
such, their effects and sustainability, cultural relevance and sensitivity in 
the new context need to be critically deliberated. The engagement needs to 
move beyond “technical” implementation, to include deep critical concep-
tual questions. Without this, like elsewhere in the Global South(Al-Atas, 
2003; Mignolo, 2012; Tlostanova, 2015), these “well-intended” discourses 
may lead to the reproduction of academic and intellectual dependencies 
through seemingly “innocent” teacher education reform. An alternative, 
critical-constructive approach to borrowing suggests using the frameworks 
of decolonization and ecology of knowledges (Santos, 2015), where recent 
and earlier Eurocentric reforms and their underlying assumptions are jux-
taposed against each other and against the local perspectives. Ecology of 
knowledge as a framework advocates the symmetrical presence of mul-
tiple, local, and external perspectives at the same table as equals without 
hierarchy and hegemony of a particular narrative. Indeed, it encourages 
and supports counter-hegemonic perspectives to rise and have equal space 
and voice in the process of exchange and dialogue. In the case of Gilgit-
Baltistan, where there is a vibrant intra-Islamic diversity, this means an 
equal, critical, reflexive exchange between external (e.g., Eurocentric) and 
the local Islamic perspectives. In fact, this critical-constructive exchange 
should enable and invite innovative education perspectives of local teachers 
and communities (Shafa, 2011) to participate in the ecology of knowledges 
dialogue. 
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Similarly, given the participants’ positive views that the new reform 
catered to the ultimate hopes of teacher education by producing good citi-
zens and providing in-depth knowledge, questions might be raised into 
what is implied by a good citizen and proper knowledge from a decolo-
nisation and indigenous perspectives. There are also paradoxical views on 
claims the reform can transform teachers by helping them become self-
directed and lifelong learners who are encouraged to add topics based on 
their context when the curriculum and other related materials were given 
or downloaded when a particular conception of B. Ed Hons curriculum 
was promoted as legitimate and made available in text and online. This 
centrally developed, standardized, and legitimized curriculum has clearly 
eased teachers’ workload, where they use ready-made materials and subject 
teachers are trained through specialized training, which helps them get 
mastery of the content and improve the teaching methodology. Yet, this 
centralization and standardization may limit local educators’ creativity and 
capacity for including/excluding alternative and non-dominant viewpoints, 
especially on the difficult conversations around social justice and inclusive 
education issues.

Second, the KIU education faculty were differentially aware of the new 
reform program coming from the top (i.e., Higher Education Commission) 
and from outside (a Western model with heavy input from the U.S. educa-
tion and aid institutions). While USAID’s involvement from the initiation 
to the implementation of B. Ed Hons in Pakistan was obvious, it is also 
noteworthy that the USAID ensured local representation and participation 
from the start and from the government to the faculty level. Local educa-
tors from HEC and Pakistani universities, including those from the KIU 
were involved in co-constructing, reviewing, modifying, and applying the 
model. They were course designers with HEC and USAID, reviewers with 
the National Curriculum Review Committee, and implementers of the  
B. Ed Hons and its contextualizers in their subject areas. As a result, local 
educators appear to have co-developed courses and inserted content on 
Pakistani history, religion, heroes, and geography into their courses. While 
these insights suggest that new reforms in the Global South try to involve 
the local stakeholders, it is less clear why there are burgeoning problems 
and alarms about the future of this program, its ownership, implementa-
tion, and sustenance. Was the participation done through a hegemonic 
consensual process whereby the local stakeholders, as the education elite, 
partook to masquerade the recolonization process of minds and souls? Or 
were they genuinely convinced in the progressive, left-leaning rhetoric 
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of the proposed program, even though these may not bode well with the 
conservative worldview of Pakistan? Were the initial discussions on con-
textual sustainability not robust and grounded? (De Yong et al., 2006; Ali 
& Niyozov, 2017). Or was the key purpose of having a good “talk” (i.e., 
speak of crisis, emphasize dangers at local and global scales, gain political 
dividends, obtain financial support) as Steiner-Khamsi (2014) suggests, and 
not bother about the “walk” (i.e., implementation, effects, outcomes, and 
sustainability) as Ali (2012), Silova (2006) and Stone (2012) have warned 
on the rhetoric of policy borrowing? While one might conduct a separate 
inquiry into how much Pakistan’s education political elites have benefitted 
from the B. Ed Hons, the voices of the educators inform about some of 
them, such as the new degree’s international recognition, being at par with 
the world progress, receiving funding from the USAID, and so on that can 
accrue political and economic dividends. 

Third, although the participants perceived the B. Ed Hons as an exter-
nal, specifically an American program, they acknowledged its qualitative 
superiority over the existing teacher education programs: they appreci-
ated the B. Ed Hons’ emphasis on equity and diversity, its intention to 
deepen subject knowledge, enable the participants to shift to child-centered 
pedagogies, develop critical thinking and other 21st century competencies. 
They cited multiple gaps of the past, such as existing toothless policies, 
the teacher education’s irrelevance, the need for more and varied courses, 
making the pre-service teacher education research-based, pedagogically 
interactive, practice-intensive, as well as aligning with the international 
standards, in order to get Pakistani teacher education degrees acknowl-
edged and accepted by western universities and have positive local effects. 
Almost all of the study’s participants, except one, seemed optimistic about 
the B. Ed Hons capacity to bring about the long-due, positive reform 
in teacher education, teacher status and teaching and learning. With its 
flexible curriculum and a blend of theory and practice, the B. Ed Hons 
appeared relevant to Pakistan’s education and society, particularly the GB. 
A question to consider is how the progressive, socio-economic, environ-
mental justice-oriented teacher education fares in a conservative society 
that is also nested within a global neoliberal political economy, which is 
antithetical to these very aspirations.

Fourth, while rare voices questioned the B. Ed Hons’ quality, rel-
evance and newness claims, the findings do not show the local faculty 
as mere obedient receivers of the external wisdom: few participants sug-
gest that blindly following other nations’ policies and practices without  
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questioning them and neglecting the local contexts may not obtain the 
desired aspirations. All the faculty acknowledged the importance of local 
context (challenges and issues, indigenous knowledge, resources, customs, 
and norms) in borrowing best practices. While some stated that adopt-
ing outside best practices may not yield quality results, they suggested 
improvements could ensue by adapting and adjusting the good practices 
to the local environment. 

Fifth, the faculty’s critical approach, even though encouraged, may 
not have gone deep enough. In addition to resource and support concerns, 
there was a near absence of decolonisation and indigenization discussions 
that could have framed this borrowed (and even contextualized) solutions 
as culturally invasive, intellectually depriving, and strategically shaping the 
Pakistani prospective teachers and students toward the global market rather 
than Pakistan-centered aspirations. On the contrary, only one saw a hidden 
agenda behind the new idea; it was seen as a good wheel that did not need 
to be reinvented. Only one voice questioned the B. Ed Hons as anti-Islamic, 
while the rest doubted whether the B. Ed Hons was a fully Western idea, 
and even if so, they had no problem with its acceptance and relevance for 
Pakistani education and society. The B. Ed Hons enjoys high recognition 
among the students, faculty, local communities, and politicians.

Consequently, a lot of students apply for admission annually. Also, 
HEC has already phased out other teacher preparation programs such as 
Certificate of Teaching (CT), Primary Teacher Certificate (PTC) and one-
year B. Ed—all of which signal a bright future for the B. Ed Hons. Those 
wanting to become teachers or go for graduate studies have few options.

Unlike the decolonisation discourse, these experienced educators 
enthusiastically saw this particular B. Ed Hons as progressive, relevant, 
and essential for Pakistani education and society. Even when we deliber-
ately probed the participants on the relevance of the new program along 
the decolonisation assertions (e.g., imposing Eurocentric values, creating 
dependence, colonizing mind, or reducing their intellectual capacity to 
produce local solutions), the faculty persisted that, despite cultural and 
geographical differences, good practices and policies can and should be 
transferred to different cultural contexts for enhancing teaching and learn-
ing. In sum, these local educators’ understanding of the meaning and value 
of reform/change appears incongruent with the radical decolonisation and 
indigenization perspectives’ suggestions on rapture, epistemic disobedi-
ence, decoupling, and revival of the local solutions from the past (Silova 
et al., 2017; Smith, 2005; Alatas, 2003). In fact, these teacher educators 



122� Journal of Education in Muslim Societies  ·  Vol. 5, No. 2

had high expectations from the B. Ed Hons: to shift pre-service teacher 
education from the outdated, ineffective and ill-reputed job to a high-status 
profession, effective in producing well-informed, competent teachers who 
can cater to the 21st century educational demands. They saw these ambi-
tious expectations as achievable if the prospective B. Ed Hons graduates/
teachers were to acquire good content knowledge, interactive teaching 
methods, strong classroom management skills, a deep understanding of 
students’ psychology, ICT skills, and a better attitude toward teaching 
as a caring profession. In so doing, the new Pakistani teachers would be 
more respected locally and have qualities similar to their colleagues inter-
nationally. The participants’ passionate and confident responses suggest 
that, overall, many of these objectives might be translating into reality: for 
example, the shift from the traditional to the modern way of education has 
apparently infused in prospective teachers with sound content knowledge a 
desire for continuous learning, the search for educational growth, interac-
tive pedagogy, IT, better management skills and ethical dispositions for 
teaching. Some graduates have pursued further and higher studies; others 
have become agents of change in the school. In other words, their under-
standing of their profession as teacher educators has become broader and 
more complex (Hargreaves and Goodson, 1996).

Extending, these thoughts of our research participants resonated with 
other Pakistani educators’ perspectives about borrowing external educa-
tional policies, aired during a 2017 Regional Roundtable on Education 
between education faculties at Lahore University of Management Sciences 
and Aga Khan University. The forum participants proposed the framework 
of intelligent borrowing: i.e., the need for considering local contexts, culture, 
religious norms, and human and material resources in encountering any 
global practice. The Round Table participants suggested that academics 
and intellectuals scrutinize external and local practices equally and have 
more spaces for critical and self-critical engagements. They argued that 
“external policies and practices are contested social constructs and can be 
reshaped to serve different agendas and purposes.” The participants at the 
Lahore Round Table questioned whether dissecting ideas into clear-cut 
Western and non-western is helpful and whether indigenization assumes 
that “everything indigenous and local is good and everything global is 
bad.” In fact, as part of the intelligent borrowing, the forum’s participants 
asked what might contextualization and localization aim at and lead to. The 
Round Table ended with acknowledging that “generating local practices 
and policies, grounded in the local realities, languages and traditions, is 
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impossible by ignoring the global ones.” They agreed that a “critical syn-
thesis approach should be developed, whereby local and global are inter-
rogated, and a new model is produced” (LUMS, 2017). 

One may push back by using Al-Attas’ (2003) Mignolo’s (2012), and 
Tlostanova’s (2015) arguments that such uncritical acceptance of Euro-
centric/western models come from the hegemonic, west-centric social-
ization and colonization of these educators’ minds, bodies, and souls, 
even though they hail from and work in the Global South. Ali (2005) 
hinted at this possibility elsewhere in Pakistan when he argued that a 
preferred set of reform policies (e.g., privatization and standardization) 
are coercively or hegemonically promoted in developing countries. In our 
study, despite probing and provocative questions, it was not possible to get 
supportive insights into these notions on decolonization. They suggested 
that the new reform practice has been contextualized/ hybridized by the 
HEC and the faculty. Admittedly, no one also came up with any local 
alternative or model to the B. Ed Hons. There was no need to reinvent 
the wheel, even though all participants expressed serious concerns about 
implementing and sustaining the B. Ed Hons at the KIU. One may 
speculate as to whether our educators viewed the decision on borrowing 
the B. Ed Hons beyond their purview, i.e., the HEC and higher-level 
political circles’ job, and avoided this question due to possible ramifica-
tions. Or an indigenous alternative would inevitably mean Islamic and 
thus a service to Islamization, which many public and private educators 
are wary of (Ashraf and Husain, 1979; Talbani, 1996).

Beyond the conceptual-ideological-cultural concerns, the study 
showed that the success of any education reform requires local imple-
mentation capacity, human, material and financial resources and politi-
cal support. Implementation science as policy walk suggests that lack of 
resources, subject specialists, weak student intake, subject overlap, weak 
school-university collaboration, religious families’ resistance, high cost, 
and lack of seriousness can lead to the failure of both internal or external 
reforms, however great they may appear in talk. 

Conclusion

This modest study of education faculty experiential perspectives pro-
vides important insights and suggestions on local appreciation of the  
meaning, value, challenges, opportunities, and ways of improving a 
Western-produced teacher education reform. The analysis of faculty’s 
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understanding and perspectives about B. Ed Hons and its subsequent 
discussion leads to several implications: First, teacher education reforms 
through the borrowing of these so-called global best practices are a com-
plex, contested, and multi-layered process, affected by local and external 
contexts and factors (Akbar et al., 2013; DeYoung et al., 2006; Hina, 2017). 
Indeed, the idea of reform via borrowing so called “best global practices” 
needs a much deeper, more critical engagement, especially via employing 
decolonization, ecology of knowledges, and world system theory’s insights 
(Mignolo, 2012; Arnove, 1980). Educators in the global South, including 
Pakistan, need to be more critical and reflexive about expressed perspec-
tives such as “ideas are neutral and do not belong to particular people and 
place,” “we do not need to create a wheel that exist elsewhere,” and “west 
has taken our (e.g., Islamic) ideas, has polished them and is now selling 
them to us.” The history of reform practices via uncritical perspectives has 
illustrated that not only most of these reforms consistently fail, but that 
even their “partial successes” come at the expense of reproducing neo-
colonial cognitive dependence, asymmetrical hierarchies, and furtherance 
of local and global inequities (Takayama & Apple, 2008; Novelli, 2010; 
Silova et al., 2017; Steiner-Khamsi, 2014).

Second, faculty voices question the practicality of the decolonization 
and indigenization discourses promoted by academic and development 
studies, where solutions such as epistemic disobedience, rapture, the revival 
of alternatives to Eurocentric paradigms and methods are promoted (Niyo-
zov, 2017; Silova et al., 2017, Santos, 2015; Mingolo, 2012; Alatas, 2003). 
Nevertheless, Pakistani educators and policymakers need to listen to Ali 
(2012), Khoja-Mulji (2017), Mignolo (2012) and Tlostanova (2015), who 
have all warned of the effects of coloniality of knowledge, i.e., an uncritical 
acceptance of Western ideas deskills local scholars from producing their 
own solutions, and this void might be due to local scholars’ minds being 
colonized by the western education systems in which they are trained and 
outside of which they cannot think.

Third, the way forward might be embedded in the proposed framework 
of intelligent borrowing and engaging the global to create local models of 
education reform via critical, creative, and constructive review of the pro-
cesses, conditions, ethics, and outcomes of the borrowed and local policies 
and practices. The new indigenous is not a wholesale return to an ideal-
ized past but should be a new construct, neither Eastern nor Western. The 
development of these capacities and this new solution is what Pakistani 
education should be about.
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Notes

1.	 For details on the B. Ed Honors and other education qualifications see National Qualifi-
cation Framework of Pakistan 2015 at https://www.hec.gov.pk/english/services/universities/pqf 
/Documents/National%20Qualification%20Framework%20of%20Pakistan.pdf.

2.	 The Higher Education Commission (HEC) of Pakistan is an independent institution of funding, 
overseeing, regulating, and accrediting the higher education efforts in Pakistan. It was established 
in 2002 and replaced the earlier University Grants’ Commission (https://www.hec.gov.pk/english 
/aboutus/pages/aboutus.aspx).

3.	 Maliha (pseudonym) a local educationalist working for the education department of the Pakistan 
USAID office.

4.	 USAID conducted a feasibility study and a white paper on education was published in Pakistan 
in 2006, recommending the elevation of teacher education to the highest international standards.
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