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A bstract 

Abstract. 

This thesis examines educational and schooling resistance initiatives of ' Kaupapa Maori ' 

which have emerged in the New Zealand context. Of significance i_n this work is the central 

organising concept of 'Kaupapa Maori ' which has developed from within organic community 

contexts in response to the reproduction of state: dominant: Pakeha interests both ' within' and 

' through' schooling and education. The arguments in this thesis position ' Kaupapa Maori' as 

a theory and transformative praxis and suggests that these new formations of resistance mark 

a significant shift within Maori transformative strategies. While these arguments are generally 

situated within the broad field of critical theory, they are also concerned with contested, 

multiple relations of power. In the New Zealand context these complex relations can be 

represented as a struggle between 'dominant: Pakeha: state interests and subordinate(d): 

Maori: iwi interests: Gramsci ' s  notions of ' intellectuals' ,  ' hegemony' and 'war of position' 

provide key insights which are used in this thesis to develop arguments around the making 

of intellectual s;mce for 'Kaupapa Maori ' .  

This work develops critical insights into ' what counts' as meaningful educational 

transformation for Maori . Beyond this, it also provides critical interrogation of the notions of 

conscientisation, resistance and transformative praxis; it invokes 'war of position ' in 

developing educational resistance against dominant: state: Pakeha interests; it argues for the 

notion of 'utopian ' idealism within emancipatory practice; it tests critical theory 

understandings against the practical circumstances derived from the Jived experience of Maori; 

finally this thesis repositions Kaupapa Maori not just as a cultural practice, but as a structural 

intervention which makes space for cultural practice. 
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He Aumihi, He Maioha. 

'Ka titiro ki uta ra, ki Hikurangi maunga '[I}, e koro e Api ;  whakatonga ki Te 

Aitanga a Hauiti, ko Te Rangiuia, ki 'tona whare, Te Rawheoro e, ka tipu te 

- whaihanga, e hika ki Uawa '[2}. 

Ka whakatere atu ki nga wairere o Whanganui, me Whangaehu, ki Nga Wairiki 

o Kauangaroa; whakawhiti mai ki Wairarapa ki nga puna waananga o Ngai

Tumupuhia a Rangi me Ngati Kahungunu. Ko Te Matorohanga, ki tona whare, 

ki Nga Umu Tawa. 

Ki aku nui, ki aku wehi, tenei te uri mokopuna, e mihi atu nei k.i a koutou. 

Ki oku karanga maha 'e kore te aroha e taka nei '[3}. 'Wa roa hui ai te 

harakoa ahakoa rautamia e te wa; tu tonu mai nga puke wawata, nga 

moemoea patu manawa e '[ 4} 

Tena Koutou oku rahi o Te Tairawhiti. 

Ki oku kaihautu o te Whare Waananga o Tamaki Herenga Waka, tena koutou 

e kaha nei, kia tutuki te taraitanga o te waka nei. Ki a koe e Roger, tena koe. 

Ki oku tuahine maia. nga toka ahuru, ka u te waka nei, 'hei kura mo Mahaki · 

[5}. Ki taku tau tuahine me to maua nei potiki whakaipoipo, tena korua e tuku 

nei i a au, kia tutuki pai ai te kaupapa nei. 

Ka tukuna atu tenei i runga i te ngakau matapopore me te ngakau tumanako. 

Footnotes; 

I. Mai i te waiata ko 'Kati ra e Api'. 

2. Mai i te tangi na Rangiuia, te whiti tuaono. 

3. He Waiata na Tuini Ngawai, 'E Kore te Aroha'. 

4. He waiata na Hanara Rire, 'E te Tau' 

5. 'Popo! ', he oriori no te Tairawhiti. 
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section One.

Introduction to Overall Thesis 



Section One : Prologue 

Prologue. 

On the front cover of my grandmother's whakapapa book (which contains traditional 

knowledge, waiata, whakapapa, stories and medicinal knowledge) the following statement is 

written in Maori (translated); 

'Take care of the knowledge of your ancestors; be careful how you use this knowledge; 

before you enter into these teachings commit this karakia to memory so that you have a clear 

mind and will retain accurately the knowledge of your ancestors' (Na Te Paea Paku) 

Karakia Whakawatea 

Ka tohia atu koe, 

Ki te tohi nuku, Ki te tohi rangi, 

Kia hoaia koe ki te putiki whara, 

Kia tiaia koe ki te manu rere rangi, 

Te rau o titapa kia pai ai koe, 

Te haere i runga ra. 

I rangahaua koe i te po uriuri, 

I te po tangotango. 

I rakaitia koe ki te piki kotuku, 

Te rau o te toroa, te huia titama 

Whakina e tama nga kupu o te riri, 

Nga kupu o tawhiti he mea ka mau mai, 

Ka kapiti ki runga e, ka kapiti ki raro e, 

He pokanga nuku. he pokanga rangi. 

Pou hihiko, pou rarama. 

Tiaho i rota, marama i rota. 

Tena te pou, the poutokomanav.1a, 

Te pou o enei korero. 

Hui re marama. hui te ora e ... 

You will be dedicated, 

By the blessing of earth and sky, 

J'ou will be decorated with the top knot, 

And adorned in the manner of a flying bird, 

The leaf of the titapa will protect you. 

On your journey above, 

J'ou il'ill be shielded.from the swirling night 

And the all-engulfing darkness. 

l'ou will be adorned with the down of the white heron, 

The feathers of the albatross, and the fledging huia. 

Conceal my son, words of anger, 

Hold fast to the ancient sayings, 

To bind abore and to bind below, 

The celestial teachings and earthly kno111/edge, 

As a .foundation of understanding and enlightenmem. 

To shine irithin. to brighten irithin. 

That is the pillar. the ridge-pole. 

The essence of 1hese /earnings and 1111ders1andings. 

ro/lected irisdom and 11nderstandinR 11'i// sus/ain life .... 



Prologue: My Story. · 

Section One : Prologue 

J was born in Masterton in the post-. war, 1950s. A t  that time, Masterton was a small farming 

town of about fourteen thousand people. More specifically, it is located in the Wairarapa 

region about sixty miles north of Wellington. My parents had married after the war. My father 

(from Te A itanga a Hauiti - Ngati Porou) was a returned serviceman who had served in the 

Maori Battalion. He had enlisted after running away from Talaga Bay school down to the 

Hawkes Bay, where, giving a false name and age to the authorities, he joined up. The Maori 

Battalion became one of the most distinguished fighting corps of the New Zealand forces, 

however, it also suffered one of the highest casualty rates of any of the allied forces (close 

to a quarter of the Maori Battalion were killed in action); Apirana Ngata was to later refer 

to this fact as the 'price of citizenship '. 

My father's name is also Hingangaroa. This name comes from the famous Ngati Porou 

carver, Hingangaroa, reputed to be the inventor of the haumi canoe joint and the carver on 

whom much of the distinctive Ngati Porou carving style is based. Hingangaroa lived and 

taught in Te Rawheoro Waananga in Uawa. now named Tolaga Bay. The .following verse 

from the famous traditional W aiata, known as Rangiuia 's lament acknowledges Hingangaroa 

the master carver and Te Rawheoro waananga; 

'Ko Tatai-arorangi, Ko le Huapae ra, 

Ko Te Rangi-hopukia, Ko Hinehuhuritai, 

Ko Manutangirua, Ko Hingangaroa, 

Ka tu tona whare, Te Rawheoro e, 

Ka tipu te whaihanga, e hika, ki Uawa' 

The first European explorers to reach Uawa were Captain Cook and members of his 

expedition. His quite lengthy stay in Uawa in October 1 769 is recorded in detail in the 

various journals of Cook, Banks and others. Their remarks speak to the abundant supplies of 

food. il'Ood and.fresh vvater and the ho.�pitality of the 'Te A itanga a Hauiti '. Today, Talaga 

Bay is a small rmvn of around seven hundred people. Its main street is named 'Cook Sr. '; 

other streets are variously named. Banks St .. Solander St., and Monkhouse St. (all of these 
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Section One : Prologue 

people were part of Cook 's 1 769 scienf!fic expedition of 'discovery ' to name and classifj; the 

land, fauna and flora) and it also has a bakehouse called the 'Endeavour Bakery '. A lthough 

I was brought up away from Talaga Bay, my mother recounts the story of when she and my 

father used to visit - my grandmother would cry for hours sitting at the gate fretting for her 

mokopuna - Hingangaroa. 

My mother (from Ngati Apa - Wanganui and Ngai Tumapuhia a Rangi - Wairarapa) had 

served as a personal stenographer to Eruera Tirikatene who was a member of the war time 

coalition Cabinet. My parents shifted to Masterton after the war, partly because my mother 

came from the area and had family there, and partly because my father was given an 

opportunity to retrain as a carpenter in one of the rehabilitation schemes especially organised 

for returned service people. My mother was a whangai (Maori adoption), who was originally 

born into a large family at Kauangaroa, in W anganui, but at a very early age was 'given ' to 

her biological father's sister (her biological 'aunty ') in the Wairarapa, who did not have any 

children of her own. The following verse of a Waiata composed by my uncle Ngahina 

Matthews speaks about the origin of the Whangaehu river, one of the key landmarks of our 

hapuu, Nga Wairiki of Ngati Apa (Wanganui) ; 

'I pupu mai koe, i te tihi o te maunga, 

Te maunga teitei, te maunga taputapu, 

I rota i te huka, i waenga i te kohu, 

Tena koe taku awa, Whangaehu e. e, e. 

Masterton and the wider region of the Wairarapa is an interesting place. The Wairarapa area 

was one of the first tracts of land to be settled and farmed by the early European 'pioneers '. 

The reasons for this were the region 's close proximity to Perone beach where many of the 

early settlers landed off the ships fi·om Britain: its expansive . . flat-(ving terrain: its 

accessibility; its ease to survey and as well. the fact that it was not too difficult to 'hreak-in ' 

for sheep grazing. An additional/actor was the huge timber resource that was available and 

which is re.fleeted in the name 'Forty-mile Bush ' (of which there is little evidence today). This 

natural forest covered a major belt of land down the middle of the region. As a consequence 

of early settlement the Maori tribal groups of this area. Ngati Kahungunu, Ngati Apa, 

3 



Section One : Prologue 

Rangitane, and our. own hapuu, Ngai Tumapuhia a Rangi have all been greatly reduced in 

numbers in the district. Most Maori resident in the area today are transients from other tribes. 

The Wairarapa was once a thriving centre of Maori society. It was for a time, during the late 

1800s and early 1900s, considered to be an intellectual hub of Maori society - the learned 

Maori scholars from the Wairarapa waananga (traditional school of higher learning) at 

Papawai, Nga Umu Tawa, and Okautete travelled widely and were known throughout 

Maoridom. One of the 'scholars ' from these W airarapa waananga was Te Matorohanga who 

is one of the key sources of Percy Smith's well known 'work ' 'The Lore of the Whare 

Waananga'. The Wairarapa Maori published two well known Maori newspapers in the late 

1800s and early 1900s called 'Te Puke Ki Hikurangi ' and the 'Matuhi '. 

One of the most obvious effects of colonisation on the Maori of the Wairarapa has been their 

displacement from the land. While many Maori readily sold large tracts of land to these early 

settlers, many others were also the subjects of deceit and dishonest dealing. Consequently, 

many of these original 'sales' are disputed and remain the subject of Maori grievance and 

litigation today with respect to issues concerned with prices, the right to sell on beha(f of 

others, boundary disputes, dubious tactics employed by settlers to force sales, the role of 

government officials (including Donald Mclean and Sir George Grey) and government 

agencies (Maori Land Court) in facilitating sales of land to Pakeha settlers. 

The Wairarapa became one of the first areas of New Zealand to be surveyed, sold, settled and 

farmed. Jn the initial stages of Pakeha settlement the long-term consequence.�'for Maori were 

not obvious. In fact some Maori in the Wairarapa became extremely 'cash' wealthy compared 

to others who were still surviving in a subsistence l!fe-style in rural pa (villages). This wealthy 

'elite' mimicked Pakeha 'social ' soci,ety; they purchased large 'homesteads' in Masterton 

township and in surrounding towns: they dressed like Europeans with all the regalia such as 

top-hats, ties. spats and canes; they purchased.fine fi1rnishings: ·when cars came into being, 

they purchased these: they participated in activities similar to the Pakeha community. such 

as running their own horse race meetings, having picnic outings, formed their own brass 

bands .. established branches of the Caledonian Society and so on, (the evidence for much of 



Section One : Prologue 

this activity is to be seen in the Maori newspapers of the time). However, this wealth did not 

last long and many of those families who originally benefited from the sales soon lost their 

wealth and material possessions. On the other side of the fence, the Pakehafarmers who were 

lucky enough to obtain land titles in the Wairarapa, very quickly became a wealthy, 'elite ' 

themselves and collectively they formed a powerful and infl.uential body, not just in the local 

body politics of the Wairarapa, but also in Wellington, the seat of government. Many of these 

large farming 'estates ' and 'stations ', had several buildings and grand 'homesteads ', they 

occupied thousands of acres of mostly cleared and grass-rich country side. 

The impact of Pakeha settlement on Maori language and culture in the Wairarapa has been 

disastrous. The rapid loss of language shows a strong correlation with the rapid loss of land. 

The Wairarapa was one of the first areas to have Maori language almost totally wiped out 

by the time the 1960s arrived. Jn fact, most of the key spokes-people in the Wairarapa are 

from outside tribes - as many of the local kaumatua (elders) can not speak Maori language 

and are unable tofu(fil their traditional leadership.functions. The effect of the Pakehafarming 

elite and their power and control over the townships has played a major part in the demise 

of Maori language, culture and knowledge. Country schools in the W airarapa were inevitably 

organised around the interests of the local farm owners - consequently Maori children had 

to .fit into the schooling system organised around the needs of Pakeha, ff in fact they could 

attend the school. There are still many of these derelict school buildings on.farming properties 

throughout the Wairarapa; both my mother and grandmother attended such schools. The 

strong hangover of a Pakeha oriented schooling system in the Wairarapa was still ve1y 

prevalent in the 1950s when I went to school. 

The wider political and social context of the 1950s and 1960s is important. The post-war 

euphoria embedded in the catch-cry of '·we are one people and one nation' soon collapsed. 

This optimistic claim was derived .fi'om the excitement of' ·,1·inning the war· and was an 

acknml'ledgement that Maori had shed their blood alongside Pakeha New Zealanders in 

defence of the British Empire 's interests. However. the increasing contact he tween Maori and 

Pakeha and the associated socio-economic consequences of the urban re-location oft he Maori 
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Section One : Prologue 

population, exposed the shallowness of these egalitarian sentiments. The reality of the 

deterioration of Maori - Pakeha relations, was often obscured behind the myth of New 

Zeala!ld having the 'best race relations in the world '. 

Basically, for myself and my brothers and sister, it was not a very pleasant experience living 

and identifying as Maori in New Zealand in the I 9 5 Os and 1 960s; worse still, it wasn 't very 

pleasant being a Maori in the Wairarapa - in fact it was probably one of the most 

conservative ('red-necked') places in which to be 'trapped' at this time. Schooling policies 

and the curriculum were almost totally mono-cultural and Maori teachers were very few 

(certainly, I did not know of any) . Maori schooling difficulties were explained as problems · 

with the Maori kids, their homes, their life-style and their culture. These attitudes weren 't 

benignly positioned in policy - they were played out in the every day interactions that we 

experienced (and which other Maori experienced) when going to school in Masterton. 

Between the end of the war in 1945 and 1966 the Maori population doubled. Jn 1966, fifty 

percent of the Maori population were under the age a/fifteen, so Maori were a growing and 

very young population. More significant perhaps, is that after the second world war, large 

numbers of Maori relocated.from being rural dwelling to coming into the cities and towns to 

live. This social phenomenon is often referred to by various commentators as, the 'urban 

drift', however. a more critical. (perhaps more cynical), interpretation is that Maori did not 

simply 'drift ' , they were 'forced ' into the cities as they became more and more dependent on 

the new monetary economy. and as well, were actively recruited to service the post-war 

industrial boom as a 'cheap ' labour force. The shift by Maori into the cities happened 

extremely rapidly - prior to 1945 (the end of the war) about seventy percent of Maori were 

rural dwelling, by 1 966 in excess qf seventy percent of the Maori nopulation were domiciled 

in urban areas, although in the 1950s there were still large numbers (�{Maori resident in the 

rural areas of the Wairarapa. 

These factors also had lots of social consequences al/ached to them. the pressure on the

mono-cultural education system, the pressures on employment, larger families with more
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Section One : Prologue 

dependents on a single income earner, more people in a single household and so on. The 

socio-economic implications for Maori were marked; Maori quickly became a highly visible 

and predominant grouping within the poor, working-class sectors of most communities. This 

was seen in the ways in which Maori tended to be employed in certain forms of work, most 

of which was 'stigmatised' labour, 
'
such as the 'freezing works ', road, works, domestic labour, 

shearing, bush-work, factory work and so on. 

Jn the I 960s there were few overt Maori institutions or Maori activities which occurred within 

the Masterton township. Maori activities were con.fined to rural settlements and 'pa ' (Maori 

marae) which were situated outside of the township. One of the few outlets for Maori activity 

within the town of Masterton (and for our family - influenced by our grand-parents) was 

participating in the Maori Anglican church services, which were conducted totally in Maori 

language. The church hall was built by my father and some other Maori carpenters. This 

small centre of Maori activity in Masterton was supported by a congregation of about fifty 

Maori families. The pastors who served at the 'Cole St. ' Mission have all become well known 

and influential national figures. A t  a very early age, myse(f and my brothers and sister 

participated in the Maori culture groups started by the pastors - who include; Kingi (and 

Manu) Jhaka (later Sir Kingi lhaka), Hui (and Doris) Vercoe (Hui is the current Bishop of 

Aotearoa) , and Ruka Broughton (a language and history expert who later became a lecturer 

in Maori Studies at Victoria University). These contacts were maintained throughout my l!fe 

and through various of my work activities later in lffe. This small church served an important 

cultural function for Maori in Masterton - my grandmother ensured that all her mokopuna 

were exposed lo the church and cultural activities of this centre. Certainly it provided a 

welcome refuge at times, particularly in the face of the overwhelming monocultural societal 

context in which we were living. 

The large and sudden in.f/u.,y of Maori into towns and cities also had repercussions .for race

relations. Maori and Pake ha were brought into increasing and unprecedented levels of social 

contact. The prevalent social policy in the I 950s was assimilation and schools were an 

important site for these policies to he facilitated. Schools were also deliberately used to
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Section One : Prologue 

'domesticate ' Maori resistance and to also structure Maori into working class positions. A 

good example of this is seen in TB. Strong 's (a former Director of Education in the 19 3 Os) 

often quoted statement, that the education of Maori ought to be to 'lead the Maori lad to be 

a good farmer and Maori girl to be a good farmer 's wife'. This is probably a good 

description of what the schooling orientation in the Wairarapa was like for Maori at that time 

- the conservative nature of the district usually meant that new policies took a long-time to 

impact. In 1960, the Hunn Report (which attempted to respond to the tremendous social 

change which Maori people had undergone as a result of urbanisation) recommended a 

change of policy from 'assimilation' to 'integration' (a policy designed to take the best of 

Maori and Pakeha cultures to form a new hybrid 'New Zealand ' culture) . Certainly, looking 

back, this policy change made no difference to what was happening in Masterton. 

I was the second eldest in a family of five children, four boys and one girl. When 1 was in 

standard two, (and my sister was around one year old) my parents separated, putting great 

stress on our mother who was left to bring up five school-age children, by herself. A further

strain on our family, was that my youngest brother who had been starved of oxygen at birth, 

suffered from an intellectual disability. There was little in the way of welfare benefits which 

could adequately meet the needs of a large, young family; the family benefit provided little 

to no economic relief and there certainly wasn't the support structures which are available 

today such as the Domestic Purposes Benefit (DPB). Because of this, my mother worked long 

hours, of seven days a vveek, sometimes at two jobs to make end<> meet. We were often 

looked after by our grandmother, other relatives. my older brother or when she could afford 

it, a paid housekeeper. A number of us were sent to live with other relatives at various times 

because of the .financial burden on our mother. When I was four and a ha?f years old my 

mother acceded to a request from an uncle (my father's brother) and his Yl '(fe, who could not

have children of their mvn, to 'whangai · (adopt in /Vfaori customary manner) me lo them. I

lefi for a year and lived in Wellington with my aunty and uncle. I a/fended Thorndon School 

for a few months, which I can vaguely recall as being a quite pleasant experience. However 

I was extremely homesick and fretting often for my mother and family. As soon as my mother 

found this out she drove eighty miles in the rain over the dreaded Rimutaka ranges to 
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Wellington to pick me up and take me home to Masterton (this is her account!). 

Our father who had become a qualified carpenter (and worked with Ben Couch who would 

later become MP. for Wairarapa and a Minister of Maori Affairs) had built a large home 

in the 'well to do ' area of Masterton (this was on whanau owned land) in Lansdowne. As a 

consequence of where we lived, we attended the local school which consisted of mainly 'well

off ' Pakeha children. Most of the Maori students who attended this school came from the 

Maori housing area and were referred to, as the 'Oxford Street kids', at other times family 

names were used (often with even more derogatory intent), such as 'The -----s '. These pupils 

(some of whom we were related to; or met at hui, church and so on) were often ridiculed and 

teased by other, mainly Pakeha students. The fact that we lived in the Lansdowne area, on 

a slight hill which overlooked the township and near the golf links, made us and one or two 

other Maori families slightly different in Pakeha eyes - (at one stage before our own house 

was built, we lived in a state house next door to Bob Charles 'family - since then he has gone 

on to become one of the world's leading golfers and a multi-millionaire). Living in Lansdowne 

we were mostly removed from the stigma attached to living in the ·o�ford Street' area: A 

further factor here is that our school friend$ and neighbours were Pakeha. Ho.wever, despite 

f!Ur apparent 'geographical advantage ·, schooling was still a ve1y difficult, stressful and 

humiliating experience for myself my brothers and my sister. 

In retrospect, schooling was a very scary experience. I often felt, and was made to feel, very 

different .from the 'normal ' Pake ha students and teachers who had different mannerisms, 

dress, values, food, ways of speaking and behaviours. It has only been later in life that I have 

been able to look back critically at my schooling and see that part of this discomfort was due 

to social class and cultural difference. However, there is absolutely no doubt in my mind that 

a sign(ficanl part of our unease lFaS the result of the racism which we encountered as an 

everyday and often. 'taken fhr granted· experience. From time to time. we had school fights 

which formed around the 'Ox.fhrd street kids versus the rest·- this posed a dilemma for me in 

having to choose to side ·with the 'Maoris· (some of lvhom were relative:.,). or with my 

neighbourhood mates (the 'Pakehas '). We (Maori s!Udent.�� were ofien taunted as being 'black 
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samba 's ', 'blackies ' and often in an ostensibly affectionate and patronising way as 'horis '. 

Students who were particularly dark-skinned or did not conform to dressing or acting like 

Pakeha students were also singled out and ridiculed. This provided a powerful influence to 

be like Pakeha people, certainly if we could not be physically,' then to 'want to be ' 

ideologically. We (Maori students) would often respond with our own racist taunts of 

'whiteys ', 'white maggots ', or 'upoko tutae ' (shit head) etc. 

Two incidents highlight the way in which the pressures to be like pcikeha were played out in 

real actions. My parents, in consultation with our grandparents and extended family sources, 

gave each of us children important ancestral names which connected us to our various tribal 

linkages,· but my mother 'decided ' to 'hide ' our Maori names in the middle of our Pakeha 

names so that we wouldn 't be teased at school, so I become Graham (Hingangaroa) Smith 

rather than Hingangaroa Smith after my father. The second example concerns an incident my 

mother often relates about one of my younger brothers coming home from school in tears and 

asking incredulously 'Mum, am I a 'black Maori '? 

Learning, despite the obvious challenges on the socio-economic and cultural fronts related 

to the schooling context, still excited me. I remember some Pakeha teachers who were very 

kind to me and who were obviously sympathetic to my background circumstances. Looking 

back, it is probably significant that both of these teachers were recent frnmigrants to New 

Zealand, (and therefore didn't carry some of the historical baggage of Pakeha - Maori 

interrelations) my standard 2 teacher Mr. Pieter Aerts (from Holland) and my standard 4 

teacher, Mr Bill Parkinson (from Lancashire, in England). Both of these teachers made a big 

impression on me and provided encouragement to take school and learning seriously. In my 

standard 2 year, I 'topped ' the class and was awarded a prize at the end of year prize giving. 

I recall the occasion well. It ·was a very formal ceremony, ·with lots of parents and students. 

all dressed up in their best clothes. I was extremely embarrassed going up on to the stage to 

get my book prize in an oversized 'hand me down 'jersey from my older brother and in a pair 

of gumboots as I did not have any shoes - I remember folding the tops of the gumboots down 

so that they wouldn 't look too conspicuous in front of the whole school and the paren ts. On 
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another occasion, Mr. Parkinson bought me a rugby ball as special prize for my sporting 

achievements for the school - he brought the ball around to our house on a week-end,· and 

when my mother invited him inside·the house, I felt really embarrassed and humiliated that 

the Pakeha teacher would see the holes in our couch and our 'run down ' furnishings. I left 

my mother to speak to him and I ran away up the back of' the section to hide in 

embarrassment. I remember feeling annoyed at Mr. Parkinson because I felt my privacy had 

been invaded. This whakamaa (embarrassment) was similar to how we felt when our mother 

would drop us off at school on the way to work - we used to hide down behind the back seat 

of our old Dodge car and plead with her not to drop us in front of the school, otherwise we 

would be teased about our 'hori car '. 

After, standard 4, we shifted to the country, where my mother had won a catering contract 

to run the Cook-house for the New Zealand Forest Service. This was quite an exciting 

development in that our family would be living in a small forestry camp community and that 

we would be able to 'see ' more of our mother again as the home and work environment at 

the forestry cook-house merged into one. Unfortunately for me, and on the recommendation 

of Mr. Parkinson, I was offered a place in the top form I class at the recently opened 

Intermediate School. While the rest of my brothers and my sister attended the local country 

school of Wainuioru, I had to live in town with my grand-mother so that I could attend the 

Masterton Intermediate School. 

Despite, not being with the rest of my family, I quite looked forward to going to Intermediate. 

It was an extremely large school and I was quite proud of the fact that my marks had got me 

into the top form I class. The whole school was 'streamed ', ·with the 'bottom' three of the 

twelve form I classes consisting of mainly Maori students. I was the only Maori in about the 

top four classes. There was one other brown skinned girl in my class, who came from the 

neighbouring tovvn of Carterton. When I asked her �f she was Maori, she replied 'no' - I have 

since discovered that her father and uncle both played for the Maori All Blacks. I still 

maintain that I was the only Maori in my Form I class.' My sporting background and skill 

were also of benefit in an environment which offered top sporting opportunities and put great 
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status on sporting prowess. I remember thinking how great it was to have a uniform (all new) 

which made me the 'same' as everyone else; a bright red jersey, grey flannel shorts, shirts 

and socks, all topped off with a red monogrammed cap. 

My stay at Intermediate began well enough but it soon turned into 'a disaster and I did not 

see the year out. I was quickly made aware that I was different, and that I was 'out of place ' 

in the top form 1 class. In the early stages, I felt like asking to be put into a class with other 

Maori students. It was a very lonely experience in the first few weeks. The children at the 

Intermediate were selected from all of the primary schools in Masterton and from outlying 

towns, so I didn 't know very many students other than the few who had come from Lansdowne 

school. Nor did I hit it off with the teacher, who I felt, went out of his way to pick on me. 

Every now and then our teacher would call a 'spot check ' on a shoe and hanky inspection. 

One of the problems here was that for a hanky my grandmother used to give me part of an 

old cut up sheet and rather than hang this out in public I would say I didn't have one,· my 

shoes which were handed down to me from my older brother 'broke into a smile ' when you 

lifted your toes. The method of inspection involved all the girls, and then boys lining up in 

front of the class, and various batches would be invited to sit down as they 'passed '  the 

inspection - more often than not, I would be the last one standing and would receive a public 

humiliation for not having a hanky, for having dirty shoes, or having inappropriate footwear, 

or in some instances, for wearing un-ironed clothing. 

Another story which 1 often tell my own students occurred at this time. My grandmother was 

Te Paea Paku. She was a well known figure in the Wairarapa and was a respected and 

leading spokesperson for Maori in the Wairarapa. She was a fl.uent speaker of Maori 

language and she ·was very knowledgeable on whakapapa (genealogy) and history, for which 

she was often called upon to act as an expert witness in the J\faori Land Court. My 

grandmother, ·who ·was about seventy years of age at this time. used to get up early in the 

morning around 5. 00 a. m. As part of her ritual she would start the old wood burning oven' 

and busy herse(f getting her mokopuna 's (grand-child) kai (my breakfast and lunch) ready. 

One of her specialties was cooking.fried bread and often she would e;,peciallyfry some bread 
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for me to take to school for lunch. She would take it out of the fry-pan, put butter and golden 

syrup on them, wrap them up in newspaper and put them in my flax kit to take to school for 

lunch. This would often be accompanied by other Maori kai (food); paua (abalone), left-over 

meat, . mussel fritters and so on. · At school, when the lunch bell rang all of the students had 

to sit together to eat their lunch - I would sit down and my classmates would open their 

plastic lunch boxes, unwrap their carefully folded wax-paper lunch-wrapping, and eat their 

sandwiches which usually had the crusts cut off; they would also be encouraged to eat their 

lunches without talking and with their mouths closed. I would take out my flax kit (kete) ,  

unwrap my lunch, spread the newspaper out on the ground, the golden syrup would be messy 

and sticking to the paper, sometimes the golden syrup would turn black or the fried bread 

would have 'words ' on it, like, 'W airarapa Times Age 'from off the news print. Then I would 

invite others to have some! I very quickly understood that Maori food and Maori ways of 

eating were different and it didn 't take me long to learn to hide my kit and my grandmothers 

carefully prepared lunch in the hedge on the way to school. 

On the positive side, although I hated going to school, I did reasonably well on the learning 

side of things, well enough to get an average report. One day the Principal sent for me. He 

told me that the school was getting a very important visitor - the reigning 'Miss New 

Zealand ', who happened to be a Maori (Maureen Kingi) . He thought that the school should 

do some sort of special welcome to her - as I was in the top class, he invited me to speak on 

beha(f of all the students and casually adding, 'by the way could you do a Maori welcome? '

(obviously this was a shock given that there was nothing Maori ' in ' or 'about ' this school up 

to this point). While, I felt quite honoured and privileged to be asked, I also felt good that 

'being ' Maori and 'doing something Maori ' ·was being regarded as important. I didn 't tell 

him that I didn 't have a clue _-what to do, as up to this point in my schooling career, ihe 'game 

plan ' was 'how not to be a Maori ' - this sudden burst of positive reinforcement (in hindsight 

I recognise it as patronising and tokenistic) made me feel at rhe time, extremely proud to be 

'Maori '. My father was a.fl.uent :.peaker of Maori but he wasn 't around. Maori language and 

culture was still a big part of our lives through our relatives. going to hui (cultural events) , 

going to the Maori Anglican Church in Cole Street and so on. The quandary here was that 
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our parents (and a whole generation of Maori parents trapped within dominant Pakeha 

cultural hegemony) had encouraged us to 'seek ' the Pakeha knowledge - someone had 

forgotten to tell us that Maori was important as well. However, living with my grandmother, 

who .spoke Maori a good deal of the time, some of which had rubbed off on me helped me to 

prepare. She taught me a speech and made me rehearse it to her several times until it and my 

delivery were perfect. On the appointed day, I was able to give a short speech and waiata 

(song) in Maori language to Maureen Kingi, who promptly gave a Maori speech in reply!. 

My language efforts and the sense of pride I felt from actually communicating in Maori 

language with someone else made a big impression on me (and I know on many of the other 

Maori students as well) - to the extent that from that moment, I developed a strong desire to 

learn the language and to become fully familiar with my Mal!ri side. Prior-to this I had taken 

the rich cultural background in our family for granted, even though it was part of our daily 

lives at home and amongst our relatives. This discovery about Maori language and culture 

at this time has had a continuing influence on my life . 

. Shortly qfier this event, and towards the end of the year, I got into a mqjor incident at school 

over racist remarks made by a Pakeha boy who was bullying a smaller Maori pupil. I didn 't 

know this Pakeha student, but I remember getting into an argument with him and being 

overcome with anger and 'losing it '. The ensuing.fight seemingly attracted the whole school 

of cheering andjeering onlookers. The incident, unfortunately, took a nasty turn with several 

Maori students, after exchanging taunts with other Pakeha students, also joined in fighting 

other·Pakeha students - the situation threatened to escalate into a major race 'war '. It took 

the intervention of about eight teachers to separate us all. After four of us were physically 

punished (strapped) for.fighting in the playground (three Maori and one Cook Island student) 

- I felt an overwhelming sense of.injustice and I never ·went back to class. I ran away from 

the school there and then and.for the rest of the year I pretended to my grandmother that I 

·was going to school but I used to truant. Eventually, I ivas discovered and my mother came 

in from the forestry to pick me up. It is this incident that taught me once and for all which 

side I ·was on and that I had really had no choice in the matter anyway. 
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The next year, form 2, I spent at Wainuioru country school. Despite, its isolation, this school 

was attended by children of very wealthy farmers. For example, the well-known 'Te Parae 

Stud ' owned by the Williams family was about a mile from the school; on the way to school, 

every morning our school-bus v.iould pass the famous homestead of 'Brancepeth ', owned by 

the Beetham family and which is featured ·in a book published by the Historic Places Trust, 

called 'Historic Buildings of New Zealand' (19 79). 

Despite our young ages, my younger brother and L used to work in the holidays in shearing 

gangs in farms close to the forestry - we could do this because the contractors paid us cash 

in the hand and it provided us with quite big wages for pocket money, which inevitably was 

spent on clothes - (In one these shearing gangs I worked with Ruru Karaitiana the Maori 

composer of the hit song 'Blue Smoke ') .  We enjoyed these experiences very much and had lots 

of amusing experiences. In being around working adults in the shearing shed, we also 'grew 

up ' fairly quickly. One of the shearing gangs I worked in was nick-named the 'Teaspoon 

gang ' - who were a semi-organised rabble of funny characters. We assumed some fame by 

being known as the shearing gang who used to back up steep hills. This was because we only 

had one big old Chevrolet car to carry about eight members of the gang and the car couldn 't 

get up steep hills in the forward gears, so we used to reverse up the hill for about a mile! 

Wainuioru school was a far better experience all round. The Pakeha country kid<; were 

friendly and rough and ready, including the farmers ' kids. Also quite a number of children 

attended from the forestry. so we had good mates close at hand. We all used to catch the 

school bus along ·with the farm kids. The small size of the school and the community 

generally, seemed to bond everyone together ·well - Maori and Pakeha families. At the end 

of the year at the school, I received an offer of a scholarship which ivas only redeemable at 

one of the Maori Boarding Schools. It was decided tha! I would go to St. Stephen 's School 

(at the other end of the country) just out of Auckland. the reason being, that my father was 

now resident in Auckland and he would be able to visi! me. 

I travelled to Auckland on a pf ane by myse(f
 
where I was met by my father and taken out to 
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St. Stephen's. This was a very traumatic experience as I had never been on a plane before, 

f didn 't know anyone in A uckland apart from my father, and I felt like a 'fish out of water ' 

going into this strange environment. I cried for my mother, grandmother, and family, as we 

drove up the long drive way to 'the school. When we got to the top of the drive, there were 

Maori students everywhere. The school roll was around three hundred students, ninety five 

percent of whom were Maori from tribes throughout New Zealand I met for the first time the 

Headmaster - Mr. Evan (Joe) Lewis who was to have a profound affect on my future 

education. He was a 'no-nonsense' strapping Pakeha man, whom most of the students quickly 

came to respect and admire as being extremely fair and unequivocal in expecting the best 

from every student in the school. I, along with several other old boys had the privilege of 

sleeping around his coffin on his last night as he lay in state at Rotorua earlier this year 

(1996) - hundreds of Maori from throughout New Zealand turned out for his tangi (funeral) . 

My younger brother, Clarence (Takirirangi) Smith also won a scholarship from Wainuioru 

and joined me at St. Stephen 's School the year after I arrived. 

My six years at St. Stephen 's was a character building experience. It gave me the opportunity 

to fulfil my burning desire to learn Maori language and to live · a very Maori cultural life

style. This .filled a huge gap in my life. It also made me quite bitter at the schooling I had 

been subjected to in Masterton. Awi Riddell (who later became principal at Te A ute College 

and a Senior . Maori Official in the Ministry of Education was my first language teacher. 

Later, Apirana Mahuika (the current Chairperson of the Ngati Porou Runanga) and Tamati 

Reedy (who later became the Secret my of Maori Affairs) also contributed to my language and 

Ngati Porou, tribal education - all of these teachers 1-vere of Ngati Porou descent (the 

relevance of this point is that 'Te A itanga a Hauiti ' come from ·within the Ngati Porou 

confederation). Academic progress was good; opportunities for sporting achievements in 

cricket, rugby, and swimming in particular Yl,.ere forthcoming; Maori cultural performance and 

leadership opportunities were also sign!ficant character building opportunities. The school 

learning environment was supplemented by a range of work experiences in the holidays - in 

the freezing works. shearing in the South Island, working in the forestry. After a seventh form 

year, I again set off d<J'Wn the long school drive way, headed for A uckland University 

16  



Section One : Prologue 

(fourteen out of fifteen students in our seventh form were headed for University) .  As big as 

J was, I cried again, as I left what had been my 'home ' for the past six years. I set out with 

new found confidence to make my way in the 'real ' world. I had a sound grasp of Maori 

language, I was strong culturally and I felt that I now knew who I was. 

While I was away at St. Stephen 's my eldest brother left school at age 15 (as soon as he was 

able to go to work to help support the family with his wages) . My sister also attended 

boarding school in Dunedin. During the time that I was away my mother leased a pub in 

Dunedin, and for a while our family shifted to the South Island. In the school and university 

holidays I used to travel back to do holiday work - shearing in Central Otago. 

A significant outcome of the St.Stephen 's experience was the making of friends throughout the 

length and breadth of New Zealand. There are few places in Maoridom where I would not 

meet someone connected with St. Stephen 's or one of the other Maori Boarding schools. Once 

at University, these networks and linkages came in handy. Although I enrolled for a double 

degree - LLB I B.A. at Auckland, an initial preoccupation with rugby and cricket (playing for 

University sides) was distracting to the point that I dropped out of law and carried on with 

my B.A .  (although I did manage to enjoy considerable success on the sporting front) .  A 

double major in Social Anthropology and Maori Studies set me on course to go straight into 

an MA. in Social Anthropology. This was duly completed, but it is worth noting that at the 

time I was the only Maori post-graduate student in Anthropology (despite large numbers of 

Maori in under-graduate courses), as such, it meant that I did not have other Maori students 

to seek support front. Two helpful mentors in my post-graduate studies at this time, were Anne 

Salmond a strong ethnographer in Maori culture (later to become Dame Anne Salmond in 

recognition of her work) and Steve Webster ll'ho ivas one of Jew critical anthropologists in 

the Department at this time. 

While at University, I joined the University Maori club - this association lasting throughout 

my time there. Jn the later years. I took a lead.position in the development of the club. The 

club aimed to provide a cultural and social support jimction to the academic work of Maori 
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students. It also provided a support network for the hundred and fifty or so Maori students 

(out of a total population at Auckland University of about 12,000 students) who were enrolled 

at the University in the early 1970s: The Maori club also performed an important role of 

encouraging and recruiting Maori students to come to University, and considerable effort was 

put into recruitment throughout the whole of the North Island. This was generally undertaken 

by Maori students giving up their own time, and raising their own funding to do this very 

expensive exercise. A lso at this time, Nga Tamatoa (the young warriors) political group, 

modelled on similar American groups at this time (e.g. the Black Panthers) began on campus 

and took an active role in taking direct political action to . con.front Pakeha racism and 

colonialism. Many of the Maori students belonged to both of these groups. It was a quite 

difficult time for all Maori students on campus, given the rising political confrontations and 

the very small numbers of Maori at University. 

While at University, I met Linda (my wife) and we were married. Linda brought with her a 

dual tribal herita�e, Ngati Porou on her mother 's side and Ngati Awa, Te Arawa on her 

father 's side. Together, with my tribal affiliations, this placed multiple and major cultural 

responsibilities and expectations upon us as a family - whanau unit. These diverse tribal 

linkages have also been a major strength and have provided an extensive support network/or 

us and our work. 

Once I finished my Masters degree, I decided to go straight on and do my doctorate. 

However, my political disposition for supporting Maori developments, made me apply to do 

my doctorate in Maori Studies. This request posed some problems for the University - firstly 

Maori Studies only existed as a sub-department within Anthropology. It did not provide for 

Ph. D. study. The normal course for undertaking a Ph. D ·was that you did it in Anthropology 

and you could specialise in Maori Studies. However, cognisant of the existing rules, my 

request was spec�fically aimed at developing the mana (status) of Maori Studies as a full 

Department in its own right. My application for enrolment was made and a proposal 

submitted. A special meeting was convened to hear the request. among those present were 

Professor Biggs (Maori Studies) .  Professor Kawharu (Maori Studies) , Steve Webster 
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(Anthropology) and Professor Bulmer (HoD, Anthropology). The outcome of this meeting was 

that my request to do a Ph. D (the first) in Maori Studies was declined, the reason being that 

my topic was 'too ethnographically ' oriented and tl}at as a topic it more properly belonged 

in Social Anthropology - (some years later, I presented a coriference paper entitled 

'Tanenuiarangi 's struggle: Getting out from under ' which spoke to the need for Maori Studies 

to divorce itself from Anthropology and to become a full department in its own right. Not long 

after this, this structural change did take place). However, after this disappointment, I decided 

to take a break from University study. 

As I was extremely 'hard up ', I decided to leave the University and go and earn some money 

by training to become a teacher. I entered teachers college, undertaking a one year post

graduate training course. Because the course had no Maori content, I was asked to teach a 

fifty hour Maori studies component for this course. After graduating with a teaching diploma, 

I spent the next few years teaching in A uckland primary schools. Despite my original 

'dubious ' financial motivation for going into teaching - I quickly grew to genuinely 'love ' the 

work and the challenge of shaping young peoples thinking. A t  Blockhouse Bay Intermediate, 

which was the second largest Intermediate school at that time, I specialised in teaching 

children with Special Abilities, and was particularly concerned to incorporate cultural skills 

as part of the criteria for these programmes. In 1981, I had written a paper for a teachers 

conference which called on the Minister of Education to openly declare and publish the 

Department of Education 's policy on Maori students. The reason for this challenge to the 

Minister, was to find out what 'was · and 'was not ' being done about the Maori schooling 

crisis which I was now observing at first hand - (The Minister of Education to whom this was 

addressed was the Honourable Mervyn Wellington. He had been one of my teachers at St. 

Stephen 's school, teaching me English. He was also my cricket coach - I captained the First 

XI for three years and we played in the local senior competition - Merv Wellington and Slim 

Sommerville. both teachers and former representative players, played in our side. On one 

particular occasion Merv Wellington had to cane me for going eeling instead of laying out 

the cross-country course. Years later when our paths crossed as we engaged in Education 

business, it ·was an odd.feeling working with a Minister who had once caned me!) A t  this time 
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J was also very active in Teacher Union politics with NZEJ and was an elected national NZEI 

Counsellor and Advocate for teachers. 

While 1 was teaching in south Auckland our daughter Kapua was born. Because she inherits 

her tribal affiliations equally from both parents, her whakapapa (genealogical linkages) are 

very diverse and extensive. Her multiple tribal affinities bring corresponding, multiple tribal 

and cultural obligations upon her and upon ourselves as her parents, however they also bring 

an expansive and strong network and social structure which can provide support. 

At six months old.Kapua went into a Kohanga Rea. Jn J 983, as a result of involvement with 

Te Kohanga Rea, I wrote a paper for school prindpals and the Department of Edu.cation with 

regard to preparing schools for the arrival of Maori speaking children. After a range of 

successful experiences and .finally serving as an acting Deputy Principal in a :full-primary ' 

school (new entrants to form J and II - about 12 years old) in South Auckland, J was asked 

to apply for a teaching position in Education at Auckland Teachers College. 

Jn the next few years, because our daughter started Kohanga Rea in 1982 (the year it first 

started) she has been at the forefront of the new needs of these children. When she turned jive, 

she was one of few children at that time who had nearly.five years of Maori language in the 

pre-school situation. This provided part of the motivation to join with other parents in 

developing an appropriate primary schooling option for her and others. Linda and J wrote 

an article in the English Language Teachers Journal entitled , 'A Letter to the Teacher ' which 

included a record of Kapua 's Maori language development and her needs· as we perceived 

them.from the schooling system. We also laid out the challenges ·which fluent Maori speaking 

children ·would pose for the existing schooling .�ystem, finally challenging schools to get 

prepared and to take up the challenge positively. Thus many of these early political 

engagements related to changing the ·.�ystem ' to become more accommodating of the special 

learning and cultural needs of Maori children. 

When Kapua turned.five. the parents of our Kohanga Reo, discussed as a whanau where our 
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children would go to school. There were five children at this time who were ready for school. 

We considered all of the schools in A uckland and narrowed down to two choices. Both of 

these schools were touted as being the. top Maori bilingual units in Auckland and possibly the 

country. We chose to send our children to the nearest option which was a central city school. 

This meant that some children had to travel long distances to get there. The school, although 

bursting at the seams took on our five children and five others from A whireinga Te Kohanga 

Reo. To cut a long story short, this situation did not work out, and in many instances was 

proving to be counter-productive. Children who previously only spoke Maori at Te Kohanga 

Rea, were now speaking english. Some children experienced 'culture ' and 'values ' shock, in 

the disconnection between the Te Kohanga Rea environment and the Pakeha influenced state 

school setting. Despite the good intentions of the school and staff, the language and culture 

support needed for Te Kohanga Rea children was missing. (Bourdieu 's notion ofhabitus helps 

to explain what was happening here.) 

It is precisely at this point that this group of parents understood that if this school represented 

the 'top of the line ' response from the state then we would be wasting our time trying to 

change local schools to meet these children 's specialist needs. The parents of Natari Te 

Kohanga Rea and A whireinga Te Kohanga Reo met and decided to thank the school for their 

support of us, but to also withdraw our children. The Hoani Waititi Kura (John Waititi 

School) . as an extension of their own Te Kohanga Reo, had started at primary level. An 

approach was made to the Waititi Kura to take our children, hmvever the whahau 's re!>]Jonse 

was that the Waititi Kura was/or children .from the Waititi Kohanga Reo only. The only other 

option left was to abandon the strategy of trying to change the existing system and to start 

our mvn school. 

My commitment at this point was to take leave without pay from the training college and 

teach ihe first Kura Kaupapa Maori school. The parents group ivere clear as to what they 

were doing, which was to set up a distinct schooling model for all Kohanga Reo children. 

This first school was established at the Teachers College. after permission had been gained 

from the Teachers College Council for me to conduct a 'pilot ' school programme. Thereafter 
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.followed four years of intense lobbying, writing, speaking, debating, meeting an1 explaining

the Kura Kaupapa Maori primary schooling project and developing new schools. The 

culmination of this work was to assist the Tomorrow 's Schools reforms to take account of the 

evolving Kura Kaupapa Maori option and to eventually, after meeting with regional and 

national Education Department officials, representations to Members' of Parliament, Ministers, 

and an appearance before a Ministerial Select Committee, to have Kura Kaupapa Maori 

included as a 'bona fide ' schooling option within the Education Act I 989. 

Jn 1988, Linda and I were appointed jointly ( 5 each) to a position in Maori Education, in 

the Education Department at the University of Auckland) . Much of my academic writing has 

been to create academic space and credibility for Kaupapa Maori institutions and beyond this 

for the 'intervention ' potential embedded in the Kaupapa Maori approach and which may 

have a broader application with respect to transforming Maori educational crises more 

widely. One of our major achievements while working at the University has been to apply 

Kaupapa Maori strategies to our work. The results of this are very satisfying. Jn I 988 at the 

time of our appointment the Education Department only had one Ma01·i post-graduate student 

and few at the under-graduate level. At the time of writing (I 996) we have the largest post

graduate programme of Maori students in New Zealand (the world!) ; sixty four Masters 

students, nine Ph D. students, and four Ed.D. students. The numbers of doctoral students 

would represent around half of the total Maori doctoral students in Ne.w Zealand. The 

undergraduate programmes attract large numbers of Jvfaori students, to the point where we 

have the most Maori students of any Department in the University of Auckland, including the 

Maori Studies Department. 

The Kaupapa Maori intervention has begun to be applied mnre 1-ridely. ft has hecome 

embedded in Academic research "i__terature. It has hecome part of the official government

language. ft underpins various government programmes in health, justice, social we(fare and 

iwi development. It has informed, and permeates an increasing range of education and 

schooling activities: research, pedagogy, administration, publishing It has had influence 

cross-culturally in First Nations educational settings in the U S  and Hawaii, Canada, 
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Australia and the Pacific. Given the very short time span in which Kaupapa Maori as a 

'theory and practice 'for transformation has been developed, · it has been extremely influential. 

My own work continues, given that ihere is still an enormous potential which remains to be 

developed for Maori social, economic, political and cultural transformation. 

My mother and all of my brothers ' and sister 's children have gone into Te Kohanga Reo and 

to Kura Kaupapa Maori. My mother is a staunch supporter of her grandchildren 's language 

and cultural development. My brother, Takirirangi is a master carver, having carved the 

meeting house at Victoria University and is currently working on another one in the 

Wairarapa, for Ngai Tumapuhia. The point here is that our whole family, despite the deprived 

context of the Wairarapa have emerged as strong advocates of Maori language and culture; 

all of us including our mother have been involved in frontline protests on beha(f of our 

cultural and language rights. More recently my mother (sixty-eight years old) was part of the 

Pakaitore occupation in Wanganui which was a high profile resistance action taken by 

Wanganui tribes against the local government authority, attempting to exert ownership of iwi 

(tribal) land. On the education side of things, one brother, Takirirangi has a B.A. (Hons) and 

is currently preparing to enrol .for Ph. D. ; my sister Waerea i te Rangi has an MA. (Hons I) 

and is currently doing her Ph. D. , my elder brother has taken road engineering exams. Our 

strong family resolve ·with respect to education, and Maori language and culture correlates 

with the extreme difficulties and struggle which our family has faced down the years. 

In looking back, it is clear to me that both my grandmother, Te Paea Paku, and my own 

mother, have had a tremendous influence on the educational and cultural direction taken by 

myself and my brothers and sister. My grandmother has carefully nurtured in all of us a 

strong sense of our Ngai Tumapuhia a rangi, whakapapa (genealogical linkages) - who we 

were and where we stood in relation to other families. She has passed on and instilled 

selected skills within each of her mokopuna; to all of us she was constantly talking about 

whakapapa. history and medicinal knowledge or teaching us Maori songs. She always spoke 

Maori language around us and sometimes to us, even thought we did not.fully understand at 

the time. My elder brother. Tureia was encouraged to develop his skills and talent for 
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gathering and providing kai and 'manaakitanga ' - the ability to gatha food.from the land and

sea and the skills and responsibility to feed and look-after others. Jn the context of our family 

circumstances and the role he had to play in supporting our mother, this was an invaluable 

talent: To this day, my elder brother 's ability to gather food, to cook and host are well known 

across the extended family and within the community in which he' lives. With myself, my 

grandmother was particularly interested in encouraging me to speak Maori language and to 

learn our tribal history and whakapapa; with Takirirangi she was always encouraging of his 

speaking Maori language and the development of his whakairo (carving) talent and work; her 

well known weaving talents were being passed on to my sister when she died. 

My mother also had a strong influence in our education. She has remained very single minded 

in ensuring good educational opportunities for all of her children (and grandchildren) - even 

in economically hard times. She has made tremendous personal sacr{fices to put three of us 

through boarding schools and has been fully encouraging of all of our individual educational 

achievements. Her motivation, which she often reminded us of
. 
was that she did not want for 

any of us to have to struggle to survive economically the way in which she had. Education 

was a pathway to a better life. Jn her terms 'a good, (Maori) education ' would provide the 

means to escape the social, cultural and economic constraints which she had to endure. 

Finally, 'My Story ' as related here, can only 'hint ' at the lived reality of the hardship, and 

the emotional context ·within which these anecdotes are located. Putting these stories in 

writing automatically creates a distance.fi•om reality and the tendency may be to see this story 

as a set of 'ho-hum ' events. Jn this sense there is a gap created between the discursive 

description and the reality of practice. The stark reality of my story is certainly not a 

'romantic ' one. The issue of bridging the :-,pace between 'them)' · and 'practice ' is a 

fundamental issue in the thesis ·whichfollmrs. The purpose ofsharing my story here, as is the 

· underpinning message in this thesis. is to shov.· and declare the link between 'personal ' 

struggle and a wider 'collective ' struggle, to shov.1 the link between the traditional intellectual 

and the organic intellectual, to show the culturalist and structuralist implications of my lived 

reality, and to share the subtleties of resistance and struggle to the social and cultural 
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domination of Maori people attempting to become more .'fully human ' (Freire, 1 971) in a 

colonised context of unequal power relations. In this sense, the act of 'struggle ' itself, is seen 

to be an important factor in the cycle of 'conscientisation, resistance and praxis ' in not only 

'making sense ' of one 's life, but in also transforming it in more meaningful ways, and 

ultimately re-claiming it. 
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Chapter One. 

Introduction to Overall Thesis. 

Kia hiwa ra!, Kia hiwa ra! 

Kia hiwa ra i tenei tuku 

Kia hiwa ra i tera tuku 

Kei whakapurua koe ki te toto 

Whakapuru tonu, whakapuru tonu! 

Papaki tu ana te tai ki Te Reinga 

Eke panuku, eke Tangaroa 

Hui e, Taiki el 

Tauparapara. 

Be alert! Be alert! 

Be alert on this rampart 

Be alert on that rampart 

lest you are overcome and wounded 

Overcome, overcome! 

The tide is crashing at Te Reinga 

Ebb and flow! Tangaroa ebbs.1 

Together. it is completed! 

(Note: this 'traditional ' Tauparapara was shouted along the ramparts to ensure that the sentries were alert. This call 

may be used in contemporary contexts to preface a formal oration) 

'Liberation is a praxis: the action and reflection of men [sic] upon their world 

in order to transform it ' - (Freire, 1 97 1 :  52) 

Overview. 

This thesis reports on the progress to date with regard to the development of ' Kaupapa Maori ' 

as an intervention praxis into educationaL cultural, and social crises which impacts 

disproportionately on large sections of the Maori population. In particular, this work reflects 

fourteen years of close involvement by the author within several Kaupapa Maori initiatives. 

The reason why this thesis claims only to report 01/. progress to date' is contained within the

very dynamics of the concept of · praxis' itself; that is. of Kaupapa Maori continuously being 

made and re-made within a critical cycle of reflection and reaction. Furthermore, some of 

what is reported here may not seem spectacularly ' new' - this situation as well reflects an 

outcome of praxis, in that Kaupapa Maori has developed from within the organic community 
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context, that is, it has developed with the people and not outside of them. 

Kaupapa Maori theory and praxis is primarily an educational strategy, which has evolved out 

of Maori communities as a deliberate means to comprehend, resist and transform the crises 

related to the dual concerns of schooling �nderachievement of Maori students and the ongoing

erosion of Maori language, knowledge and culture as a result of colonisation. 

Kaupapa Maori strategies involve a complex arrangement of conscientisation, resistance and 

transformative praxis, which collectively seek to transform these twin crises related to 

education and culture. Education and schooling are significant and important sites of struggle 

for Maori in attempting to develop a Kaupapa Maori response to their existing conditions of 

crisis. This emphasis on 'transforming' schooling and education, acknowledges not only what 

schools 'do'  overtly with respect to their 'taken for granted ' teaching and learning function, 

but also acknowledges the central importance of the work they 'do'  covertly with respect to 

the 'hidden curriculum' (following Illich, 1 97 1 ;  Apple, 1 979, 1 982). The ' hidden curriculum' 

in this sense, maintains social and cultural divisions within society through subtle controls 

exerted in the way in which the every-day 'taken for granted' values, norms and beliefs are 

inscribed in students through the rules, routines and class-room practices of schooling. The 

key points here, are the way in which schools, through the differential provision of schooling, 

covertly exercise social control, maintain social divisions, and perpetuate dominant cultural 

interests. The effect of the · hidden curriculum' on Maori, has been the maintenance of 

existing inequalities and therefore the preservation of the multiple interests of dominant 

Pakeha society. 

The hidden curriculum operates at many levels, for example, not just at the l evel of ' whose 

knowledge?' ,  but · whose epistemology?' as Linda Smith has shown in her work, (Smith, L . ,  

1 996). I t  also operates through many processes - control of  discourse, control of  examination 

processes, selecting knowledge, agenda setting and so on. Furthermore, as one ' face of power' 

within the hidden curriculum is revealed, it tends not to · give up ' ;  it simply assumes a 

different · face' .  This point is particularly important with respect to resistance . In a sense, it 
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ii . when it is identified it is always a ' moving target'

Thus resistance is  always to forms· of power - and it is capable of undermining, even 

removing them. However, once exposed, the 'power' does not go away - it re-groups and re

appears in different forms through different processes, although it may well have been 

weakened somewhat, by resistance. This flexible responsiveness, is what in broad terms, 

Gramsci ( 1 97 1 )  posits as engagement in 'war of position '.

The point of this digression is to suggest that the notion of ' hidden curriculum' can be taken 

to describe all those forms and processes of power. There is an accompanying danger 

however, in that once one aspect of the 'hidden curriculum' is revealed, for example, 

' selection of school knowledge' ,  it is (too) easy to assume that the ' hidden curriculum' as a 

whole is revealed. 

Thus an important part of developing change involves a critical de-construction of the existing 

barriers and constraints of the hidden curriculum. For example, 'what is selected to be taught 

in schools' is neither neutral nor objective knowledge. From the subordinate(d) Maori 

perspective, it is often seen as a particular representation of dominant Pakeha culture. Apple, 

( 1 982) comments that the curriculum can be critically viewed as a ' privileged discourse that

is constructed through a selective process of emphases and exclusions' .  

This work recogruses the ' critical '  distinction which i s  drawn between ' schooling' and 
------.. 

'education' . Schools in most societies, as I van I l lich ( 1 97 1 )  has pointed out, are considered

'politically' functional as they provide one of the major means by which the ' status quo '  

social relations of  dominance and subordination are preserved. I n  ' post-colonial ' societies, the 

functioning of schooling in this regard assumes even more importance with respect to 

preserving dominant · colonial interests. Thus for Maori in so-called ' post-colonial ' New 

Zealand, it could be argued that going to · school' has been more about ' schooling' 

(domesticating), than it has been about ' educating' .  Certainly. in this 'conspiratorial ' type of 
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analysis, ' compulsory' schooling takes on a ' sinister' political significance with respect to 

dominant Pakeha and subordinate( d) Maori relations. Such a scenario might conveniently 

explain for Maori at least, (albeit somewhat simplistically), the historical disparity seen in the 

widening achievement gap between Maori and Pakeha and the potential demise of Maori 

language, knowledge and culture. However, this simplistic and somewhat pessimistic scenario 

is rejected in the position taken in this thesis, in that schooling and education are viewed as 

' rescuable' and that they also contain the potential for a wider intervention into the social, 

cultural, economic and educational crises which affect large numbers of Maori more generally. 

This thesis attempts to expand beyond narrow 'reproduction' explanations of how schools and 

education might ' automatically' function to maintain the existing socie.1 relations of Pakeha 

dominance and Maori subordination, for example, by using Gramsci ' s notion of hegemony 

to explore Maori compliance in their own oppression. In fact, it is to be argued here that part 

qf the reason for the continual failure of policy reform of Maori education crises, both by 

Pakeha initiated reform and by Maori initiated resistance, is because both interest groups have 

not recognised (perhaps intentionally in some cases) the complexities by which dominant 

Pakeha power and control is exercised 'within' and ' as a result' of schooling and education, 

as an analysis of the 'hidden curriculum' can reveal. In this sense there is a need for more 

complex and sophisticated responses which engage with both culturalist and structuralist 

concerns if these crises are to be meaningfully addressed. This is an important shift which 

Michael Apple in his volume 'Education and Power ' ( 1 982) recognised some time ago ; 

' In order to go beyond this, [simple reproduction explanations] we need to 

think more clearly about the range of ways institutions and people may be 

' determined' . What 'modes of determination' actually exist, modes which go 

beyond ' mere' reproduction? While these are actually heuristic devices that 

might enable  us to see how the institutions of a society are dialectically 

interrelated, we can distinguish at least six modes of determination which 

represent the structural constraints and contradictions present in a given society. 

These include : ( 1 )  structural limitations; (2) selection; (3) reproduction/ non-
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reproduction; ( 4) limits of functional compatibi lity; ( 5) transformation, and ( 6) 
mediation. '  (Apple, 1 982: 69) 

In such circumstances as outlined by Apple and with reference to the ' grounded' experience 

related to the reality of the Maori situation, it is a mistake to 'be speaking of a single 

' struggle' ;  it is more accurate, (and revealing) to seek a more complex notion of ' multiple 

struggles in multiple sites ' .  The point here, is that resistance and transformative strategies can 

not be simply reduced to ' singular', 'one dimensional ' solutions. I ntervention and 

transformative strategies must also be correspondingly complex and therefore able to engage 

with and react to the multiple circumstances and shapes of oppression, exploitation, 

assimilation, colonisation, racism, gender-ism, age-ism and many other strategies of 

marginalisation. 

While - and through - acknowledging the importance of understanding 'how' and ' what' has 

gone wrong in the past, the focus of this thesis is on developing transformative praxis and 

intervention into Maori crises. In  particular, this thesis examines Maori educational resistance 

during the period of the ' free-market' restructuring of the New Zealand economy which 

followed the election of the fourth Labour Government in 1 984. The advent of libertarian

economic reform had the effect of ' reshaping' the 'hurdles ' and impediments faced by Maori 

in education and schooling. For example, the shift away from an emphasis on a 'welfare ' 

concerned economy, meant that Maori were suddenly to be treated as being on a ' level 
·----. 

economic playing field' , despite, as a group, formerly havmg need for high and 

disproportionate levels of welfare support compared to other ethnic groups in society. The 

disadvantage which accrued to many poorer Maori families in the ideological shift to the 

' level p laying field' was to be further exacerbated by economical ly constructed definitions of 

equity, which was now to be defined in terms of · treating everyone the same· .  This of course 

takes no account of existing or · historical ' inequalities and it makes the false assumption that 

everyone starts off on an equal ·footing· .  The outcome of this approach is th.at the status quo 

is likely to be sustained; those who are already disadvantaged wil l  remain so . Inequalities, 

within this constructed definition, are to be explained as the fault of individual 
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'mismanagement' .  This ideology has been extended into education to explain educational 

underachievement - so that rather than the structures of the system being called into question, 

individual learners are to be blamed for failing to take their 'equal' opportunities! This of 

course · is a revamping of the old ' victim blaming' explanations of educational 

underachievement which were prevalent in the 1 960s, and which have ·the effect of obscuring 

unequal power relations as well as 'exporting' a potential crisis of the state outside of itself 

and onto the citizenry. It is because of these multiple sites of contestation and new formations 

of domination, oppression and exploitation, that this thesis argues for new forms of resistance 

to be developed which are able to accommodate these complex formations, although it is 

acknowledged that many of these impediments are in fact not 'new' but are a re-casting of 

the same ' old' structural constraints. 

A particular dimension developed in this thesis is the attempt to incorporate and to model the 

work of an ' organic intellectual' in practice. The co-option of the term ' organic intellectual ' 

follows Gramsci ' s  description, although its use in this thesis is not intended as a way of 

' privileging' the status of the author's  work. It is however, deliberately used to encapsulate 

the unusual position of the author as a Maori working both in the ' traditional ' setting of the 

Pakeha, dominant Academy (noting that few Maori are employed in Universities as academic 

staff), while simultaneously making a claim to ' stand' and 'speak' with ' the people' .  The role 

and responsibilities of the organic intellectual, and in particular the 'praxis' of the a!Jthor, are 

expanded throughout the thesis. In this sense the thesis attemptyto both argue a case ' for' 

Kaupapa Maori theory and praxis in the traditional academic manner, but also insists on the 

need to ' model ' in practice the very points which- are being argued 'for' , with respect to 

transformative praxis and the work of ·organic intellectuals' . 

. Qne of the key projects of orgamc intellectuals. is to work to influence 'traditional 

intellectuals' who have a major influence over the ' taken for granted' ,  ' status quo'  system, 

which is in turn, both produced and reproduced within dominant relations of power and 

control .  This critical task of utilizing transformative praxis. is described by Gramsci as 

engaging in a 'war o.f position ·, that is, surrounding the · taken for granted notions' developed 
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by ' traditional' intellectuals, policy-makers, and political decision-makers, and working to 

undermine, change and/ or overthrow these ideas which sustain relations of domination and 

subordination. This ' revolution' is conducted by developing legitimate 'counter-hegemonies' 

which are intended to provide for a more human existence for those who are, marginalised, 

oppressed and exploited. 

This thesis, particularly the chapters in Section Four, attempts to show how the author has 

engaged in developing a 'war of position ' approach in supporting Kaupapa Maori theory and 

praxis. Thus the thesis does not merely sit outside or describe 'war of position '; it is part of 

it. The first three sections, drawing on the 'war of position ' analogy, are intent on 

' surrounding' and challenging traditional views and understandings of 'what counts as Maori 

education crises?' ,  'what counts as an appropriate way to analyze Maori education crises?' ,  

'how might Maori education crises be  transformed?' ,  'what counts as a meaningful 

transformation strategy?' and perhaps most importantly, ' what and who should be 

transformed?' .  Section Four, which includes a number of the author's 'political' and 

'academic' papers, illustrates the multiple sites and formations of struggle which the author 

has had to engage in, in applying the 'war of position ' strategy . These . papers work to 

influence schools, teachers, parents. Ministry of Education officials, policy-makers, 

government officials. politicians and the diverse nature of Maori communities themselves. The 

'war of position ' is given coherence. direction and impetus by emancipatory (utopian) visio�s, 

such as the striving for 'tino rangatiratanga' - self-determination. The 'war o.f position ' is also 

seen at work in other sites and institutions; for example in the 'Fiscal Envelope' issue which 

saw Maori challenging the legitimacy of the state to unilaterally decide what would count as 

a full and final Treaty settlement (see Pihama (ed.), 1 995) ;  in the challenge of the Urban 

Maori Authorities to the legitimacy of the state to decide what should count as an · iwi ' (tribal 

group): and in the Fisheries Settlement dispute where iwi have challenged the state ' s  authority 

to determine how fishing resources should be allocated - this has been ·won' to the extent that 

Government have now devolved the problem onto a government ' quango · of selected Maori -

although Government still has the final veto. Moves towards establishing a separate Maori 

Education Authority (currently being investigated by a Maori Education Commission 
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established by the new coalition Government); the moves to establish a separate Maori 

Qualifications Authority (see, New Zealand Education Review, August 2, 1 996) also 

demonstrate aspects of ' Kaupapa Maori' transformative actions and the ' war of position' 

strategy being applied more widely. 

The relationship between schooling and the wider society is a ' dialectical ' one, and can be 

read as another expression of the fundamental ' structure - agency' dilemma in the sociology 

of education; that is, to what degree do schools function to ' produce and/ or reproduce' the 

state, or vice versa, to what degree does the state produce and/ or reproduce the function of 

schools?. An examination of the historical development of schooling in New Zealand shows 

that Maori have consistently resisted Pakeha cultural domination ' of education and have 

openly engaged in resistance within education against Pakeha cultural dominance. Such 

resistance has occurred both within and outside of schooling in an effort to alleviate their 

circumstances of high levels of underachievement and exclusion. Maori education (the 

education of Maori children) is often described as being in a ' crisis' situation in reference to 

the high levels of underachievement by Maori relative to Pakeha students, but little has 

changed for Maori despite this acknowledgement. (For a comprehensive statistical break-down 

of Maori performance within education and schooling see Davies & Nicholl, 1 993 ; up to date 

figures can be obtained from the Ministry of Education Annual Reports on Maori Education -

'Nga Haeata ·. 1 995, 1 996;) .  

I t  is important, within the context of working organically within Maori communities, to 

recognise and understand why certain of the literature which constitutes the general field of 

' educational and schooling resistance· .  has more relevance. appeal and empathy to these 

communities than other sources. These · preferences· for particular theorists and writers can 

not be simply dismissed as onlv being the · personal preference' or the ' selectful-ness ' of the 

writer. The authors who are used here. reflect those theorists and works whom many Maori 

academics and Maori communities are choosing to use. The emphasis given to these theorists 

by Maori is explained in the following comment of a Maori secondary school teacher; 
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' Some [theorists] wouldn't  have a clue about the reality of working in South 

Auckland or Porirua Schools - it' s hard to connect what they are saying about 

changing schools and our [Maori] particular circumstances. What they write is 

. crap man. - even in our school, its hard to see how its meant to apply to us

[Maori] . We have Maori and working class; it' s  the same thing for us [Maori] ; 

we're both. That' s why critical theory is so good - its really relevant to us. It' s 

only since I 've read the critical theory stuff - ' Gibson' [critical theory text] has 

been good; easy to understand and you can see how it applies to our situation. 

Some books I read make me cry because they are so true about what' s 

happening to us . . . . .  ' - (Fieldnotes; Maori post-graduate student; student Hui 

1 992) 

In this regard, this thesis draws on four key writers whose works ' make me cry' in the sense 

of the above quote. These writers' support theoretical and practical positions which connect 

intimately with many of the issues and aspirations of Maori. These writers are Paulo Freire, 

Frantz Fanon, Michael Apple and Antonio Gramsci. All are inspirational, practically oriented, 

and accurate in as far as describing and speaking to the nuances of 'our' lived oppression and 

exploitation as Maori living in a societal context of subordinate( d) power relations. Much of 

the work and ideas associated with each these theorists overlaps with each other' s  work and 

the following categorisations are not intended to 'box in' their contributions, but to merely 

signal the major points of relevance that their work has for Maori circumstances. 

Freire' s  work emphasises the linkage between conscientisation, resistance and transformative 

praxis; Fanon's  work speaks viscerally of indigenous struggle at multiple levels of cultural 

oppression and economic exploitation; Apple is one of the few theorists who connects 

meaningfully and accurately with recent Maori experience with respect to the interface of 

culture, education and economics, he also speaks meaningfully about organic intel lectual 

practice: Gramsci' s understandings give impetus to both critically understanding how 

oppression is practised and how it may be transformed by the organic actions of communities. 
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Declaring a preference for the writings of the above-named authors, could be interpreted in 

either of two ways, that is; there is something 'different' about the Maori context and Maori 

or there is something ' different' about the writers and what they write - in fact both of these 

points are true. All of these writers are widely drawn upon by Maori to assist in explaining 

a range of issues related to their, subordinated, indigenous, colonial,· class, experience. While 

it is acknowledged that two of these authors are deceased, and only one writes in english, 

there is nevertheless a significance in their work for Maori. There is something in all of their 

work which connects closely with indigenous experience and struggle - all of these writers 

speak from a position of ' alongside' or 'within' the ' ranks' of oppressed/ exploited people; 

all of these writers' works, address the ' struggle' in a positive and optimistic way; all of these 

writers put emphasis on transformative outcomes; all of these writers openly declare their 

participation in various forms of struggle. What distinguishes these writers and their respective 

works (and other writers in this vein) is the empathy which they are able to achieve with other 

peoples reality across the other side of the world who are involved in similar struggles. In a 

sense this is also a validation of their work. This contrasts with a number of other writers in 

the resistance field who are somehow ' distant' from the action; whose work is seemingly a 

' prescription' of 'what to do to save yourselves' and which is benevolently handed ' down' 

to the people. One of the criticisms mounted in this thesis is that many of these resistance 

theorists who emphasise ' conscientisation' rather than 'transformative outcomes' have co

opted the work of Freire, in ways in which I believe are a mis-reading. They have seemingly 

chosen to de-emphasise Freire's  own emphasis on transformative praxis which is also reflected 

in his approach to the teaching of ' literacy' - of grounding the 'word' in worldly (real and 

meaningful) contexts. Such narrow ' selections' of Freire' s  work of course allows these writers 

to maintain some ·distance' from the reality of struggle - in a sense they ·co-opt' Freire' s 

organic experience and praxis into their own work. The consequence of being distant from 

organic reality. is ' hollow' theorising and merely prescriptive writing. This general criticism 

made here will become more clear as this thesis unfolds. however, it needs to be also said that 

this work respects all of the contributions made by all of those whom I have generalised as 

' resistance theorists ' .  While I criticize, I do so in a way not to denigrate their efforts but to 

suggest that such work needs to be ' read' critically from the perspective of transformative 
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outcomes. Thus this work includes and draws on the contributions of many of those whom 

I would criticize as being ' distance theorists' ;  these works still have a tremendous contribution 

to make, but must be critically engaged with in order to access their 'true' contributions. 

An important argument within this thesis, is that it is not enough to simply think in 

educational terms about Maori difficulties within education and schooling. That is, it is not 

sufficient to simply view Maori educational crises as the result of the failure and detrimental 

impact of the l iberal education ideology. The crises are also very much concerned with wider 

structural issues. In the Maori context at least, the use of ' critical pedagogy' strategies to 

' conscientise' and to 'empower' individuals is an extremely limited one. This is because such 

strategies put insufficient emphasis on the determining impact of wider structural influences 

related to ideology, economics, power and global forces; they fail to account adequately for 

group and collective action; nor do they 'follow through' to ensure that change actually occurs 

or responds to the response. What is often missing in such analyses is the practical elements 

of transformative action. This thesis attempts to show how Kaupapa Maori extends critical 

pedagogy into transformative praxis. 

Thus, this work seeks to critique and to expand the widely canvassed strategy for educational 

change which focuses on developing ·critical pedagogy' interventions into liberal education 

and schooling (e.g. Giroux [a] , 1 983 ; Smyth, 1 987;  McLaren, 1 988, 1 995 ; Lankshear, 1 990; 

Darder, 1 99 1 ;  Shor, 1 992;) .  Confronting the failure of liberal education and schooling by 

conscientising individuals to learn to 'think' critically, or to only 'resist' the impact of cultural 

oppression, political exclusion, and economic exploitation, seemingly falls short of delivering 

the urgent and meaningful transformation often sought by those who are economically 

exploited and/ or culturally oppressed. That is, critical theory approaches must move beyond 

'the langua·ge of possibility' (c.f. Giroux. 1 983 [a]), and a plethora of other descriptive 

practices which appear, somewhat removed from the actual practice of transformation of the 

unsatisfactory conditions (i.e. actually getting involved [or at least a first-hand understanding] 

in the day to day transformative struggle). For example, notions such as ' giving voice' ,  

' empowerment' ,  ' counter-narratives · ,  · discourse · ,  ' critical pedagogy ' ,  not only distance 
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themselves from transformative action, they may also be (mis)interpreted as being patronising. 

Freire ' s  words, although speaking in reference to 'dialogue' ,  offer a timely warning here; 

'An unauthentic word, one which is unable to transform reality, results when 
' 

dichotomy is imposed upon its constituent elements. When a word is deprived 

of its dimension of action, reflection automatically suffers as well; and the 

word is
· 
changed into idle chatter, into verbalism, into an alienated and 

alienating 'blah' . It becomes an empty word, one which cannot denounce the 

world, for denunciation is impossible without a commitment to transform, and 

there is no transformation without action. ' (Freire, 1 972 : 60) 

While it is important to understand how power and control is inscribed within the class-room 

context . (as Bernstein 's  work has brilliantly il lustrated; see Bernstein, 1982), meaningful 

transformation must also account for 'deeper' structural forces embedded in society more 

generally. In this regard an important consideration in this thesis concerns the development 

of new formations of Maori resistance. Such initiatives are marked by a move away from 

liberalist analyses and reforms to developing understandings and responses which are 

cognisant of structuralist impediments related to power, ideology and economic factors within 

society as a whole .  To a certain extent it has been the economic reform context of the I 980s, 

which has sharpened Maori critical perceptions, particularly in relation to the structural 

significance of economics, and its intersection with political and cultural interests. A specific 

emphasis of this work is placed on the transformative potential of 'Kaupapa Maori ' strategies 

to intervene in the dire educational circumstances which affect Maori by beginning to also 

address structural issues related to class, gender, economics, politics. ideology and power. 

Kaupapa Maori. as a meaningful ' theory' of change, has three significant components which 

can be understood within a critical theory framework. All may be regarded as individually 

necessary, but it is only collectively that they are sufficient; 

a. Conscientisation (revealing the reality)

the concern to critically analyze and de-construct existing hegemonies and practices 
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which entrench Pakeha-dominant social, economic, gender, cultural and political 

privilege. Kaupapa Maori critique and analysis correlates with established critical 

theory instruments and approaches which develop critical consciousness. Kaupapa 

Maori conscientising is alert to interrogating both culturalist and structuralist issues. 

b . Resistance (oppositional actions)

the forming of shared understandings and experiences to derive a sense of a 

'collective' politics. These collective politics coalesce around two broad themes; 

I. reactive activities - collectively responding and reacting to the dominant 

structures of oppression, exploitation, manipulation and containment. 

11. proactive activities - collectively resolving and acting to transform

existing conditions

c. Praxis (reflective change)

the undertaking of transformative action to evolve change. Praxis is both reflective and 

reflexive with respect to theory and practice. The notion of emancipation is important 

here in that it provides impetus to praxis. Thus praxis is not merely about developing 

a critique of what has gone wrong, it is concerned to develop meaningful change by 

intervening and making a difference. 

The point is made throughout this thesis that conscientisation activity is not sufficient in itself. 

Indeed it is argued here that conscientisation, resistance and tran.�formative praxis are ' one 

package' :  that is, each of these elements are necessary components for effecting meaningful 

change. This work then, reflects on some of the perceived limitations of a · critical pedagogy· 

approach as exemplified in the recent works of Giroux, ( 1 990). Lankshear, ( 1 990), Dcirder. 

( 1 99 1 ), Shor, ( 1 992), McLaren. ( 1 995),  and others; furthermore, this thesis contends that such 

approaches are in danger of becoming merely rhetorical in emphasising notions of 

'conscientisation ' and 'resistance ' in isolation from 'transformative praxis '. The argument 

developed here is that there must also be critically informed pathways which develop active 

and meaningful. transformative outcomes of the existing conditions. As a consequence of the 
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need to ' act' to make change, the critical theory notion of 'praxis' is a key concept within this 

work. It moves beyond the narrow ' critical pedagogy' approach which focuses on the 

prerequisite conditions of conscientisation and resistance, to also emphasise critically 

informed, transformative actions and outcomes. 

Furthermore, this thesis argues against the popular (mis)conception that these constituent 

elements are developed in a linear or hierarchical manner. The proposition developed in this 

work is that they form a circular set of relations in which all the elements are equally 

important. In this analysis, it is possible for people to enter into the cycle of 'conscientisation, 

resistance, and transformative praxis ' from any position. Thus, it is not absolutely essential 

to methodically progress through the stages of conscientisation and resistance as prerequisite 

stages to engaging in transformative action. This critical insight, as will be elaborated within 

this work, is derived from observations of Kaupapa Maori resistance initiatives, where is some 

instances conscie�tisation has resulted out of participation in resistance activity and 

transformative action, such as some parents putting their children into Kohanga Reo (Maori 

medium pre-school) or Kura Kaupapa Maori (Maori medium primary schooling) and belated 

becoming conscientised as a result of this. Another important observation is that engaging in 

any one of these three elements in isolation from the others, either leads to a recognition of 

the need for the others or the element becomes sterile and withers. 

Many of the writers who place a narrow focus on 'critical pedagogy' approaches which 

emphasise the components of conscientisation and resistance, (even where there is a declared 

alignment with Freire' s  'pedagogy' ) , often omit to pay sufficient attention to Freire' s notion 

of praxis and transformation. This thesis attempts to bring all three elements -

'conscientisation, resistance and trcm.�formative praxis' into a unified and meaningful politics 

of transformation. Freire summarises the points being pursued here quite well;  

' The insistence that the oppressed engage in reflection on their concrete 

situation is not a call to armchair revolution. On the contrary. reflection - true 

reflection - leads to action. On the other hand. when the situation calls for 
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action, that action will constitute an authentic praxis only if its consequences 

become the object of critical reflection. In this sense, the praxis is the new 

' raison d 'etre' of the oppressed; and the revolution, which inaugurates the 

historical moment of the ' raison d'etre ' ,  is not viable apart from their 

concomitant conscious involvement. Otherwise, action is ' pure activism. '

(Freire, 1 97 1 :  4 1 )  

The overall aim of this thesis is to examine the development and formation(s) of Kaupapa 

Maori intervention strategies within education and schooling in the 1 980s, and to subsequently 

identify the change elements implicit within a ' Kaupapa Maori' approach, and finally, to 

gauge the potential for a wider application of this intervention strategy. 

There are five overarching and intersecting concerns m looking at Kaupapa Maori 

development in the 1 980s. These can be summarised as; 

i. exammmg and understanding more clearly the developing nature of Maori

resistance within education and schooling during this period . . .

u .  examining and understanding more clearly the extent of the transformative 

potential within the Kaupapa Maori initiatives undertaken by Maori within 

education and schooling during this period . . .  

111 .  assessmg the ' innovative' and ·new' components of the transformative 

framework which is embedded within Kaupapa Maori resistances. which ' adds ' 

to our general understandings of resistance and transformation theory . . .  

1v. examining the potential of Kaupapa Maori as a transformative strategy for 

wider application across other institutional contexts. inside and outside of 

schooling, within Aotearoa and within other indigenous contexts more 

generally . . .  
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v. critically reflecting on some of the existing theoretical explanations and 

strategies developed by other (generally non-indigenous) educational 

commentators with respect to resistance and transformation of education and 

schooling crises. 

In these terms Kaupapa Maori is viewed as a transformative praxis. It aligns closely with 

existing critical theory understandings and also adds some important contextual insights and 

innovative dimensions to existing theory and practice. 

Some of the distinctive elements of ' Kaupapa Maori ' as a ' theory of change' ,  and which are 

embraced within the journey through the crucial experiences of conscientisation, resistance 

and praxis, may be summarised as being; 

L a critical examination of the context of colonisation and of subsequent Pakeha 

domination, 

I L  a critical examination of the context of free-market reform since 1 984, 

111. a critical analysis of the interface of the economic, cultural and political in 

forming Pakeha domination in and outside of schooling and which also informs 

resistance and transformation initiatives, 

iv. a ' taken for granted' assumption of the validity and legitimacy of Maori

language, knowledge and culture,

v. a critical concern to re-centralise the importance of theory to inform analyses,

resistances and transformative strategies adopted by Maori and to make them

even more effective,

v1 . an attempt to broaden understandings of exi sting theory by reflecting on the

'practice' and application of theory within the New Zealand context of Maori -

Pakeha relations, a complex context of multiple interrelated dimensions of 

�ocial, economic, cultural and political i nterests. 

In  summary, education and school ing in New Zealand is a highly pol iticised activity. In the 

critical emphasises developed .in this thesis, schools and the education system are sites of on-
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going struggle between dominant: Pakeha: state interests on the one hand and subordinate(d): 

Maori: iwi interests on the other. 
.
This thesis traces the development of Maori conscientisation, 

resistance and transformative praxis as Maori struggle within the new libertarian oriented 

economic climate, to contest and reclaim a more meaningful education and schooling and to 

develop meaningful revitalisation of Maori language, knowledge and culture. 

Some Working Definitions. 

This part of the introductory chapter sets out some key notions which are used in this thesis 

and which require early explanation to allow the reader to progress into the text - these 

definitions will be filled out as the reader progresses. 

i . Maori

Maori describes the indigenous people of New Zealand. Nearly half a million 

people describe themselves as Maori (approximately 1 5% of the total 

population). What is quite significant is the relative youthfulness of the 

population who constitute nearly 20% of the schooling population. Maori are 

a minority group. They are significantly marginalised relative to Pakeha people 

with regard to unequal access, participation and outcomes in many key areas 

of New Zealand society, including education, health, justice system, 

employment, social services etc. 

ii. Tangata Whenua

Tangata Whenua (people of the land) refers to the primacy of Maori 

occupation of Aotearoa before Pakeha settlement. The politics o f  ' prior 

discovery' and 'prior occupation' are stil l  contested in some areas today, for 

example the current Mori-ori claim before the Waitangi Tribunal. Maori 

substantiate this claim within their oral traditions which genealogically connect 

42 



Section One : Chapter One 

them to ' mother earth' (Papatuanuku). The claim by Maori to be tangata 

whenua clearly positions Pakeha as 'tauiwi' (foreigners) or 'manuhiri ' (visitors) 

or in political terms as the colonisers. Pakeha people have spent considerable 

time attempting to shift from this positioning by Maori, for example the 

Pakeha revisionist histories; Drake, ( 1 989) Scott, ( 1 995) ' and Michelle 

Dominy's case ( 1 989) for the high country farmers. 

iii. Educational Crisis

The term educational crisis attempts to focus attention on the ongoing plight 

of Maori underachievement in education and schooling. It attempts draw 

attention to this situation as being problematic in the face of the ' taken for 

granted-ness' of Maori under-performance relative to that of non-Maori. This 

crisis exists both produced and reproduced by schooling; it exists both inside 

and outside of schooling. 

iv. Cultural Democracy 

This term reflects the thinking of Ramirez and Castaneda ( 1 974). It  describes 

the philosophical position which supports the right of individuals to be 

educated in their own language and learning style and indeed have access to 

their own particular forms of knowledge. What is critical here, and which 

extends out of this thesis is a critique of simply developing democratic access 

to knowledge. What is often overlooked at this level of struggle is the fact that 

'knowledges' may also have an unequal power relationship, the wider impact 

of access to schooling and learning itself are prior issues for some groups. 

v. Transformation

In the educational context the term transformation refers to the need to change 

the existing conditions of underachievement in the education and schooling of 

Maori . In the critical theory cycle of ·conscienti sation, resistance, 

transformative praxis' , transformation is very much the focus. Such change 
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also needs to occur with respect to the wider social, political, economic and 

cultural positioning of Maori. Schooling and education are potential sites for 

meaningful transformative action. Transformation implies a change from one 

set of unsatisfactory conditions to a improved set of condition. A constant 

question which continually needs to be asked here is ' What counts as 

meaningful transformation for Maori?' - for example is the transformation

being proposed simply exchanging a 'white' oppressive regime for a ' brown'

oppressive regime, or does the proposed transformation aim to make more

fundamental change? For example, meaningful transformation is not simply

about changing the personnel in schooling and education by replacing the

Pakeha teachers and administrators with Maori teachers and administrators who

essentially conduct 'business as usual ' and who do not take seriously the need

to change the structures of schooling and education.

vi . Resistance

Transformative praxis implies conscientisation and resistance have occurred. 

Resistance is predicated on col lective experience (suffering) and a collective 

will to make change; Resistance occurs as a result of collective understandings 

which lead to collective action. One of the important understandings which has 

arisen out of Maori stmggle is the insight that it is insufficient to merely speak 

(as many resistance theorists do) in terms of ' critical pedagogy' ,  'the language 

of possibility ', or ' critical discourse' ,  and that the emphasis ought to be on 

transformative praxis and change. However, it is acknowledged that language 

(discourse) is important in developing the spur to collective action through 

shared understandings. For example, a leading resistance theorist, Henri 

Giroux, tends to narrowly focus on 'conscientising' and ' strategising for 

resistance' and seemingly neglects to put sufficient emphasis, on 

'transformative outcomes' ; for example the following comment is typical of 

Giroux' s emphasis on conscientisation; 
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' a  politics and a pedagogy around a new language capable of 

acknowledging the multiple, contradictory, and complex subject 

positions people occupy within different social, cultural and 

economic locations. ' (Giroux, 1 992: 27) 

Giroux has consistently spoken out for resistance as a viable means for 

challenging the repressive structures of schooling. He has reacted strongly to 

the simplicity of some reproduction theories which have portrayed education 

and schooling as being a ' mechanistic view' which has played down the 

importance of human agency and self-determination in education and 

schooling. I n  this sense pupils help to make their own lives and they are not 

to be simply viewed as automatons constrained by the logic and practices of 

capitalism. Giroux, in making the point with respect to how pupils themselves 

interact with the reproductive forces of social class states; 

'One of the most important assumptions of resistance theory is 

that working-class students are not merely the by-product of 

capital, compliantly submitting to the dictates of authoritarian 

teachers and schools that prepare them for a life of deadening 

labour. Rather, schools represent contested terrains marked not 

only by structural and ideological contradictions, but also by 

collectively informed student resistance . '  (Giroux, 1 983 [b] :  

260) 

A further understanding of resistance is developed by Giroux in arguing that 

resistance is not to be confused with all oppositional behaviours occurrin g  

within schooling. A key distinguishing characteristic here i s  that resistance 

occurs when students have some consciousness of both a refusal to capitulate 

and as wel l  the need to struggle against ' dehumanisation ' .  This point i s  

reinforced by Darder; 
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' From this context, an understanding of resistance serves a 

critical function in analysing behaviour based on specific 

historical and relational conditions from which it develops. This 

is vital to the process of critical pedagogy, for - without this 

process of critical enquiry - resistance could easily  be allowed 

to become a category indiscriminately assigned to all forms of 

student oppositional behaviour. It is the notion of emancipatory 

interests that must be central to determining when oppositional 

behaviour constitutes a moment of resistance' . (Darder, 1 991 : 

89) 

vii . Critical Pedagogy 

Critical pedagogy as a transformative practice develops out of critical theory. 

Darder, drawing on Henri Giroux's definition states; 

' Critical educators perceive their pnmary function as 

emancipatory and the primary purpose as commitment to 

creating the conditions for students to learn skills, knowledge 

and modes of inquiry that wil l  allow them to examine critical ly 

the role that society has played in their self formation. More 

specifically' critical pedagogy is designed to give students the 

tools to examine how society has functioned to shape and 

constrain their aspirations and goals and prevent them from 

even dreaming about a life outside the one they presently 

know.· (Darder. 1 99 1 :  xvii) 

Comments on Style, Format and Technical Aspects. 

This section of the introductory chapter explains some of the formatting, stylistic and technical 

approach adopted by the author with respect to developing an appropriate cultural empathy 

46 



Section One : Chapter One 

with the expected Maori audience of this work. 

a. The 'Marae ' Model. 

Some explanation is offered here with regard to the written style and form of the presentation 

of this thesis. This thesis is intended to impact on several audiences - on Maori and Pakeha; 

on community and academy; on traditional intellectuals and organic intellectuals; on 

professional educators and on parents. 

This work, for several reasons attempts to keep ' faith' with some basic Maori values and 

principles in the way that it is written, its style of presentation and so on. Some of the reasons 

why this particular cultural approach is adopted are; 

L the author is Maori 

11 . the topic is mainly to do with Maori transformative praxis

ui. a substantial part of the intended audience is Maori

IV. it develops its organic theory and praxis from within Maori community

contexts.

v. the intention of the author to model the Kaupapa Maori approach in the actual

writing and presentation of the thesis.

Thus. the overall, ' oral ' style of the thesis. reinforces the oral disposition of Maori - in this 

sense (see Pohatu, 1 996). the thesis co-opts the 'marae · format, that is the values, rules and 

practices embedded in the formal public forum of the traditional marae context (traditional 

speaking arena). Thus the thesis becomes a 'marae' for the academic orator to put forward 

a 'kauhau' (address) and to lay out a kaupapa (a thesis) .  The analogy of the thesis as a 

'marae' is important in order to understand the cultural nuances which are woven into the 

style and format of this work. 

i .  The use of the ' third person· positioning of the writer. 
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The text is deliberately written in the third person (removed) style. The critique of this 

' impersonal ' style of writing is understood by the author. However, the reason for persevering 

with the 'third person' positioning is based on culturally driven decision-making. The well 

made critique of this 'detached' approach is acknowledged. For example, some research such 

as Feminist critique, has engaged with notions such as; ' other' -ing; subj ectivity and 

subordinate positioning of writers within the text; as a context which is  infused with unequal 

power relations and so on. Further criticisms of why 'academics' pursue writing in the third 

person style include the following points; 

a. conformity - the nee.ct to conform to the accepted traditions of the

academy, despite the fact that writer may be contributing to their own 

discursive marginalisation. 

b. anonymity - a false consciousness whereby the author attempts to be

. 'obj ective' and 'neutral ' ;  thus authors often 'pretend' to be face-less, 

gender-less, culture-less and emotion-less. The extension of this is that 

the researcher is somehow ' miraculously' interest free and 'neutral ' .  

c . ventriloquism - (following Michelle Fine, 1 994), whereby the writer

ostensibly, dis-associates with the text; the illusion is that the text is

speaking by itself, independent of any attachment to the writer - this is

what Fine has called ' ventriloquism' .

All of these strategies related to writing i n  the third person have a common goal o f  attempting 

to convince the reader of the truth value and validity of what is being said. The above critique 

makes the point that such a stance is misleading. 

Those who are marginalised and dis-empowered, in attempting to convince those with power 

and contro l. (those at the ' centre') , of the merits of what 'we' have to say, are more 

susceptible to having to 'play the game' and conforming to the dominant agenda - and in 

. doing so. also forming and contributing to our own oppression. 
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In acknowledging such critique, the motivation for 'myself in opting for the third person 

positioning is political and cultural . Thus ' I '  have deliberately chosen the 'third person 

removed' convention. The reason for this is to be consistent ' in practice' with the cultural and 

organic themes argued for in this thesis. Thus the cultural notion of 'whakahihi ' (boastfulness) 

. is significant here. In this sense it is important that this work ' speaks' meaningfully to Maori 

audiences and it is therefore necessary not to elevate myself above the ·contributions of others, 

and to be always aware of the collective foundations of this work as well cultural 

responsibilities and obligations related to the ' group ' ,  'whanau' ,  ' iwi' ,  ' community' ,  etc. ' I '  

am merely one person whose work has depended on  the contributions of  many others. For 

example, the use of the terms ' I ' , 'me',  'we' become somewhat problematic in that they can 

elevate myself above the others. I have chosen to simply be the ' author' - this stance 

conforms of course with Apple 's  notion of the academic merely being the secretary for the 

people. Some of the more specific reasons for pursuing this style of presentation fol low here; 

11. Continual repetition and assertion of ideas.

The repetition of ideas is often employed as a stylistic tool on the Marae in whaikoorero 

(formal speech-making). In such circumstances a speaker may make the same point often, 

albeit in different ways for emphasis and to ensure that the point is understood and taken 

aboard. 

ni.  The validity of Maori Language. Knowledge and Culture. 

The validity of Maori language, knowledge and culture is taken for granted in the text -

although the reader is given translations where appropriate. and as well ,  a glossary is 

provided. 

1v. Kaupapa Maori. 

This thesis takes for granted the Kaupapa Maori approach which it is arguing for and attempts 
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to incorporate this ' thinking' where appropriate in an effort to model that which in essence 

is being argued for throughout this thesis. 

v. Building layers of argument. 

This involves revisiting a line of argument regularly and adding additional information and 

layers of argument. In this way, the orator may digress often, and make subsidiary arguments, 

and then return to add more to the principal arguments. Often the same issue is represented 

from a totally different perspective. Many lines of argument may extend over many Hui, and 

many years - as different people contribute to the debate or discussion. Within the cultural 

context of the marae, arguments do not have to be completed or ' rounded off - they can be 

left 'hanging' for others to pick up and contribute to. In some instances this style is also 

replicated in parts of this thesis. 

b. Some Technical Points.

1 .  Joining words with colons. 

This  convention, (for example; 'dominant: state: Pakeha ' and 'subordinate(d): iwi: Maori ') 

which is used in the thesis is very important; 

1 .  i t  allows a way of speaking to, and representing the complexity of 

multiple struggles in multiple sites; 

1 1 .  it signals that generalisations such as the labels ' Maori' and ' Pakeha' 

are not singular concepts and that they are in fact made up of multiple

interests. 

1 1 1 .  it allows for the dialectical correspondence between different interests 

to be represented. 

1 1 .  The use of inverted comas. 

50  



Section One : Chapter One 

This work often employs inverted commas (e.g ' taken for granted' )  to differentiate that the 

way · in which specific words and phrases have been used in the text - or to signal to the

reader that they require a specific interpretation and therefore need to be considered carefully. 

Also this convention is used to demarcate a specialised meaning of the term. . . 

Finally, in embracing all of the above, culturally informed, stylistic nuances and guiding 

principles, this work is still to be regarded as an intellectual task, which attempts to mediate 
. 

and respond positively to the two major audiences drawn from the subordinate( d) Maori, 

(organic) community on the one hand, and the dominant Pakeha, (academic) community on 

the other. 

Thesis Structure. 

This thesis is set out in five distinct sections. It should be understood that the first three 

sections of the thesis could not have been written without Section Four, the ' practice' of the 

' organic intellectual ' component of this thesis. However, and somewhat in contradiction, one 

can not read Section Four without reference to the first three sections. This is because Section 

Four represents the ' long march' through the state instituti�ns and the praxis associated with 

the formative development of Kaupapa Maori . The theoretical components of the first three 

sections is derived from the years of evolving praxis associated with Kaupapa Maori and as 

represented in the selected writings which constitute Section Four. However, both of these 

component parts constitute the 'theory and praxis' of Kaupapa Maori development. The two 

parts represent, separate but important elements of the 'war of position '. While Section Four 

might also have been included as an ·Appendix' rather than a chapter, its inclusion in the text 

is deliberate and a necessary functioning component of the total thesis, in that theory and 

praxis are held together dialectically and that a separation of these two parts weakens each of 

these important elements. 

At various points there is discernible overlap of ideas. For the most part, this in itself is 

important in that it represents the dilemma of working both organically and in a traditional 
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intellectual setting. Repetition is an important strategy in 'war of position ' and in creating 

intellectual space across a range of official and formal sites such as the Ministry of Education 

and within the Academy. Praxis, the cyde of action and reflection also implies some elements 

remain while others are altered according to critical reflective-ness; that is, not everything 

changes at the same time - this tends to lead to overlap within the chapters of Section Four. 

The point here, is that overlap and repetition of key points and understandings are important 

strategies in developing counter-hegemony and therefore form part of the 'war of position ' 

strategy. 

Finally, and although apparently the same points may seem repeated, care needs to be taken 

in order to look for subtle changes of meaning derived from differing contexts and 

circumstances - particularly in Sections One to Three which try to set out the nature and 

importance of those different contexts and to indicate why and how these meanings change. 

i. Section One. ' Introduction to Overall Thesis' 

This section includes a ' Prologue� and one introductory chapter. The prologue ' My 

Story ' ,  attempts to put the author wholly in the text from the outset. This is an 

important declaration with respect to aligning with Maori communities and Maori 

interests. The other side of this, is the concern not to position the work solely within 

the intellectual high-ground of the University context. This chapter underpins the basis 

of the claim to the notion of ' organic intellectual ' .  and as such situates the thesis 

' within' its organic roots as well as the Academy. This chapter also makes overt all 

of the political, social. cultural and economic influences which accrue to the author' s 

back-ground and which therefore contribute to the author' s  ·make-up' ,  preferences and 

prejudices and so ori. This autobiographical chapter. attf'mpts to make absolutely clear 

where the author is 'coming from' . In this sense, this work attempts to clarify the 

notion of ' objectivity ' by declaring the points of where the potential ' subjectivity ' of 

the author exists. This stance, I would argue. does not make the work any less valid, 

than research and writing which is conducted in the mistaken ' belief that it is fully 

·neutral ' and · interest' free. However. this work does claim to produce an 'objective' ,
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accurate and valid account within the potential constraints derived from the ' interests' 

of the author. Thus, the approach adopted by the author represents praxis in practice; 

the constant cycle of ' reflect and reflex' are fundamental in the practice of those who 

· claim to work organically. As _Freire has observed;

'Those who authentically commit themselves to the people must 

re-examine themselves constantly. ' (Freire, 1 97 1 :  3 6) 

Chapter One sets out an overview of the whole thesis. It canvasses some of the broad 

arguments which are extended in more detail within individual chapters. The major 

understandings developed here relate to the critical theory underpinning of the total 

thesis in examining the development of ' Kaupapa Maori ' as a theory and praxis of 

transformation. 

A second task of this introductory chapter is to set out some key definitions to enable 

readers to enter into the text immediately - these definitions are strategically important 

to various themes argued in the thesis and a working knowledge of them is required 

early on. A third aim in this chapter is to lay out some the rationale for particular 

editorial decision-making with respect to the style, format and technical detail 

associated with the presentation of this work. 

ii. Section Two. ' Theoretical Parameters and Research Issues' 

This section contains five chapters and an Introduction and Concluding Commentary. 

Chapter one examines some important research and researcher issues. In particular it 

is concerned to deal with the specific problems of being a 'black' (Maori) researcher 

and the issues of objectivity versus subjectivity; the issues and contradictions which 

arise in working as a ·minority' ,  ' subordinate(d), · organically'  inclined, Maori 

academic in a Pakeha, Western, dominant institution. This chapter draws on a number 

of other ·people of colour' to provide insights into the difficulties which arise here for 

the author in seeking · space ' for the legitimation and authenticity of ' organic' work 
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within the academy and by ' traditional intellectuals' (following Gramsci, 1 97 1 ) . 

The remainder of the chapters in this section are concerned to explore a range of 

theoretical and methodological issues with respect to defining. the critical theories with 

which the thesis is working. Such theorists and theories are circumscribed by concerns 

for education and schooling. In particular, selected works of Gramsci ( 1 97 1 ), Freire 

( 1 97 1 - 1 996), Apple, ( 1 979- 1 996), Habermas, ( 1 982, 1 987), Giroux ( 1 983- 1 996), 

Gibson, ( 1 986), and Darder, ( 1 99 1 )  · have been very insightful and clarifying in 

making sense of the phenomenon of Kaupapa Maori. 

iii. Section Three. ' Maori Education History and the Development of Educational

and Schooling Crises' 

This section puts into historical context the development of Kaupapa Maori strategies 

in the 1 980s as new forms of resistance . These new formations attempt to specifically 

respond to the deeper structural impediments embedded within education and 

schooling such as ideology, power and economics in ways in which Maori had not 

done previously. 

The first chapter looks back over the historical interface of Pakeha and Maori through 

schooling and examines the failure of schools to adequately meet the Maori language, 

knowledge and cultural needs and aspirations of Maori as well  as Maori learning needs 

more generally. 

Chapter Two in this section addresses the specific issues which arise out of the 

economic reforms dating from the 1 980s and the specific impact which they have had 

on Maori. In particular. the new · free-market' context saw the development of new 

strategies and approaches to faci l itate the exploitation and oppression of Maori . Of 

interest here is the way in which Maori have responded to these ·new' forms of 

economic domination underpinned by new right ideology with ' new' forms of 
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resistance such as Kaupapa Maori which begin to confront and mediate structural 

impediments which form around ideology, power and economics. 

Chapter Three exammes the development of specific Kaupapa Maori alternative 

education and schooling initiatives beginning with Te Kohanga Reo (Maori Medium 

pre-schools in 1 982 and extending through Kura Kaupapa Maori (Maori Medium 

Primary Schools), Kura Tuarua (Maori Medium Secondary Schools) and Waananga 

(Maori Tertiary Institutions). Prior to 1 982, one would have been hard pressed to 

receive any teaching through the medium of Maori language; today in 1 996, as the 

result of struggle over the last fourteen years, informed by 'Kaupapa Maori ' theory 

and praxis, it is now possible to receive a total education (from pre-school to tertiary) 

through the medium of Maori language, albeit on a very restricted scale at present. 

In summary this Section as a whole argues the following; 

1. traditionally state schooling experience has been problematic for many

Maori despite well intentioned efforts to change these circumstances,

1 1 .  historical analysis reveals that policies and reforms ostensibly designed

to intervene in these circumstances have mostly failed to alleviate these

crises of underachievement and language and culture demise which

impact on Maori,

n 1 .  in the 1 980s and 1 990s, with the advent of the new economic reforms,

·Maori have had to come to terms with structural analyses,

iv. in attempting to deal with economic issues, many Maori have become

conscientised in critical understandings related to structural issues and

impediments related to economics, power. ideology and so on,

v. these new structural understandings and insights have helped shape new

formations of Maori conscientisation, resistance and tran�formative

praxis in the 1 980s and 1 990s.

vi . 'Kaupapa Maori · educational resi stance strategies exemplify these new

formations of resistance.
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Section One : Chapter One 

' Maori Education Struggle: Organic Intellectual Praxis, 

Transformation and War of Position '  

Section Four consists of_ seven chapters. Each of  these chapters, which are arranged 

chronologically, represents some previous academic work uq.dertaken by the author . 

This chronological arrangement attempts to demonstrate the praxis of the author, as 

well as the formative development of Kaupapa Maori. These few, selected papers, 

beginning in the early 1980s show an evolving, reflective, changing, reforming politics 

related to ' making space' for Kaupapa Maori initiatives across the whole of the 

education system. This work reflects what Gramsci has described as 'war of position '; 

the works (and many others not included here) represent the organic intellectual ' s  

praxis i n  practice. These chapters represent the complex and multiple sites of struggle 

which need to be engaged with. One of the important functions of these papers is to 

make academic, official and political space for Kaupapa Maori initiatives derived from 

Maori communities - in this sense the papers represent the author working with Maori 

communities to represent their aspirations to the power brokers in . schooling and 

education - to audiences of academics, Principals, teachers, parents, Ministry officials, 

and politicians to develop the acceptance of the Maori communities aspirations. Thus 

the critical comment that the role of organic academics and intellectuals 'is to become 

the secretaries for the people ' (Apple, 1 990; personal communication) has had a 

powerful formative influence on the work and function of the author as an academic. 

v. Section Five. ' The Transformative Potential of Kaupapa Maori Theory and 

Praxis' 

Section Five is the concluding section of the thesis. Chapter one, makes the claim for 

Kaupapa Maori as a theory of transformation. The main argument here is that Kaupapa 

Maori as praxis is constantly engaged with theory, given the critical binary relatio nship 

of praxis and theory. The importance of claiming Kaupapa Maori as theory derives 

from the war of position and the surrounding and influencing of traditional 

intellectuals and political decision-makers. This chapter concludes by ' naming' (Freire, 

1 97 1  ), Kaupapa Maori as a theory of transformative praxis .  
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Conclusion. 

In summary, this thesis is very much about the struggle over the legitimacy of the New 

Zealand schooling and education system during the period of the 1 9 80s to the present, 1 996. 

This is a period in which maj or educational reforms are being initiated as a result of the 

restructuring of the New Zealand economy. Maori, caught in
.
twin crises related to educational 

underachievement and the demise of Maori language, knowledge and culture are enveloped 

in a struggle to reconstitute state schooling in ways which would meaningfully address these 

crises. At stake is the continued ability of state schooling and education to produce and 

reproduce mostly dominant Pakeha cultural, political and economic interests. Maori resistance 

initiatives in this period of heightened struggle are developing new forms and strategies of 

resistance - in particular Kaupapa Maori initiatives. These new approaches have had some 

success in developing innovative responses to the difficulties faced by significant numbers of 

Maori in the education and schooling system. 

A more significant outcome of struggle during the 1 9 80s is that as a result of the 'maturing' 

of Maori resistance and structural critique, New Zealand schools are no longer simply 

regarded by increasing numbers of Maori, as instructional sites dealing with passive learners 

and/ or communities. The expose of 'whose interests' schools and the education system really 

serve. has resulted in Maori beginning to opt out of the ' system ' .  State schooling and 

education are now regarded with even more suspicion as Maori become increasingly 

conscientised and aware . State schools and education are now understood by Maori as political 

and cultural sites, containing multiple, contested relations of knowledge, power and 

domination. 

This thesis argues that while historically. state schooling has proven problematic for many 

Maori children, rather than arguing for a complete overthrow of · state' education, a 

reconstruction of state schooling and education is being suggested. This position is regarded 

as being politically important. It contradicts the New Right solutions suggested by the extreme 

Right political party - ACT who suggest the complete removal of the state, bulk-funding of 

schools and parental control of education through a voucher system (see, Awatere-Huata, New 
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Zealand Herald, February 6th 1 997: 1 3) .  In arguing to maintain a ' restructured' state education 

system, albeit in a more 'benevolent' form with respect to delivering Maori needs and 

aspirations, there is a need to recognise that the Treaty of Waitangi represents a contract 

between the Crown (state) and Maori (lwi).  To allow the state to abdicate ( 'devolve')
° 
its 

current responsibilities with regard to education and schooling onto parents is, in this view, 

to undermine and argue against the power of the Treaty of Waitangi. Thus the full position 

of the author is to seek a range of excellent schooling options for Maori within (and if 

necessary outside) of the state. This position seeks a re-construction of ' state' education and 

schooling in order to provide a more meaningful range of options for Maori parents, including 

adequate resourcing and support for self-determination options. 

It is not intended that this work will provide a definitive overview of Kaupapa Maori 

transformative praxis, rather, as is implied in the very notion of 'praxis' ,  Kaupapa Maori is 

a dynamic, ongoing, evolving process. This thesis merely reports on its beginnings, 

foundations, progress to date and its transformative potential . 
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Concluding Commentary 

'Say not this struggle naught availeth ' 

He po, he po 

He ao, he ao, . 

Takiri mai te ata, 

Kohiri nga manu, 

Ka ao, ka ao, 

ka ao te ra! 

Tauparapara. 

It is night, it is night, 

It is day, it is day, 

The dawn breaks, 

The birds sing, 

ft is light; it is light, 

The new day is here. 

(Note: this traditional metaphor is often used to preface a formal marae oration) 

The title of this section (a line taken from a traditional Anglican hymn) makes the point that 

' struggle is not to 'no avail '. This summary outlines some of the achievements and gains 

made by Kaupapa Maori struggle generally, within the organic praxis of the author and within 

the specific arguments within the written thesis. The important understanding here is that 

Kaupapa Maori struggle has made many gains; it has changed state education in New Zealand. 

The struggle is an ongoing one; and the gains made also need to be solidly defended. In these 

terms Kaupapa Maori is already extremely successful. For example in response to the question 

' what has been achieved by Kaupapa Maori strategies? ' ,  the fol lowing points need to be 

highlighted; 

i. it has changed state structures and state schooling,

ii . it has re-committed many formerly disenchanted Maori parents to agam taking

schooling and education seriously, 

iii . it has given hope and developed enthusiasm toward language revitalisation and

recovery. 

iv. it has developed a · new group· of young Maori language speakers,

v. it has politicised Maori parents to structural impediments which need to be dealt
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with in order to overthrow educational crises, 

vi. it has influenced curriculum and pedagogy.

Section One : Summary 

This work brings together two distinct components to form this the�is; 

1.  a� organic component based on the author' s  praxis derived from fourteen years 

research, writing, participation, teaching and political engagement with 

Kaupapa Maori activities and developments; 

IL a written thesis component which critically reflects on the progress of Kaupapa 

Maori development as theory and praxis; 

These two components are both vital to the whole understanding of this thesis. The practical 

component, that is, the fourteen years formative experience needs to be 'read' alongside the 

written thesis. This practical dimension represents the organic community context which sits 

in reciprocal relation to the written component. It is the organic practice of Kaupapa Maori 

which must be critically reflected upon in order to maintain its transformative impetus - this 

of course is praxis. In the same way, the written thesis could not be written but for the long 

journey through multiple practical engagements, sites, politics and so on. In this sense both 

of these components form crucial contributions to this thesis, however these distinctive parts 

of the thesis are not to be interpreted as a 'theory - practice' split; that is, both the ' practical ' 

and the 'written' contexts of this thesis both engage in theory and practice. 

This thesis. therefore, represents at least fourteen years of practical work, and this written 

component, merely reports on where the struggle is up to at this point in time. ln order to 

represent the unity of the fourteen years ·practical ' with the written thesis component of 1 996, 

a small selection of papers which illustrate the forms. sites. audiences and issues (generally 

representing some of the complexity of Kaupapa Maori struggle [ transformative praxis]), has 

been included in Section Four of the thesis. 
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In terms of 'what is new' in this thesis, there are two answers; 

i. The first answer is that_ in the practical dimension there is little that is new, which has

not been written about, discussed, challenged, utilised i,n practice. This point is

important. This is how it should be within an effective, working praxis. The testing

and reforming of ideas must occur constantly within the community of interest. That

Kaupapa Maori elements are 'known' and not 'new' (to those familiar with New

Zealand Education and schooling) speaks to the success of praxis in action.

Transformative action is made with the people - not behind their backs or in the

seclusion of the academy. Having said this, there are still major innovations to which

the author has contributed, particularly in the ongoing theorising of Kaupapa Maori

and the identification of key intervention elements (see Chapter One, Section Five) .

IL The second answer, relates to the written thesis component which reflects on the 

progress of Kaupapa Maori praxis to date. It is not the intention here to ' make theory 

behind the backs of the people' . What is intended, is to discuss and reflect upon some 

important points which critique and add to our existing understandings with respect 

to resistance initiatives in education. As a consequence, a significant contribution of 

this thesis relates to the implicit methodological i ssues associated with the dual calling 

of the author, claiming to work both in the academy and within organic community 

contexts - noting that both sites contribute intellectually to our understandings of 

transformative praxis. In this regard, both of these sites assist in adding to the 

theoretical understandings projected in this thesis. 

There are many new understandings in this thesis, both in exammmg the practical 

development of Kaupapa Maori over fourteen years and also within this written reflections 

of this thesis. The sty le of the presentation of this work, has deliberately avoided being overly 

explicit about what these new elements which add to our theoretical understandings might be. 

The style of presentation has been tailored to speak to several audiences both inside and 

outside of the academy and as such has attempted to tread the fine line between a 'discussion 
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of key issues' technique, and a ' hard-line academic argument for points' technique 

(notwithstanding the cultural dimensions which have also been incorporated into the style of 

presentation and as outlined in the previous chapter). This dual approach to the presentation 

of arguments is driven by the need to respond to two distinct audJences, both of whom will 

judge this thesis. One group, mainly Pakeha and academic, will have the power of 

'credentialling' ,  the other, mainly Maori and community people, have the power of 

' excommunication' . Both of these audiences are taken extremely seriously in the tenor and 

presentation of this work. 

What is 'new' in this thesis is derived from a context shaped by a complex set of overlapping 

relations which are reflected within the following key words; Maori, indigenous, colonisation, 

Aotearoa, educational resistance, cultural crisis, educational crisis, subordinate( d), tino 

rangatiratanga, structuralist, economics, ideology, power, transformative praxis, politics, 

organic community, intellectuals, academy, research, Te Reo Maori, Kaupapa Maori, critical 

theory. In more specific terms, some of the particular contributions to 'new' knowledge which 

the written component of this thesis makes, with respect to adding to theoretical 

understandings, are that it; 

1 .  develops an innovative methodological approach to bridge orgamc and 

academic sites 

11. applies, extends and reinforces Habermas' thesis for a reconstructed view of

utopian vision as an incremental notion which gives impetus to (emancipatory)

transformative action;

m. critiques and argues for a unified trilogy of 'conscientisation, resistance and

transformative praxis rather than treating these elements as individual

components;

iv. identifies some key intervention elements of Kaupapa Maori - including
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important factors such as; the importance of utopian vision, the mediation of 

socio-economic impediments to Maori learning, structural analyses, the central 

importance of whanau, etc. 

v. critiques aspects of critical theory as well as applies critical theory 

understandings; 

vi. discusses, analyses and theorises the particularities of transformative struggle;

vn. argues for intellectual ' space' (validity and legitimacy) of organic intellectual 

work; 

vni. develops a theoretical framework for assessing Kaupapa Maori transformative 

praxis and transforming actions more generally; 

In terms of the organic component related to the author' s long involvement within Kaupapa 

Maori praxis - the following claims are made on the basis of the author' s  direct and active 

involvement alongside other community members in transforming Maori communities 

conditions of exploitation. oppression and/ or marginalisation through Kaupapa Maori 

transformative praxis, for example; 

1 .  Kaupapa Maori has changed the state structures (forty three official Kaupapa Maori 

schools) 

1 1 .  Kaupapa Maori has changed state legislation ( inclusion of provision for Kaupapa 

Maori Schooling within the 1 989 Education Act.) 

111 .  Kaupapa Maori has changed the state ·official " di scourse (see; 1 996 Ministry of 

Education Briefing Papers to the Incoming Government· )  

iv. Kaupapa Maori has changed teacher training programmes (established at the Auckland

College of Education)

v. Kaupapa Maori has been employed to change a tertiary setting (Education Department
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at University of Auckland; sixty plus Masters students, nine Ph.d. and four Ed. D. 

postgraduate students - from having only one in 1 988) 

iv. Kaupapa Maori is about to change imprisonment processes - proposal (currently under

discll:ssion and in planning process)

In conclusion, the claim to work in both organic and academic communities is not made 

lightly. In many ways such a claim could make the notion of ' academic thesis' vulnerable to 

challenge, as falling outside of ' academic convention' .  This thesis it is argued is academic. 

It represents the combined talents of intellectual endeavour of the author, informed by praxis 

in two distinct, yet complementary sites. This is regarded by the author as a major strength 

of this work - it has meaning and is able to ' speak' both within and outside of the academy. 

Finally, the author is cognisant of the essentialist orientation of some of the arguments in this 

work and moreover the possible perception of closure and/or censure of intra-community 

differences. On the first point related to essentialism it ought to be noted that, given the 

unequal power relations situation, not just in wider society but also within the academic 

context, the parameters of the debates on Maori issues are often set outside of Maori 

influence. Furthermore, an over-concentration on the micro politics of Kaupapa Maori 

development has the potential effect of undermining the power of ' collective' struggle. 

Struggle in this sense, also needs to be developed as a cohesive, collective movement - this 

often necessitates operating at the level of essentialism. This of course is not to say that 

individual concerns or small group differences are not also important, rather it suggests that 

some 'balance' is required. A significant point which ought to be made with respect to this 

thesis ' seemingly' giving little attention to any intra-community differences in Kaupapa Maori 

development is that there is little existing written .debate by Maori on such issues (other than 

that of Maori representing official government perspectives) and that Maori debate as such, 

is usually oral and delivered in oral forums and hui. To this end the author has participated 

both informally and formally in a wide range of hui over the last fourteen years related to 

Kaupapa Maori development. Indeed, the issues and debates canvassed in those forums have 

shaped and informed the writing and ideas embedded in this work. 
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Section Two : Introduction 

Section Two. 

Introduction. 

Tauparapara 

Tihei mauri oral 

Whakarongo, wh
.
akarongo, whakarongo 

ki te tangi a te manu e karanga nei, 

Tui, tui, tuia, 

Tuia i runga, tuia i raro, 

Tuia i waho, tuia i roto, 

Tuia i te here tangata, 

Ka rongo te po, ka rongo te po, 

Tuia i te kawai tangata i heke mai, 

I Hawaiiki nui, i Hawaiiki roa, 

I Hawaiiki pamamao, 

I hono ki te wairua, ki te whai ao, 

Ki te ao marama. 

Sneeze, the breath of life 

listen, listen, listen, 

to the shrill of the bird calling out, 

unite, unite, bind together; 

bind above, bind below 

bind witho11t, bind within; 

unite the people together; 

the night listens, the night hears, 

unite the descent lines 

.fi'om Hawaiiki the great, Hawaiiki the distant, 

from Hawaiiki far aivay. 

11•here the spirits are joined to the world of light, 

to the world of 11nderstanding. 

(Note: A traditional introduction to an orati on)  

This Section covers a broad span of issues related to research, methodology and theory . This 

expansive approach is important, in that it attempts to keep faith with the new formations of 

Maori resistance in the 1 980s and 1 990s that attempt to engage with and mediate multiple 

levels and shapes of exploitation and oppression in new ways. Kaupapa Maori as theory and 

praxis represents the evolving of a more sophisticated approach to Maori ' freeing' themselves 

from multiple oppression(s) and exploitation. In particular Kaupapa Maori as an intervention 

strategy, in the western theoretical sense, critiques and re-constitutes the resistance notions of 

conscientisation, resistance and tran.�formative praxis in different configurations. In particular, 

this work rejects the notion that each of these concepts stands ' individually ' ;  nor are they 
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interpreted in this analysis as being a lineal progression from conscientisation, to resistance, 

to praxis. The position argued in this work is that all components are important; all need to 

be held simultaneously; all stand in equal relation to each other, and might best be represented

in diagrammatic form as a cycle. For example; 

Praxis 

Figure 1.  

Conscientisation � 
Resistance 

A further point here is that individuals can enter the cycle from any position and do not 

necessarily (in reflecting on Maori experience within Kaupapa Maori interventions) have to 

start at the point of 'conscientisation' .  In  other words, individuals have been caught up in 

transformative praxis (e.g. taking their children to Kohanga Reo ), and this has led to 

conscientisation and participation in resistance. This is a significant critique of much of the 

writing on these concepts which tend to portray a lineal progression of ' conscientisation, 

resistance and transformative praxis '. Maori experience tends to suggest that these elements 

may occur in any order and indeed may all occur simultaneously. It is important to note as 

well that the arrows in the diagram go in both directions which reinforces the idea of 

simultaneous engagement with more than one element. 

One of the most exciting developments with respect to the organic resistance initiatives of 

Maori in the 1 980s, has been a discernible shift and maturing in the way resistance activities 

are being understood and practised. in that now. a greater emphasis is placed on attempting 

to take account of structural barriers . Some of the important structural factors which need to 

be accounted for are the economic. ideological and power dimensions which derive from the 
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nexus of 'state: dominant: Pakeha interests. ' (This issue is discussed in more detail in Chapter 

Two of this section). 

This section as a whole is attempting to accomplish two main objectives; 

I . establishing the validity of an academic/ organic/ political stance 

11. sustaining the validity of theory as an important component of such a stance

In general terms; the overall thesis is ' working' at two levels; it employs a range of theoretical

understandings and tocls to analyze Maori education and schooling and it also begins to 

develop and substantiate the organically derived intervention of 'Kaupapa Maori ' as a new 

theory and praxis of transformation. The total work critically engages with aspects of 

'western: Pakeha: dominant ' derived theory in order to elucidate 'what is'  and ' what is not' 

new about Kaupapa Maori educational intervention. This thesis does not reject the need for 

theory. Nor is this thesis anti-Pakeha: western theory. The position taken here is that all theory 

is important; the critical point is that ' theories' ,  because they are socially constructed 

phenomena, are likely to be laden with ' cultural ' and ' social ' ,  interests. In this sense the 

' validity' of a particular theory will obtain its true worth in the outcomes of its practice and 

application. Thus, the critical notion of praxis is important here. 

A substantive argument implicit throughout the thesis and in this section, is the necessity to 

' bring' theory into Maori intervention. This does not necessarily mean bringing Kaupapa 

Maori into Pakeha theory (or vice-versa) - rather it means, where appropriate, using existing 

theory to help understand .the theoretical elements which are already imbued within Kaupapa 

Maori praxis. In this sense, critical theory has provided a useful point of reference to help 

reveal and explain what ' might' be going on "theoretically' within Kaupapa Maori praxis. Nor 

is it a concern that at various points critical theory and Kaupapa Maori theory overlap and 

share common insights and critique. In fact, much of the · new· level of conscientisation of 

Maori has been derived from the direct teachings of critical theory. Despite these intersections, 

it is the ' praxis' dimension of 'Kaupapa Maori ' .  derived from its application and use within 

Maori ' driven· resistance initiatives and Maori community contexts which provides the Maori 

elements to the praxis and the theory of ' Kaupapa Maori ' .  
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This section of the thesis sets out a ' selection' of important methodological and theoretical 

issues. While the main theoretical underpinning which extends through all of the individual 

chapters of this section is situated within critical theories as applied to education, other 

theoretical insights are drawn upon to help clarify issues. Insights from a range of  sources, 

including official policy, Maori communities, practitioners, students and so on are also utilised 

across the chapters in this section. However, it is critical theory which provides the author 

(and this thesis) with a number of crucial understandings as well as providing the theoretical 

instruments of analysis which have assisted the processes of research as well as the critical 

interpretations. 

Chapter One canvasses a range of. issues related to the ' positioning ' of the author as 

'researcher' ,  as 'Maori ' ,  as ' academic' ,  as ' community person' ,  as 'activist' ,  as ' teacher' and 

so on, all of which will create some contradictions and difficulties for those who would 

adhere to more, ' positivistic' ,  ' scientific' ,  'neutral ' and ' objective' notions with respect to 

what they interpret as counting as ' valid' research. The ' organic intellectual ' stance adopted 

by the author provides a ' novel' and ' innovative' approach (with respect to educational 

research in the New Zealand context) .  In more ' traditional' academic terms perhaps, the 

approach taken by the author might best be described as ' an interpretive approach' as opposed 

to a traditional 'scientific' stance. An interpretive approach; 

' rejects the image of the practitioner as consumer of scientific theories and 

recognises instead that educational research must be rooted in the concepts and 

theories that practitioners themselves have acquired and developed to serve 

their educational purposes. It is, therefore, entirely correct to insist that 

educational research can not rely on methods and techniques designed to 

produce scientific �heories, but must instead adopt procedures for uncovering 

the theories in terms of which educational practices are conducted and made 

intell igible. I f  this connection between the theoretical accounts produced 

through research and the practitioner' s  own mode of thinking is not made, then 

the research wil l  be divorced from the theoretical context in which educational 
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practices are conducted and any educational character it may have will be hard 

to find. '  (Carr & Kemmis, 1 986:  1 1 7) 

The main aim of Chapter One is to openly declare the author's multiple 'positionings' in 

relation to Kaupapa Maori development - it being finally argued that
' 
these positionings are 

a strength of the thesis and add to the overall meaning of the project. 

Chapter Two considers the general question of what key elements need to be taken account 

of with respect to developing an effective transformative theory and praxis ' for' I by Maori. 

This chapter explores one important element which needs to inform any successful Maori 

transformative theory and praxis - the need to account, through culturalist and structuralist 

responses, for the nexus of Pakeha: state: dominant interests. This chapter examples how 

Maori have engaged in practical terms with this contestation with state: dominant: Pakeha 

interests. These contestations are complex and multiple. As such the interplay between these 

two interest groups is explored by analysing some examples of the multiple forms, sites, and 

levels of sfruggle between contested Maori and state interests. 

In Chapter Three, the structural implications of Kaupapa Maori praxis are explored with 

reference to a range of critical commentators. Kaupapa Maori approaches show 'new 

formations' of Maori resistance which begin to now take seriously, structural constraints 

derived from social, economic, ideological and political structures. Kaupapa Maori in practice, 

shows that increasing numbers of Maori are understanding of these barriers and constraints 

and are now attempting to respond to them within resistance initiatives such as Kaupapa 

Maori. 

Chapter Four explores the strong relationship between critical theory approaches and Kaupapa 

Maori . While Kaupapa Maori could be described as a critical theory approach itself - it also 

has a unique dimension which comes out of its ·praxis'  context. Kaupapa Maori is given 

impetus by its emancipatory vi sion of striving for 'tino rangatiratanga' ( self-determination, 

autonomy, independence) . This chapter seeks to rescue the notion of the ' utopian vision' as 
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being significant and important in evolving and practising transformative actions. The work 

of Jurgen Habermas is particularly helpful here in restructuring how 'utopian ideals'  can form 

an effective part of ' struggle' .  

The final chapter of this section uses Gramsci 's  notions of ' intellectuals' ,  ' hegemony' ,  

' counter-hegemony' and 'war of position' to summarise and tie together the constituent 

arguments across Section Two. Gramsci 's  insights not only help to understand what Kaupapa 

Maori transformative praxis is about, but also how it ' works' in practice. Furthermore, 

Gramsci ' s  notions of ' intellectuals' and 'war of position ' provide excellent understandings of 

how the author and the thesis itself are 'working' models of Kaupapa Maori transformative 

praxis. 
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Chapter One. 

Research Issues: Positioning the Researcher and the Research. 

Karakia Whakawaatea 

Te umu tirama 'nuku, 

Te umu tirama rangi; 

Ko koe kei te wetekia noatia e koe; 

Whiwhia ou ngakau, ou mahara; 

Kia puta ki te whaiao, ki te ao marama, 

Tena te umu o enei korero. 

Ka ma nga koromatua, 

Ka ma hoki tenet tangata. 

The power of 'nuku, 

The power of rangi; 

Will enable you to free yourself; 

Protect your soul and thoughts; 

To attain clarity and understanding, 

That is the power of these words. 

The chiefs are absolved, 

This person is also absolved. 

[He Karakia hei whakato te matauranga, no taku taha o Kahungunu] 

i. Preamble.

' I  believe that it is important that we situate our theories within lived 

experiences and, especial ly, that an author try to lay out the grounds - both 

political and personal for the claims that she/ he makes and for the stories that 

she/ he tells about what is happening in [this] society . '  (Apple, 1 993:  1 63 )  

This research, and the researcher, i s  situated i n  a unique and somewhat delicate position which 

can be generalised as a set of potential ly contradictory oppositions, between; 

I. academic and community interests 

J I .  Maori and Pakeha cultural interests 

u 1 .  Organic intellectual and traditional intellectual interests 

1v. subordinate(d) and dominant class interests 
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The tension arising out of these dual expectations and responsibilities place enormous 

pressures on the writer and the research. What needs to be made clear very early, is that this 

work and the researcher are not going to resolve all of the tensions portrayed here, nor the 

complex interface of these issues with each other. However, it is important for the writer to 

acknowledge their existence and to declare the intention of attempting to take account of these 

factors. 

Some comment needs to be made with respect to the guarded relationship- between many

Maori community members and 'academics: researchers: University '. Some Maori, for good 

reason, are extremely suspicious of academic research, researchers and Universities. Many 

Maori are also ambivalent about their children going to University - this reluctance to pursue 

academic study is often couched within the fears of their children 'becoming Pakeha' and 

being divided from their communities and iwi, so that they end up being educated out of their 

community contexts. Bell hooks has commented on this phenomena with respect to class 

interests; 

'They feared what college education might do their children's  minds even as 

they enthusiastically acknowledged its importance . . . .  No wonder our working 

class parents from poor backgrounds feared our entry into such a world, 

intuiting perhaps, that we might learn to be ashamed of where we had come 

from, that we might never return home, or come back only to lord it over 

them . . .  : (hooks, 1 989: 74-75) 

For this and other reasons Maori academics and researchers have to work carefully to 

overcome the reticence of the community towards academics and academic work. It is also 

partly the reason why the author has taken many years of careful work with and for Maori 

communities to establish and maintain strong ' organic' linkages. The associations and practice 

of the author with regard to the various communities in which he is ' submerged' , can never 

be taken for granted and have to be constantly worked at. The time-frame with regard to 

finally, feeling sufficiently confident of community support and backing has taken some 
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twenty years fieldwork and community ' immersion' .  This indicates some of the 'pre-requisite' 

ground-work which is necessary in order to claim to work 'organically' within and for 

communities. 

A substantial commitment and record of practising the politics of educational intervention and 

change has been established by the researcher in the field of Maori education over many 

years. This long-term commitment to practical involvement in Maori education, partially 

assists the task of establishing some 'community ' credibility in undertaking this thesis work; 

that is, within Maori, professional, iwi, whanau, Kura Kaupapa Maori, Te Kohanga Reo, 

Waananga, indigenous and traditional academic communities. The writer has long been 

involved in a range of Maori education developments both within and outside of the state 

education system. This work has always been with other people, and I do not wish to elevate 

my contribution as being any more significant than anyone else ' s  contribution. In the forty

five years of involvement (my whole life) in numerous aspects of Maori education 

development, and which extends over a wide range of experiences both within conventional 

state schooling and also, within Maori alternative frameworks, a constant feature has been the 

necessity to struggle for Maori ' space' within an unjust, oppressive educational system. 

This long term involvement in the politics of education and schooling has been a crucial part 

of the development of this thesis. In many ways the thesis represents a longitudinal study of 

the author 's  praxis within Maori education, covering the period since the 1 980s. At the core 

of this thesis is the reflective and reflexive praxis of the researcher, and of the Maori 

communities themselves. 'Time ' has been needed to assess whether or not 'meaningful ' 

transformation of Maori educational crises has in fact, occurred. Thus the lengthy time frame 

of the field work and community based praxis. is an important and significant consideration 

with respect to the overall research, aligned as it is, with the work of ·organic intellectual 

praxis ' .  

The motivation for  this intense. long-term involvement in Maori education, lies in  the 

importance which education and schooling assumes within society, and subsequently, its 
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potential to transform Maori social, political, cultural and economic circumstances. It is 

recognised that generally speaking, education and schooling are important sites to be 

' liberated' with respect to the reproduction of cultural domination, economic exploitation and 

political containment of Maori. While the struggles of other groups, for example, those formed 

around ethnicity, class and gender interests are also important, and may, very well intersect 

with Maori struggle, the primary concern of this thesis is targeted at the specific and urgent 

needs of Maori as the most significant group in crisis, as the tangata whenua (people of the 

land), as Treaty partner, and as a cultural group facing imminent language and cultural loss 

(c.f. Benton, 1 978). 

The commitment of the writer has not been to overthrow schooling and education in New 

Zealand per se; while one is concerned to liberate schooling and education to become a more 

democratic site for all students, the fact of the matter is that Maori have been attempting to 

change the state schooling system
· 
to be more accommodating of Maori interests for many 

years. This strategy has mostly been unsuccessful; those changes which have been made by 

the system have often been very slow and begrudgingly made - particularly where they are 

seen to conflict with dominant Pakeha interests. Expending energy trying to change the ' status 

quo' system to make ' space' for Maori needs, represents one of the 'old' formations of 

resistance. The ' new' Kaupapa Maori formation adopts the strategy of not overly engaging 

with the ' reluctance' of the system and concentrating on proactively setting up alternative 

structures and institutions. In the alternative framework, both the 'mode' and the ' institution' 

are able to be changed. In most of the old strategies of intervention, the ' institution' and its 

embedded structures have remained very much intact and the majority of change has been 

developed at the level of 'mode' ; indeed as a general isation, the emphasis of liberalist reform 

has often been aimed at the modal level rather than structures. 

Kaupapa Maori formations of resistance have as a central concern the need to find 

'alternative ' pathways which wi l l  allow Maori students to reach their full potential as ' Maori ' 

as well as provide access to the full range of societal opportunities. as (more) ' free ' citizens · 

of the world. This is not an · either/ or· choice: Maori parents have made clear in many 
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submissions, surveys, conferences and overt protest actions, that they want for their children 

an education and schooling that delivers excellent outcomes within both of these aims. It is 

the writer' s  position that conventional New Zealand schooling has shown historically that it 

is unable to deliver substantially on Maori language, knowledge 'and culture interests. New 

Zealand schools also have a consistent record of failing to make in-roads into the Maori 

learning crisis. It has been the inability of the New Zealand education and schooling system 

to produce meaningful change for Maori which has provided the motivation for the political 

work of the writer. The range of experiences which the writer brings to this project include; 

i. As a pupil or student within;

a kindergarten; a state primary school; a full-primary country school; an Intermediate 

school; a Maori Boarding School; a large University; a teachers College; 

ii. As a teacher in state schooling within;

a large urban intermediate school; a full-primary school; a secondary School;  

iii. As a teacher in Maori Resistance Schooling within;

a Te Kohanga Reo; a Kura Kaupapa Maori Pilot school; a Kura Kaupapa Maori 

School; a whanau waananga; 

iv. As a state tertiary educator, including as;

a lecturer in education at a large teachers College; a lecturer at a large urban 

university. 

v. As a teacher in Mao ri alternative tertiary settings, including as;

a lecturer at a tribal Waananga; 

vi. As an advisor, consultant, international comm entator on indigenous education

and schooling. 
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vii. As an active participant in numerous educational conferences and hui on

education and schooling. 

viii. As an advisor/ consultant to the Ministry of Education and Ministry of Maori

on education matters. 

ix. As ari activist, writer and commentator on Maori education development.

Actively participating in the development of Maori alternative education has involved both 

direct and indirect political actions including occupying a school, front-line teaching, policy

development, representations to government, teacher training, fund-raising, public protesting, 

producing curriculum materials and resources, involvement in management and advisory 

capacities, working 'bees ' ,  counselling, researching, publishing and theorising, 

The commitment of the writer has been organised around a philosophy seeking increased self

development opportunities for Maori in education and schooling. This is sought by attaining 

more meaningful control (' rangatiratanga' )  over the key aspects of the education and 

schooling of Maori, in order to have significant autonomy over resources, curriculum, 

pedagogy, and the institutional site. Given that Maori needs and aspirations are not necessarily 

homogenous, a range of genuine education options which offer successful pathways need to 

be developed. The problematic record of state schooling has convinced many Maori that some 

of these pathways must be outside of the state: Pakeha: dominant · system' .  A major activity 

to initiate change within Maori communities has been to assist the · conscientisation ' of Maori 

about the politics of schooling and education and to enabling the identification and de

construction of the hegemonies embedded within the ' taken for granted '  education and 

schooling system. Furthermore, encouragement has been given to take proactive and positive 

action to overthrow the burden of educational crises. These activities have been developed 

through critical writings, public forums, seminar presentations, conference contributions, 

media productions, community · hui ' (gatherings), Maori political forums, and direct teaching. 
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This thesis does not in itself purport to be an objective, neutral account of Kaupapa Maori 

development. It assumes a Maori perspective and is written to fully include Maori as a target 

audience. The topic itself, as a result of being critical of the existing conditions in education 

for Maori, is highly politically charged as a result of the wider societal context of dominant 

Pakeha social relations. The position of the writer, as a Maori man of Ngati Porou and Ngati 

Apa tribal descents, as a state trained teacher, as a parent of a Te Kohanga Reo and Kura 

Kaupapa Maori educated daughter, as member of a large whanau, (extended family) as a 

former Kura Kaupapa Maori teacher, as a Maori academic and as an educational critic and 

activist, are all important and necessary credentials in developing this particular research to 

more fully reflect a Maori perspective. However, whereas Maori people might view such 

' involvement' positively and as being a necessary prerequisite credential base to engaging in 

such research, non-Maori academic research conventions tend to see these ' involvement' 

factors as negatively impacting on the research with respect to the compromising of notions 

of ' objectivity' , 'neutrality' ,  and ' scientific' .  Suffice it to say that the writer is concerned to 

openly declare the Maori cultural impetus in the research, analyses, writing and presentation 

of this project. The position of the writer adopted here is reinforced by Michael Apple who 

observed that; 

'Autobiographical points are important for social theory as well, since critical 

theory often has its roots in senses of lived oppression . . . .  ' (Apple, 1 993 : 1 67) 

ii . The position of the researcher.

In terms of research methodology, this thesis has been developed from the standpoint of a 

participant observer, that of a Maori professional educator, parent, commentator and activist 

in the area of Maori education. These roles are significant ' entry' points with respect to 

understanding the ' inside' perspectives which are able to complement the more formal, 

external research methodologies, such as literature reviews, observations, interviews etc. It is  

acknowledged that an extensive l iterature exists which points to the pit-falls and short-comings 

of such research, particularly from within the field of Anthropology with respect to 
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ethnographic approaches, (see Smith, G. (ed.), 1 992 [e] ; Smith, L.T. ,  1 995 ;  Royal, C., 1 994). 

However, anthropology and anthropologists have also been cautiously and suspiciously 

regarded by Maori and by indigei:ious people more generally as the following letter suggests; 

'Dear S ir, 

This is to advise that the Government of Province do not want
· 
to accept any 

more anthropologists entering the country to come to Milne Bay Province to 

carry out research on my people. The reason for this is that since the days of 

Dr. Malinowski, that famous anthropologist, hundreds of these creatures have 

carried out so many researches on the lives of my ancestors and even now are 

still carrying out research on my people. Voluminous amounts of books, theses 

and academic publications have been published on the private and intimate 

lives of my people. 

Much of these academic publications benefited the anthropologists themselves 

and other big time academics. My people who were used as guinea pigs got 

nothing out of these researchers . 

Please kindly advise all foreign anthropology researchers that we do not want 

them carrying out any more research on my people . '  (This letter was written by 

the Premier of Milne Bay Province, Papua New Guinea, Mr. Leppani Watson 

and was sent to the Immigration Department - Survival International News, 

No. 1 4, London, 1 986: 7) 

The researcher in this study makes no claims about the neutrality of the research or the 

researcher, and indeed, would be at pains to make clear the immersion of the researcher in 

the everyday contexts of Maori educational and schooling communities, including the politics 

and events on which this thesis has been based. A selection of reminiscences reflecting on the 

writer' s  background and experience has been included as a supra-text to this thesis in order 

to openly disclose some of the personal influences which inevitably shape the writer' s  views 
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and subsequently this thesis. It is therefore important that the reader accepts the responsibility 

to read and interpret this work critically, with the clear understanding that this thesis, (and I 

would argue most theses) will contain the biases and the prej udices of the authors themselves. 

Having declared this position, I would also argue that this thesis attempts to be an 'objective' ,  

accurate and reliable account without making claim to the 'truth' ,  in acknowledgement of  the 

critical theory position which challenges the social constructed-ness of 'truth' and the 

scientific reification of what is to be regarded as ' fact' .  

I t  should also be  understood that many Maori communities and individuals remain highly 

suspicious of any research in which they are constructed as the ' subjects' (worse still perhaps, 

as ' objects ' )  (c.f. the critique developed by Bishop & Glynn, 1 992). It is often enormously 

difficult for outsiders, for example non-Maori, academics or government officials to get too 

close to Maori research settings without major compromises made by Maori themselves or by 

the researchers, academics and officials. Access in such circumstances is usually achieved only 

after major concessions have been made to the, ostensibly, ' neutral ' research design. A Maori 

academic researcher, writing from an insider perspective is relatively better positioned to 

ultimately contribute significantly within a field that is generally bereft of research on Maori 

done by anyone, Jet alone by Maori academic researchers. In any event this research will 

make a contribution in an area where there is currently little or no existing research, both in 

Aotearoa and in other indigenous situations across the world. 

Having pointed out that a Maori researcher has some advantages in entering and accessing the 

field, it i s  also true to acknowledge that being a Maori researcher in a Maori research setting 

also has disadvantages. Maori communities and individuals often remain highly suspicious and 

sceptical of any researcher, Maori or Pakeha. This caution has resulted from past experiences 

where research on Maori has often been undertaken to the eventual detriment of Maori 

communities. Maori researchers find it extremely difficult to remain aloof from the Maori 

communities they are 'part of' whether they like it or not. In these situations the expectation 

to participate and contribute to all aspects of community (and national Maori life) activities, 

which is not only demanding and tiring, it can also interfere with the best laid research plans 
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and intentions. This reticence towards research and researchers is also fuelled by the fact that 

little has changed with regard to the marginal social, economic, political, educational or 

cultural positioning of Maori despite the promises of the implied benefits of research. 

iii. The role of the intellectual/academic.

Notwithstanding Gramsci 's ( 1 97 1 )  critical commentary on the role and functioning of the 

intellectual, which is picked up at the end of section one, there are important issues which 

need to be canvassed with respect to the author; as a Maori, as an academic, as a professional 

educator, and as a community person. 

The role of the intellectual with respect to developing transformative outcomes has been the 

subject of wide debate within s�cial theory and often creates particular concerns for 

researchers of colour. It is important to acknowledge some of this background in dealing with 

issues arising from the position of the writer as a Maori in relation to this work. It seems that 

it has been particularly important for 'black' researchers to ' cover' themselves with respect 

to charges of 'bias' and 'political interest' when they are researching within their own 

communities. While one feels an inclination to resist this defensive trend and not to perpetuate 

what seems to be an ' apologetic' stance in the face of a ' white' dominated research tradition, 

some of the issues related to ' black' academics and research need to be restated in an effort 

to make space for different cultural approaches to research. The contradiction here is that 

there is very little critical commentary on the role of ·white' academics promulgating research 

within ' white' communities. 

W.E.  Du Bois, the early african-american sociologist was able to draw on his personal 

background experiences and situate these in a historical and cultural context. In doing so he 

was able to give credence to the unique perspective of a black man in the white dominant 

society of America. Du Bois has reflected on the dilemma of being a black academic caught 

in the contradictory circumstances of simultaneously being committed to academic objectivity 

and social justice. However, these two concepts are not always incompatible. In his essay 
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' Souls of the Black Folk' ( 1 903), Du Bois captures this unique positioning as a black 

academic researcher and activist writer, in the notion of 'double consciousness' .  James 

Farganis has noted; 

' It was Du Bois' s belief that sociology should combine theory arid empirical 

study; that abstract theorizing without empirical grounding was as empty as 

factual study without some guiding generalizations. Du Bois's  reflective essays 

in ' The Souls of Black Folk' and elsewhere draw on his personal experiences 

and situate these in a historical and cultural context. They give expression to 

the unique vision of a black man in white America, captured in the idea of 

' double consciousness' .  Apart from his singular efforts in establishing the 

legitimacy of an empirical sociology of the African-American, Du Bois 

embraced the role of activist and public intellectual, thereby uniting his 

intellectual gifts in the· service of the cause for equal justice. In bringing 

together theory and action, Du Bois abandoned the early teachings of Max 

Weber and came closer to the praxis of Karl Marx. His life as an empirical 

sociologist and public intellectual captures the dilemma of being a black 

academic, at once committed to objectivity and social justice . '  (Farganis, 1 996: 

1 3) 

Jacquelyn Mitchell writing in the Harvard Education Review expressed another aspect of the 

dilemma of being a black researcher, stating that; 

' Minority researchers involved in struggles like mme will realise that the 

contradictions and ambivalent feelings that they experience are not simply 

personal problems, rather they are an aspect of being a minority in a white

dominated society' (Mitchell, 1 982: 27-44) 

Hazel Carby raises other criticisms, which project the dilemmas encountered by black 

researchers in different terms. She raises the difficulties of an ' internal colonialism ' within 
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the ' discipline' (broadly speaking and which embraces the range of women' 'L s groups u"'._� 
'women' s  studies to feminist studies') ;  

' It is  only in the wrhings by black feminists that we can find attempts to 

theorize the interconnection of class, gender and race as it occurs in our lives 

and it has only been in the autonomous organisations of black women that 

we have been able to express and act upon the experiences consequent upon 

these determinants. Many black women had been alienated by the non

recognition of their lives, experiences and herstories in the WLM. Black 

feminists have been, and are still, demanding that the existence of racism must 

be acknowledged as a · structuring feature of our relationships with white 

women. Both white feminist theory and practice have to recognise that white 

women stand in a power relation as oppressors of black women. This 

compromises any feminist theory and practice founded on the notion of simple 

equality . '  (Carby, 1 982: 2 1 4) 

Frantz Fanon a black activist and French intellectual from Algeria has argued that ' native 

intellectuals' had an important role to play in developing transformation and in the crucial 

activity of de-colonisation. Native intellectuals had more access to power and more resources 

at their disposal to engage in transformative work. Fanon argued that native intellectuals must 

use their intellectual and material resources to aid in the liberation o f  the colonised. He 

developed a powerful critique of colonisation, not least of which was the colonisation of the 

native intellectual; 

' The colonialist bourgeoisie, in its narcissistic dialogue, expounded by the 

members o f  its universities, had in fact deeply implanted in the minds of the 

colonized intellectual that the essential qualities remain eternal in spite of all 

the blunders men may make : the essential qualities of the West, of course . '  

(Fanon, 1 96 1 :  36) 
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Ngugi Wa Thiong'o  in his book 'Decolonising the Mind' ,  makes the following remarks with 

respect to encouraging African writers to establish an indigenous canon; 

' In other words writers in African languages should reconnect themselves to 

the revolutionary traditions of an organised peasantry and working class in 

Africa in their struggle to defeat imperialism and create a higher system of 

democracy and socialism in alliance with all the other peoples of the world. 

Unity in that struggle would ensure unity· in our multi-lingual diversity. '  

(Ngugi W a  Thiong'o, 1 986: 30) 

bell hooks raises yet another perspective about the role of ' black' intellectuals; 

' Within a white supremacist, capitalist, patriarchal social context like this 

culture, no black woman can become an intellectual without decolonising her 

mind. Individual black women may become successful academics without 

undergoing this process and, indeed maintaining a colonised mind may enable 

them to excel in the academy, but it does not enhance the intellectual process. ' 

(hooks, 1 989: 1 60) 

All of these ' black' academics make vanous critical comments on the position of the 

researcher. The common denominator is that promulgating research from a minority, dis

empowered position is a risky business and requires some courage, particularly when the 

dominant group are to be directly challenged. What is at stake here is a credibility issue 

deriving from the question of 'what counts as an academic ' .  It is not the intention of the 

writer to provide an 'explanation' to 'bridge' the cultural gap between the ' taken for granted' 

Pakeha determined notions of 'what counts as academic ' or 'what counts as research' . This 

position is taken because the thesi s, as it is at pains to argue, assumes the Kaupapa Maori 

stance of the validity and legitimacy of Maori knowledge and cultural ways of doing things. 

This is the transformative praxis of Kaupapa Maori in action. It is not the intention here to 

contradictorily participate in forming [my own] oppression by acknowledging the superiority 
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of different cultures - this is a central argument of this thesis. 

vi. Transformative research.

Paulo Freire is a major influence in the theorising of transformative social theory. Freire 

placed emphasis on the humanistic bases of revolution with its roots in collective praxis. 

Conscientisation is a key principle in motivating people to resist and to ultimately undertake 

transformative action. Freire' s  posits an almost lineal progression from conscientisation, to 

resistance and then to praxis. ' Conscientisation' here, is seen as beginning a process by which 

people come to know their 'true' reality and become more aware of the constraints on their 

lives; resistance is seen as the resolve to take action to transform these circumstances; praxis 

involves people in taking the necessary critical and reflective actions to transform a set of 

oppressive or exploitative circumstances. In this way, the oppressed are able ' to become more 

fully human' . 

In a lineal perception of 'conscientisation - resistance - praxis ', praxis can not exist without 

or outside of conscientisation, that is, conscientisation provides the impetus for transformation 

and praxis or put another way, praxis is predicated on conscientisation. For Freire, 

conscientisation is prerequisite to people transforming the world. This lineal progression is 

implicit in the following comment; 

' It is only when the oppressed find the oppressor out and become involved in 

organised struggle for their l iberation that they begin to believe in themselves .  

This discovery can not be purely intellectual but must involve action; nor can 

it be limited to mere activism, but must include serious reflection: only then 

will it be a praxis' .  (Freire, 1 97 1 : 4 1 )  

Conscientisation relies on the oppressed to recognise that their every day thinking has been 

conditioned and that their consciousness can be freed from this conditioning. Conscientisation 

is a permanent critical approach to reality in order to reveal it and to also discover the myths 

that obscure it and which help maintain the oppressing, dehumanising structures - Freire has 
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commented; 

' to exist humanly is to name the world, to change it' (Freire, 1 97 1  : 6 1 )  

For Freire, education i s  either liberating (teaching people to be free) or domesticating (getting 

people to accept their oppressive conditions) . Freire has focused on the role of l iteracy in 

schooling and makes the point that if l iteracy is not to be domesticating then it must be part 

of a process of conscientisation. 

Frantz Fanon makes a most significant point on the nature of struggle and transformation. For 

him, ' real' decolonisation comes through the actual ' struggle '  for freedom. He maintained that 

the ' granting of freedom' without a fight was a 'false freedom' .  Freedom without struggle was 

seen to obscure unequal social relations. In this view freedom comes; 

' . . . . .  to mean simply the granting of permission to eat at the master's  table , 

assume his [sic] attitudes, and adopt his behaviour. Worse still, he feels 

grateful for hollow proclamations and camouflaged slavery. The change he has 

undergone is superficial and deceptive. It is simply a shift of one style of life 

to another, not a fundamental transformation from one life to another . . . . . . . . .  ' 

(Fanon, 1 96 1 ;  quoted in Stewart, T.;  Seminar presentation, Education 

Department, University of Auckland, 1 992) 

This point is particularly relevant in considering some of the difficulties associated with Te 

Kohanga Reo and Kura Kaupapa Maori development. Some parents now drop off their 

children at these sites as they would at any other · ordinary' schooling option - because they 

have not participated within the struggle to establish these schools, consequently they have 

not developed the level of political conscientisation to effectively access the full potential of 

the transformative opportunity. While this situation puts strain on the Kaupapa Maori Kura 

philosophies and practices, many of these parents eventually become fully committed and 

conscientised participants in these schoqls. The point here, is that the Maori examples of 
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Kaupapa Maori resistance, are ' inclusive' of most parents - despite where they might be at 

politically in the initial stages. The Kaupapa Maori approach recogruses that parents may enter 

the struggle at different stages of conscientisation. Contrary to the linear sequencing of 

'conscientisation - resistance -praxis ' discernible in Freire' s  and others' wo!k, in the Kaupapa

Maori instances, conscientisation (and resistance) are not necessary prerequisites to enabling 

participation in transformative 'praxis' . This point is elaborated in more detail later in this 

work. 

This thesis is concerned to focus on ' transformative praxis' as a central issue for Maori in the 

1 980s. Maori alternative schooling initiatives in this period, invoke all three factors, 

'conscientisation - resistance - praxis ' in an effort to transform Maori educational crises and 

to promote the revitalisation of Maori language, knowledge and culture. This ' lived' and 

'dynamic'  component (praxis) is summarised in the following powerful quote; 

' To take part in the African revolution it is not enough to write a revolutionary 

song; you must fashion the revolution with the people. And if you fashion it 

with the people, the songs will come by themselves, and of themselves. 

In order to achieve real action, you must yourself be a living part of Africa 

and of her thought; you must be an element of that popular energy which is 

entirely called forth for the freeing, the progress and the happiness of Africa. 

There is no place outside of that fight for the artist or the intellectual who is 

not himself concerned with and completely at one with the people in the great 

battle of Africa and suffering humanity . '  (Toure quoted in Fanon. 1 967 :  1 66)  

1 sense, and this is certainly Maori experience. effective transformative praxis inevitably 

�s · struggle ' .  In the Kaupapa Maori developments, where ' Struggle' has been involved, 
'\bo have had t� struggle are �ore resil

'

i�nt, more certain and more ada�ant in respect

. mpapa. The importance of struggle is also commented upon by Freire; 
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' The struggle for humanization, for the emancipation of labour, for the over

coming of alienation, for the affirmation of men [sic] as persons woul_d be 

meaningless. This struggle is possible only because dehumanization, although 

a concrete historical fact, . is not a given destiny but the result of an unjust

order that engenders violence in the oppressors, which in turn dehumanizes the 

oppressed. 

B ecause it is a distortion of being more fully human, sooner or later, being less 

human leads the oppressed to struggle against those who made them so . In 

order for this struggle to have meaning, the oppressed must not, in seeking to 

regain their humanity (which is a way to create it), become in turn the 

oppressors of the oppressors, but rather the restorers of the humanity of both. 

This, then, is the great humanistic and historical task of the oppressed: to 

liberate themselves and their oppressors as well . '  (Freire, 1 97 1 : 2 1 )  

I n  the 1 980s Maori have reformed their resistance struggle beyond the culturalist agenda 

alluded to by Freire in the above quote. However, that is not to say that what Freire has 

outlined is not important, but that it only constitutes part of the struggle. The economic 

reforms around the libertarian ideologies have made Maori more aware of the powerful 

influence of structuralist deterministic barriers related to power, ideology, economics and 

politics. 

vii. An Analytical Framework: Mode - Institution.

This thesis uses an analytical framework by which schooling and education can be assessed 

for its supportiveness (or otherwise) of Maori aspirations and needs. This model is able to be 

employed to provide a consistent way of assessing various Maori education centres of learning 

with respect to its potential to provide meaningful (successful) educational outcomes for 

Maori . This framework examines two principal sites of interaction: the mode or practice of 

schooling and education and the institution or site of schooling and education. This framework 
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is used to clarify where ' contested interests' are occurring with respect to Maori education as 

well as provide an instrument by which to gauge the limits and capacities of liberalist, Pakeha 

initiated interventions which have tended (mostly unsuccessfully) to concentrate on developing 

changing Maori circumstances by initiating culturalist, rather that fu�damental structural 

change. Kura Kaupapa Maori strategies, put both the ' modal ' and ' institutional ' aspects of 

schooling and educational learning sites under critical scrutiny. As a generalisation, most of 

the pre- 1 984 liberalist solutions to Maori educational crises, attempted to make modal 

adjustments and modifications, looking at the pupils, the organisation and administration of 

schools, classroom practice, teacher expectations, the curriculum and so on. Structural 

investigations, following the influence of the new sociology of education, seldom took the 

component parts of these modal critiques collectively; few commentators, apart from I l lich, 

Freire and one or two others, took the whole, collective institution of schooling to task. The 

falsely conscious underpinning here is the belief that schooling (a) is important, and (b) can 

be fixed. To some extent, Kaupapa Maori alternative schooling, begins to ask some tentative 

questions about the 'whole' institution of schooling. This is evident in the shift to alternative 

sites and structures; in this sense Kaupapa Maori is arguing that modal adjustments are merely 

tinkering, and that a more meaningful transformation is achieved by changing the institutional 

structures as well. For example, 'Taha Maori ' curriculum initiatives merely change the 

curriculum (mode) - they do not engage with institutional structures related to power, ideo logy 

or architecture or space. Most ' bilingual ' units change the mode but maintain the same 

institutional form and structures - Kaupapa Maori schools critique these options as 

reproducing the same institutional impediments (Pakeha: state: monocultural: dominance) and 

for this reason, have attempted to change the institution structures by moving outside of 

schools and into alternative sites. Also, some Maori pre-school initiatives (including some 

' Kohanga' ) have been established as alternative institutional sit':!s and have for all intents and 

purposes, Maori determined structures, but they are operated on a Pakeha oriented curriculum 

and management structure. 

The ' mode - institution' framework will assist in distinguishing between two distinct locations 

of emancipatory potential; 
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a) the institutional level

b) the modal level

The ' site of oppressive action' and therefore 'the site of emancipatory action' may not simply 

be located in the structures of the 'mode' ,  it may also be located within the structures of the 

institution. For example, the emancipatory potential which is contained in Te Kohanga Reo 

is not only situated within the culturally preferred mode (Maori language, Maori values, Maori 

customs, - that is practices and behaviours etc.), it is also contained in the struCtures of the 

institution (the building, the locality, the environment, the context, - that is Maori determined 

and owned institutions [all Te Kohanga Reo must be owned by the Kohanga Reo Whanau]) .  

Thus a central organising concept within Te Kohanga Reo such as the notion of 'whanau' ,  

intervenes as an institutional structure and context, and it  also intervenes at the modal level, 

at the interpretative level of whanau practice and relations as embodied in the term 

'whanaungatanga' , or indeed within both sites. Basil Bernstein 's  commentary (Bernstein, 

1 982) on codes, modalities and the processes of cultural reproduction is also a useful 

understanding here. In this regard, the liberal education solutions of ' making the institutions 

more responsive' by adding additional resources (e.g. Lawton, 1 975 ;  Musgrove, 1 966) or 

indeed adding cultural content to the curriculum and pedagogy, have been abject failures. In 

these instances there has been no serious attempt to quantify the notion of emancipation 

(transformation) ; for example; 

i . What counts as emancipation?

1 1 .  Who determines what is to count as emancipation?

iii. Emancipation for whom?

iv. Emancipation in whose interests?

v. Who prioritises what ought to be emancipated?

The ' Mode - Institution' model provides a conceptual framework to take a more coherent 

account of the multiple sites of investigation in order to systematically reveal the 

emancipatory potential of various educational and schooling interventions into Maori 

education crises. This model reframes the structuralist - culturalist dichotomy, given the 

fundamental argument of the overall thesis which is to argue that meaningful intervention (as 

in the conscientisation - resistance - transformative praxis model) into these crises, must 

89 



Section Two : Chapter One 

engage with and develop change in both areas, at the institutional level and the modal level. 

This model should provide a framework to; 

i) make explicit wher� impediments exist within the institutions and within the

modes

ii) identify the factors which ought to be struggled over in order to develop more

meaningful change

iii) assess the emancipatory potential contained in various strategies, whether at the

institutional or modal levels (or both)

iv) take account of a complexity of interrelated variables which need to be

considered.

The mode potentially offers a site of discursive emancipation, and is therefore an eminently 

more difficult site of struggle to analyze as compared to the institution. As another example, 

the Treaty of Waitangi at one level can be regarded as an institution, but what comes out of 

the Treaty is mostly mode, not institution. For example, the commodification of the Treaty 

within the government's notion of the 'Fiscal Envelope' (that the Treaty can be ' fully and 

finally' settled by the year 20 1 0  by monetary settlement and compensation for past 

grievances) demonstrates the way in which the Treaty is viewed by state: Pakeha: dominant 

interests, as being composed of 'property rights' only; what is overlooked is the institutional 

components of the Treaty which pertain to ' personal rights' ,  such as ' self-determination' (tino 

rangatiratanga), equality, protection, legal rights, etc - all of which can not be commodified 

into a monetary settlement. In this sense these are institutional rights. 

Modes may be bureaucratic, co-operative, exploitative and oppressive. Hegemony operates 

through modes. However, despite several attempts to change Maori crises within schooling 

and education by changing and intervening at the modal level, little has in fact changed for 

Maori . It is for this reason that Maori have begun to also engage in transforming the 

institutional context as well .  

I t  i s  useful to assess the emancipatory potential of institutions on  the level of incorporation 
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that i s  asserted both in terms of the structures (institution) and in terms of the practices 

(mode) . For example to what extent do the following Maori institutions exhibit incorporation 

at the institutional and modal levels; 

- Maori Studies Departments in Universities 

- Waananga 

- Bilingual Units 

- Taha Maori curriculum 

- Te Kohanga Reo 

- Kura Kaupapa Maori 

- The Treaty of Waitangi 

Within the New Zealand context of unequal power relations between dominant Pakeha and 

subordinate Maori interests some important questions arise. For example, is it possible for 

education and schooling sites to have real emancipatory potential just at the institution or 

mode levels? What are the limitations placed on mode within an institution? Are indigenous 

people struggling over modes or institutions? 

Carr and Kemmis offer a succinct explanation of why such a model which draws a distinction 

between mode (practices) and institutions is important in developing a critical research stance; 

' The fourth requirement of an educational science was that it should be able 

to expose those aspects of the social order which frustrate rational change. and 

to offer theoretical accounts which allow teachers and others to become aware 

of how they may be over-come. The way in which action research meets this 

requirement can be clarified by discussing the relationship between educational 

practices and educational institutions. the participatory and collaborative 

character of action research and the role of ' facilitators' in the action research 

process. It can be further demonstrated by showing how different forms of 

action research offer different amounts of scope for educational change and by 

examining the relationship between educational action research and educational 

reform. The overall reason for discussing these matters is to show how action 
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research moves from the passivity of interpretive social science to a critical 

stance which is committed not only to understanding the social world but also 

to changing it. '  (Carr & Kemmis, 1 986: 1 94) 

The tensions in the ' institution - mode' model can represented diagrammatically; 

INSTITUTION 

Bilingual schools 

Taha Maori 

Maori Studies 

Te Kohanga Reo 

Kura Kaupapa Maori 

Waananga 

Figure I. 

MODE 

Kaupapa Maori/ 

conventional 

Conventional 

Conventional 

Kaupapa Maori 

Kaupapa Maori 

Kaupapa Maori/ 

Conventional 

INTERESTS 

State, Market, Maori/Pakeha 

culture, 

State, Market, Pakeha/Maori 

culture, 

State, Market, Pakeha/Maori 

culture, 

State, Market, Maori culture 

State, Market, Maori culture 

state, Market, Maori 

[Note: some institutions can operate in both conventional and Kaupapa Maori modes. In such instances an institutional 

accomodation m ight be made, for example an ' institution within and institution' structure; a separate unit or bui ldings 

in which Kaupapa Maori is practised. Another key factor is the calibre of individual teachers and the teachers and 

principal of the school as a whole. Interests in the above table refer to the organ ising interests of both institution and 

mode; these interests are often competing and as well they may overlap and negate each other]. 
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viii. Summary. 

In summary, the research and researcher issues raised in this chapter relate to the author' s  

approach of incorporating the elements of  'praxis' in  both the form and content (the process 

and structure) of the thesis. This work has taken many years to bring to this stage, reflecting 

the organic positioning of the writer. The reasons for this are; 

1. the time required in developing a longitudinal assessment of transformative

praxis.

11. the necessity to develop credibility (and maintain the integrity of the

researcher) within Maori communities by not simply rushing in and 'ripping

off · communities in order to obtain personal credentials.

iii . the 'new' formations of transformative action and intervention and therefore

the ' new' potential for a successful intervention into Maori educational and

cultural crises.

On the other hand, this thesis is not just about Kaupapa Maori development, it is also about 

the writer' s  praxis in engaging in, and working within a Kaupapa Maori framework since the 

1 980s. This project is not a definitive summary of Kaupapa Maori alternative education and 

schooling, rather, it is more a description and analysis of Kaupapa Maori development to this 

time ( 1 996), mainly, but not exclusively within education sites. A significant contribution 

made by this work is in the modelling of the writers ' praxis' alongside the theorising of 

Kaupapa Maori more generally and as being transformative of Maori educational and cultural 

crises, that is, the writer is concerned to 'practice what is being preached' .  
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Chapter Two. 

The Dialectic Relation of Theory and Practice in the Development 

of Kaupapa Maori Praxis. 

Pa Harakeke 

Tiakina te whanau pa harakeke 

Tiakina a Rangi raua ko Papa 

Tiakina to awa 

Tiakina to maunga 

Tiakina to whanau 

Tiakina to hapu 

Tiakina to iwi 

Tiakina te rangatahi 

Tiakina nga koroua me nga kuia 

Tiakina te rangimarie me to aroha 

Tiakina te whanau pa harakeke kia 

ora ai te iwi Maori 

The Flax Bush 

look after the flax bush ivhanau 

look after Rangi and Papa 

look after your river 

look after vour mountain 

look after your whanau 

look after your hapu 

look after your iwi 

look after the young ones 

look after the Koroua and Kuia 

look after peace and love 

look after the flax bush ivhanau so that 

we the iwi Maori, may live forever 

[This poem was written and trans lated by Kapua Smith, aged eight years old; a student at the Kura Kaupapa Maori 

o Maungawhau; 1 990) 

This chapter engages in a free rangmg discussion of some important characteristics of 

Kaupapa Maori theory and praxis. In particular, this chapter is concerned to show some 

examples of significant culturalist and structuralist issues which an effective transformative 

theory and praxis for Maori must take some account of. Some of the crucial factors which 

transformative theory and praxis must take account of (which are derived from a number of 

shaping influences and which are also summarised in Chapter Three and in the Concl uding 

Commentary in this section) are structural impediments related to economics, ideology and 

power which coalesce within a nexus of 'dominant: Pakeha: state ' politics - (this nexus of 

interests is often glossed in the generalisations of 'Pakeha' or ' the system' ). Kaupapa Maori 
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theory and praxis responds to ' this call to arms' against structured ' state : Pakeha: dominant 

interests' within a cycle of 'conscientisation, resistance and transformative action ', not always 

successfully, but the key issues here are; 

i .  that there is a ' conscientisation, resistance, transformative action' response to 

structural impediments, 

i i . that ' conscientisation, resistance, transformative action' is flexible enough to

accommodate the ' ups' and ' downs' of struggle; in that some gains are made and 

some are lost, but these wins and losses have to absorbed without disturbing the 

overall emancipatory v1s10n (compare here Habermas' notion of ' incremental 

victories' )  

i i i .  that the ' local issue' transformative impetus in the cycle of  ' conscientisation, 

resistance and transformative action' is held together by a larger emancipatory proj ect 

or ' utopian vision' . 

The discussion in this chapter gives some insight into the dynamic aspects of contestation 

between Maori interests (mediated by Kaupapa Maori theory and praxis - informed by 

' conscientisaton, resistance and transformative action')  and ' dominant: state: Pake ha' politics. 

This broad canvassing of some of the issues involved in the educational and schooling 

struggle, marked by 'thrust and counter-thrust' ,  will enable the reader to; 

a. begin to identify some key issues which Kaupapa Maori theory has to explain and

respond to, 

b. begin to identify what some of the minimum requirements of an effective theory

of transformative praxis within the Aotearoa context might be. 

While these considerations are important in showing the linkages between · Kaupapa Maori 

theory and praxis' and a critical theory approach, not all of the answers to these questions will 

be found in this chapter. This chapter seeks merely to exemplify some of the issues, processes 

and dy�amics of how ' Kaupapa Maori theory and praxis' is both made and re-made 'on the 

job ' .  Further complementary and supportive evidence is developed throughout this thesis and 

in particular, a summary of elements which define Kaupapa Maori theory and praxis more 

precisely, are included in the Concluding Commentary to this section. The significant interface 
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of critical theory understandings and 'Kaupapa Maori theory and praxis' ,  for example, is 

explored in more detail in other chapters in this section. In more pragmatic terms a study of 

Kaupapa Maori theory and transformative praxis is important, because; 

I .  i t  is  a Maori defined and organically developed intervention strategy, and 

therefore has an immediate empathy with the group (Maori) for whom it is 

meant to be transformative, 

II. it develops change at both the culturalist and structuralist levels, that is, it deals

with the liberal education agenda as well as structural concerns related to

economics, ' ideology and power, e.g. it engages wi�h the economic reforms of

the 1 980s,

m .  it attempts to respond to the failure of state schooling in  regard to high levels

of Maori underachievement by developing a critique of state schooling and its

impediments,

iv. it connects closely with critical theory understandings and develops a theory

and praxis of transformation,

v. it  has the potential for a wider application and intervention into a range of

Maori crises,

vii. it critiques liberal reforms and posits the need for more fundamental structural

change,

vni . it critiques and extends the conscientisation, resistance, transforrnative praxis

cycle, to emphasise transformative outcomes.

In terms of a ' working' definition (given that Kaupapa Maori is constantly being made and 

remade within praxis), " Kaupapa Maori ' is the ' inclusive' term which Maori people 

themselves employ to describe; 

'A  Maori way of thinking and doing things which feels culturally appropriate 

and which takes seriously our [Maori] aspirations· - (Fieldnotes: Maori 

secondary school teacher: 1 990) 
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Kaupapa Maori theory has also been given definition within lectures at the University of 

Auckland; 

' Kaupapa Maori theory builds on the ' Kaupapa Maori ' foundations of taking 

for granted the validity and legitimacy of Maori language, knowledge and 

culture. Kaupapa Maori theory emphasises the critical theory intervention 

potential within the logic of ' organic' Kaupapa Maori practice; it is also 

important to distinguish the theory and practice components in order to reveal 

the 'praxis' elements which are embedded in this concept as well, that is, the 

dialectic relationship of ' theory and practice' which evolves through critical 

reflection and subsequent adjustment. This can be summed up in the words; 

[re]act (practice), reflect (theory) and reflex (praxis) . '  (Smith, G.H., Lecture 

notes, 1 993) 

The whole of this thesis examines the transformative potential embedded within the Maori 

educational and schooling initiatives of Te Kohanga Reo (immersion Maori pre-schools) and 

Kura Kaupapa Maori (immersion Maori primary schools), Kura Tuarua (immersion Maori 

Secondary Schools), and Waananga (tertiary institutions) . It is not intended to provide a 

definitive history of the development of these alternative education developments, that aspect 

being covered elsewhere (e.g. see Smith, G.,  1 986 [b] , 1 986 [c] , 1 988  [b] , 1 990 [g] ; Sharples, 

1 989; Irwin. 1 990; Walker, 1 990; Nepe, 1 99 1 ;  Rata, 1 99 1 ;  Smith, G. & Smith, L. ,  1 990; 

Smith, L . ,  1 995;  Rae, 1 996) . What is of concern here, is how the core element of 'Kaupapa 

Maori theory and praxis' which is central to all of these Maori education alternatives, is made 

and re-made ' on the job' ,  in the day to day engagements with respect to multiple struggles, 

in multiple forms, in multiple sites and at . multiple levels. This chapter, simply gives an 

insight into some of complex shapes of struggle between subordinate( d) Maori interests and 

dominant Pakeha interests within the education and schooling arena. 

Kaupapa Maori is not a recent phenomenon. . . . .  

While Kaupapa Maori as a strategy fo r  transformation has evolved within the praxis o f  Te 
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Kohanga Reo and Kura Kaupapa Maori, it needs to be acknowledged that similar ' theory and 

practice' is  discernible within the work of past leaders such as Te Kooti Rikirangi (Binney, 

1 995 ;  Best, 1 925;  Belich, 1 986), Apirana Ngata (Ramsden, 1 948 ; Salmond, 1 980) and Te 

Puea Herangi (King, 1 977; Pei Te Hurinui Jones, 1 959) .  More recently the coining of the 

phrase ' Kaupapa Maori theory' to describe the critical theory alignment with key elements of 

Kaupapa Maori praxis has developed out of the writings of Smith ( 1 988 [a] ,  1 989 [b] ,  1 989 

[d] , 1 990 [a]) and in lectures and seminars delivered at the University of Auckland. A 

growing number of other writers and researchers have also used this 'theory' to inform their 

research and academic writings (following this lead) e.g Johnston, 1 990; Jenkins, 1 99 1 ;  

Pihama, 1 993 ;  Smith, C.,  1 994; Sutherlarid, 1 994; Ellison, 1 994; Timutimu, 1 995; Harawira, 

1 99 5 ;  Taplin, 1 995 ;  Bishop, 1 995 ;  1 996; Pohatu, 1 996; Walker, 1 996; Ormsby, 1 996; Lee, 

1 996.  Yet other writers have added to its application, for example Linda Smith's  ( 1 995) 

notion of Kaupapa Maori Research and Taina Pohatu's ( 1 996) argument that Kaupapa Maori 

approaches to Maori language, knowledge and cultural revitalisation should not simply be 

confined to formal schooling and that a Kaupapa Maori praxis needs to be extended into the 

area of ' socialisation' as well. 

Developing critically informed critique . . . . .  

In  order to understand what is meant by  ' transformation' as applied to Maori circumstances, 

an appreciation of what has. gone wrong, and what it is that needs to be transformed, ought 

to be clarified in the first instance. Critical reflection on what has gone wrong in the past is 

an important prerequisite to developing meaningful transformative strategies, which respond 

in specific and accurate ways. As such this thesis is also concerned to critically ascertain the 

reasons for the (non) development of Maori within the New Zealand' education system in 

particular, and within New Zealand society more generally. These historical and policy issues 

are canvassed in detail in Section Three. However, suffice it to generalize at this point, that 

the historical emphasis on the · assimilation' of Maori into the Pakeha ·mainstream' ,  both 

overtly and through the 'hidden curriculum' during the post-war period is partially responsible 

for the strong resistance reaction mounted by Maori and the subsequent rise of ' self

determination' educational initiatives since the 1 980s. 
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Kaupapa Maori beginnings outside of the state . . . . .  

What i s  important here, is an examination o f  Kaupapa Maori initiatives from the point of 

view, that in their formative stages, both Kohanga Reo and Kura Kaupapa Maori b egan 

outside of the system, as resistance initiatives to the ' taken for granted' conventional schooling 

options offered by the state . The significant point here relates to the impact of at least three 

interrelated factors; that schooling in New Zealand is a state provision (for at least 90 per cent 

of the schooling population), that schooling is compulsory for all children from the age of six 

until age fifteen, and that schooling has traditionally been an overwhelmingly monocultural, 

Pakeha defined experience for Maori. 

The development in the 1 980s of Kaupapa Maori schooling options outside of the state system 

has provided a ' critical opportunity' for the advancement of Maori educational aspirations. 

These ' alternative' schooling sites have provided ' space' relatively free of the constraints 

entrenched within conventional state schooling practice and institutional structures. For 

example, both the Te Kohanga Reo and Kura Kaupapa Maori initiatives were able to 

substantially 'unshackle ' themselves from the structural controls associated with being in 

receipt of state funds, from the ' selected' curriculum, and from dominant Pakeha decision

making. Furthermore, these alternative schooling initiatives removed themselves from the 

mono-cultural, 'taken for granted' pedagogy, curriculum, and school organisation embedded 

in the ' common-sense' structures and processes of state schooling. Thus this ' liminal ' space 

( c.f. Van Gennep, 1 960) provided opportunities for Maori to elude the ideological 

confinement and control of Pakeha dominant curriculum. It is within this alternative · space ' ,  

that Maori have more meaningfully responded to the culturalist and structuralist pol itics 

alluded to within critical questions such as 'why go to school?',  ' education for whose 

interests?' , 'what counts as learning?' and so on. 

What is interesting with respect to this 'critical moment' of being 'outside' the constraints of 

the system, (noting that the · freedom' enjoyed by Maori in this ' space' is a ' limited 

autonomy), is that given this situation of increased autonomy to make decisions and choices 

about what might count as an appropriate education and schooling for Maori - what choices 
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and decisions were actually made?. In other words, what preferences were exercised by Maori 

with respect to developing a Maori-defined education and schooling when they have had the 

opportunity to have some control and power over the key decisions? Importantly is c lear from 

these choices what Maori needs and aspirations are, and are these ' choices' able to inform 

education and schooling more widely? 

Critically understanding the constraints of state schooling . . . . .  

These questions are extremely important, in that for the most part, New Zealand state 

schooling has not been able to deliver the same outcomes for Maori as it has for non-Maori. 

That is educational outcomes for Maori are negative. The disproportionate disadvantage and 

inequality of outcomes experienced by Maori, have remained in the ' system' despite attempts 

to alleviate this situation through different policy initiatives. Major problematics arising from 

this failure to deliver optimum education for Maori has been that policy has been developed 

outside of Maori influence and handed down to them; the self-preserving inclination of state 

structures and the subsequent reluctance of the dominant structures in the system be reflective 

and reflexive and where necessary to 'undo' itself; the ' embedded-ness' of dominant Pakeha 

political, cultural and economic interests and so on. 

A crucial understanding, is why the system has consistently failed to change these 

circumstances of educational under-development of Maori. Critical questions emanating from 

the New Sociology of Education bring a better balance to understanding 'where' and ' how' 

research ought to find answers. The major influence here is a shift in research emphasi s  to 

also ask critical questions of the previously taken for granted structures of the ' system' . As 

well, both ' structuralist' and ' culturalist' constraints and interventions are examined. Recent 

studies by Maringi Johnston ( 1 99 1  ), Pania Ellison ( 1 994 ), Bonita Sutherland ( 1 994 ), and 

Sheilagh Walker ( 1 996) have all undertaken critical analyses of the structures of the Pakeha 

dominant system across a range of educational sites - all of these studies showing quite clearly 

how the Pakeha: dominant: state exercises power and control over Maori through education 

and schooling. 
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For this reason, the ' critical moment' of ' limited autonomy' outside of state controlled 

' institutions ' and 'mode' which presents itself in the ' space' created by Kaupapa Maori 

resistance initiatives has allowed for important shifts within Maori communities with respect 

to challenging their marginal positioning ' within' and ' as a result' of difficulties within 

education and schooling. In this way Maori have been able to partiali'y extricate themselves 

from the constraints of the system long enough to develop some important structural changes 

which the ' self-preserving' state system has either been unable, or unwilling, to support 

previously. 

Self-preserving manoeuvres by the state . . . .  

I t  i s  acknowledged that for both Te Kohanga Reo and Kura Kaupapa Maori the ' moment' of 

opportunity for ' meaningful change' outside of the ' system' has been brief (this point is 

expanded further on page 1 1 0 of this chapter) .  The hasty re-integration and reclaiming of Te 

Kohanga Reo and Kura Kaupapa Maori Schools back under the control of the ' system' (state 

control) can be explained as ' (re)incorporation' back into state ' legitimacy' .  In these terms, 

this can be interpreted as a crisis management manoeuvre by the state, to maintain its 

legitimacy to ' rule' in the eyes of the citizenry. This self-protecting crisis management 

response by the ' system' ,  can be partially understood within Jurgen Habermas' theoretical 

frameworks with reference to the ' legitimation and crisis' cycle faced by self-preserving state 

structures (c.f. Offe, 1 984). Of particular importance is Habermas 's  reconstruction of the 

' emancipation' project of critical theory in response to mounting criticism that critical theory' s  

pre-occupation with emancipation was idealistic and a 'utopian dream· .  Habermas' 

' legitimation - crisis' cycle moves away from the singular, idealistic vision, to reconstruct 

emancipation as a progression of smaller ' incremental victories' in pursuit of the 'ultimate' 

(utopian) resolution. 

Maori motives in seeking reintegration within the state structures must also be critically 

understood in terms of economic necessity for the ongoing survival of these initiatives. Maori 

communities do not have access to the economic base to sustain alternative schooling on a 

long-term, self-sufficiency basis. It is at this point that Habermas and Offe argue similar 
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strategies, although Offe's  concern is with developing a ' crisis management' approach to the 

welfare state economy's  inadequacies rather than a pursuit of a total reconstruction as intended 

in the libertarian free-market model. The tension between these two economic strategies being 

contained in the binary opposition of commodification (libertarian model) and de-
' 

commodification (restructuring of the welfare state model). It is also useful to draw a 

distinction based on Offe's insights, between the 'form' (structure/ institution) and the 

'practice' (mode) of economies, in seeking a more measured and systematic way of assessing 

the limits and capacities of where, how and to what extent, transformation is indeed 

meaningful. 

Organic response to educational crises . . . . .  . 

A crucial element related to the development of Maori education in the 1 980s is the wider 

societal context of major economic reform in the New Zealand context. That is, the 

dismantling of the Welfare state based economy and the construction of a l ibertarian free

market formation. The effects of this shift on the 'political economy' of education and 

schooling needs to be critically understood in order to fully engage with Maori developments 

in education during this period. These issues are dealt with throughout the thesis as they arise. 

The emergence of 'kaupapa Maori ' in the 1 980s as an 'organic' (Gramsci, 1 97 1 )  theory and 

practice of social and cultural transformation for Maori shares similarities with the 

emancipatory elements of a critical theory approach. There is urgent need for intervention into 

Maori education and · schooling crises through the development of meaningful strategies of 

transformation, given the history of high and disproportionate educational underachievement 

which accrue to Maori as a group. Three points underpin the need for urgency, the relative 

increase in the numbers of Maori pupils in schools ( in 1 996 the ratio of Maori to non-Maori 

pupils in schools is approximately 1 :5 - 20%), the continuing demise of Maori language, 

knowledge and culture and a deepening crisis with respect to socio-economic marginalisation. 

Indeed, in the Annual Report on Maori Education 1 994/ 1 995 published by the Ministry of 

Education, the Secretary for Education, Dr. Maris O'Rourke reported; 
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'Even with the dramatic growth of Maori medium education, however, the 

great majority of Maori students remain in the mainstream education system. 

Between 1 976 and 1 994 the number of Maori children in primary schools 

increased by 25 per cent and in secondary schools by 43 per cent. In the same 

period there was a decline in numbers of non-Maori children in primary 

schools (down 25 per cent) and in secondary schools (down 1 0  per cent) . One 

in five students in New Zealand schools today is Maori . 

It i s  therefore of concern to the Ministry that despite increased participation 

and increased levels of achievement by Maori in the mainstream, the gap 

between Maori and non-Maori does not appear to be closing. In 1 994 around 

40 .per cent of Maori students were successful in School Certificate (grades A, 

B, C) and in Sixth Form Certificate examinations (grades 1 - 5) compared with 

over 60 per cent of non-Maori. The proportion of Maori leaving school and 

going on to further study at colleges of education and universities is less than 

half that for non-Maori . '  - (Nga Haeata Matauranga: 1 995 :  7) 

Another important influence around this time (the 1 970s and 1980s) were the developments 

being made within education theory, practice and analyses, particularly the debates occurring 

in the New Sociology of Education in Britain and the United States following Michael 

Young' s  ( 1 97 1 )  seminal work 'Knowledge and Control: New Directions in the Sociology of 

Education ' and the subsequent emergence of an emphasis on enquiry and research related to 

the Sociology of Knowledge. While it is acknowledged that the work of loan Davies (D.I .  

Davies, 1 970; 'Knowledge, Education and Power ·, paper presented at the Annual Conference 

of the British Sociological Association, 1 970), Basil Bernstein and others foreshadowed the 

developments in the sociology of education, the 1970 Conference of the British Sociological 

Association and subsequent publication of papers around the topic of knowledge (in 

'Knowledge and Control: New Directions in the Sociology of Education ', M.F.D. Young, 

1 97 1 ) ; has provided a marker which distinguishes the development of some coherence for the 
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new directions in the sociology of education, across a significant academic and researcher 

following. 

Struggle between Maori and state over alternative schooling. . . . .  

A number o f  significant and radical changes have occurred with respect to Maori education 

since the development of Te Kohanga Reo (Maori language immersion pre-schools) in 1 982. 

This ' revolution' ,  derived from the theory and practice of kaupapa Maori implicit within Te 

Kohanga Reo, has subsequently lead to the Maori driven developments within New Zealand 

education and schooling in the form of Kura Kaupapa Maori (immersion primary schools), 

Whare Kura (immersion secondary schools), and Whare Waananga (Maori tertiary 

institutions) . While these schooling types began in the first instance as oppositional learning 

settings outside of ' mainstream' state schooling, the period since the advent of Te Kohanga 

Reo in 1 982 has been marked by the struggle of state interests to come to terms with these 

resistance schools and to legitimise them (on the state's terms) in order to incorporate them. 

After a short period of development outside of the 'system' ,  Kura Kaupapa Maori schools 

were firstly 'drip' funded by the state and eventually fully funded. Kura Kaupapa Maori 

schools were also ' incorporated' by the state by being legislated as 'bone .fide ' state school ing 

options within the 1 989 Education Act, although this de-facto 'marriage' between various 

Kura Kaupapa Maori and the state has been a tempestuous one. From the Maori communities 

and Kura Kaupapa Maori Schools point of view the eventual re-integration into the state 

system could best be described as inevitable, given the financial inability of Maori parents to 

pay for these schools. The Kura Kaupapa Maori school communities desperately needed the 

funding ahd the resources to continue to survive. Whanau (extended family - in this sense, 

' schooling communities')  were aware that in picking up the ' Pakeha cheque' that they would 

also have to pick up a number of state (dominant Pakeha) regulations and expectations which 

would partially contradict undermine and ·constrain' the "kaupapa' (philosophy) of ' tino 

rangatiratanga · (self determination). 

Legitimacy crises for the state . . . . .  . 

From the state point of view, the legitimacy crisis posed for state education and schooling 
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created by the large numbers of Maori opting out of the system and starting their own schools 

could be contained if not averted altogether by offering to fund these institutions. Thus, to a 

certain extent, the 'de-facto relationship' was one of convenience between two reluctant 

partners� each with different reasons for entering into a relationship. Certainly the state had 

much more to gain in regard to preserving its credibility as a ' fair and just' provider. In this 

way the state has been able to regain some integrity by enacting formal legislation to bring 

these schools back under the direct control of the state and is presently funding the 

establishment of approximately five new Kura Kaupapa Maori schools each year, although 

Maori communities consider this pace very slow. 

The initial development of these Maori schooling initiatives outside of the state, by 

implication, has re-focused attention on the role of the state in education and schooling. The 

political conscientising that has accompanied the establishment of these alternative schools has 

contributed to de-stabilising the 'common sense' acceptance of notions about the neutrality 

of schooling, the social mobility potential of schooling and the instrumental relationship 

between schooling, credentials and employment. The rejection of existing state schooling 

options by increasing numbers of Maori parents has raised serious questions not just about the 

nature of schooling but also about the role of the state in its involvement in the education and 

schooling system. Beyond these are questions about the ability of the state to maintain 

political control over Maori in the wider society. The domesticating role of state schooling 

was coming undone, and a crisis of state schooling loomed large. 

Given the wider context of new right political reform being undertaken in New Zealand in 

the 1 980s, (as shown in libertarian trends towards the dismantling of the Keynesian welfare 

state economy, and in the drive for privatisation and the insertion of free market economics), 

the challenge to the legitimacy of state schooling posed by the alternative developments has 

been a ' two edged' sword for Maori . On the one hand, criticism of the existing state schooling 

highlighted the crisis of underachievement of Maori and as well, some of the shortcomings 

of the system. However, on the other hand such criticism provided a platform for the ' new' 

right agenda. The very existence of Maori alternative schooling provided a manifest critique 
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of the existing state education system. Such criticism, also supported and substantiated the 

claims by advocates of the new right economic reforms - that education and schooling were 

flawed and needed fundamental structural change. However the changes proposed by the 
. . 

ideologues of free-market economics, sought the insertion of ' libertarian' economic ideologies 
' 

within schooling as encapsulated in the concepts of ' individual freedoms' ' choice ' ,  

' competition' ,  ' user pays' and 'free enterprise' .  

Struggle for the Treaty and economic agenda . . . . .  

A further anomaly, has been the way i n  which the economic critique of the ' right' and the 

critique of the failure of liberal education by the ' left' have coalesced into a mutually 

supportive oppositional discourse to the prevailing state system. In this sense the critique of 

the existing system developed by Kura Kaupapa Mabri communities and others was very 

quickly and skilfully co-opted (under protest from some Maori who resisted these claims of 

similarity and solidarity with the ' right ' ,  see for example the papers in Section Four of this 

thesis; 'Te Putea Maminga Id nga Kura ' - Goals and Priorities for Maori Education by the 

NZEI National Maori Council - 1 992; 'Maori Education Policy for NZPPTA ' prepared by Te 

Huarahi Maori Motuhake - 1 993 ; 'Proceedings of the Kura Kaupapa Maori Hui a Tau ' -

1 994, 1 995). Over and above this scenario, there are also many Maori individuals who believe 

in the heteronomy of the ' free-market' in that its rhetoric supports a plurality of provision of 

education. Thus the subsequent economic reforms would better deliver their culture and 

language aspirations as well as develop ' liberating' structures which would ultimately 

overthrow existing educational and schooling crises (Donna Awatere - Huata's support for the 

ACT political party [with a ' new right' ,  conservative, libertarian orientation] is an example 

of this). For example some Maori parents (mistakenly) accepted that devolution of educational 

responsibility was in fact tantamount to increased 'tino rangatiratanga' (self determination), 

when in fact (the passage of time and the ability to reflect historically has shown this) what 

has really happened is a transfer of-responsibility from the state onto communities. ' Real ' 

power which is derived from the control over funding has remained with the state. In  this way 

the state has been able to abdicate its former responsibilities for the delivery of education back 

onto the citizenry, that is devolving responsibility without power. This point is significant in 

1 06 



Section Two : Chapter Two 

the wider context of the Treaty of Waitangi. Thus the political agenda of government in 

' freeing' the state from its Treaty obligations in order to sustain the notion of the ' free

market' and to have unconstrained freedom to 'privatise' state assets and services is a critical 

understanding here (see Smith & Smith, 1 996). Furthermore, the government (the trustees of 

the state) are able to forgo their contracted responsibilities for the education and welfare of 

Maori as embedded in the Treaty of Waitangi. In the free-market scenario, Maori education 

and schooling crises are no longer the crisis of the state (held to account by the Treaty) .  The 

burden of responsibility has been shifted to parents, schools, teachers, communities, families 

and the pupils themselves. This shift, it is argued here, is an abdication by the state of its 

Treaty responsibilities. 

Other contradictions arise in the unlikely alliance of the ideas informing Maori alternative 

schooling with the ideas of new right reformists, albeit (from the Maori point of view) 

unintended. This alignment occurs within a common critique of the inadequacies of current 

state schooling - although both groups would reform schooling for different reasons, the 

combined weight of the critique from both of these interest groups has certainly contributed 

to the legitimacy crisis of schooling in the 1 980s and subsequently, the ensuing reforms. 

A further anomaly arises out of the increasing critique of state schooling by Maori groups, 

which has argued that the contractual obligations on the Crown contained within the Treaty 

of Waitangi, require the state to deliver equitable education and schooling outcomes for 

Maori. The ·contradiction' which arises here, is that in ' de-constructing' state schooling, 

Maori are also w1dermining and overthrowing the very state (Crown) structures which have 

a 'contractual ' obligation under the Treaty of Waitangi to 'deliver' for Maori, and it is the 

state in lieu of the Crown therefore, which has an assumed moral. if not legal responsibility, 

under the Treaty of Waitangi agreement to deliver particular outcomes related to the 

preservation of Maori language, knowledge and culture and to delivering better outcomes of 

' equality ' .  The danger here for Maori alternative schooling advocates, has been the readiness 

of the state to export its Treaty obligations in education and schooling outside of itself and 

on to Maori communities without providing the resources which would enable Maori 
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initiatives to succeed. 

In another sense this same trend of the state releasing itself from its contractual Treaty 

obligations by devolving state responsibilities on to communities, (as in Health, Education and 

Justice) is a motivating force behind the New Right agenda visible in moves toward the 

privatisation of state assets and as well, the devolution of state services and programmes into 

the hands of private contractors or ' responsible' citizens groups. Thus the resistance project 

of arguing the state out of schooling has already been critically reviewed by some Maori 

(Smith, G. ,  Marshall & Peters, 1 99 1 ;  Sutherland, 1 994; Smith, C., 1 994) who now argue for 

a reconstruction of the ' benevolent' state in order to protect the Treaty obligations, for 

example the restructuring of state schooling, to deliver more equitably on the Treaty promises. 

Indeed part of the motivation in accepting government funding and therefore coming back into 

the state �fold' by the Kura Kaupapa Schools was based on the belief that the state has a 

contractual obligation under the Treaty of Waitangi to provide ' fair and just' schooling for 

Maori. Such responsibilities pertain to nurturing Maori language, knowledge and culture (as 

a ' taonga' under Article I I  of the Maori version of the Treaty of Waitangi) and developing 

the ' same rights and privileges enjoyed by British citizens '  (equality of opportunity as 

contained in Article III of the Maori version of the Treaty of Waitangi). 

The struggle for increased autonomy and self-determination. . . . . .  

There are tremendous contradictions which arise out of this situation o f  struggle between 

Maori interests on the one hand and state interests (and its subsidiary agent, the Ministry of 

Education) on the other. For example. one of the most cited reasons used by Maori parents 

to explain the origins of these schooling alternatives was that they were a deliberate move 

away from the 'colonising influence of schools and the education system' and represented an 

effort to take urgent action with respect to stemming ' the imminent death of Maori language 

and culture' (c.f. Benton. 1 978) .  In this view. schools  and the education system as a whole 

are seen as not just reproducing outcomes of social inequality for MaorL they are also 

perceived as agencies of colonisation and therefore as instruments for the promulgation of 

· dominant Pakeha' cultural interests. This point is significant as it under-scores the
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complexities of the social, economic, political and cultural subordinate positioning of Maori 

within New Zealand society. 

Having assumed a situation of relative autonomy from state influence through alternative 

schooling (since the Te Kohanga Reo revolution in 1 982), Maori parents and communities 

have been able to �xercise an increased measure of influence over key decision making related 

to education. In many ways the success (as defined by the resistance communities themselves) 

of these Maori schools is more assured given that key decisions have been made by Maori 

people themselves, for example, (with respect to the control over the mode of education and 

schooling); 

- What is to be taught? 

- How should this knowledge be taught? 

- Whose interests are to be served by schooling? 

- What counts as a good education for Maori? 

- What curriculum priorities need to be addressed? 

The context of relative autonomy has also enabled the Kaupapa Maori schooling communities 

to initiate structural transformations as well by confronting the mono-cultural ideological 

underpinnings of conventional schooling; confronting economic barriers to learning; 

developing structures and processes which develop, rather than stifle, Maori power and 

control. Another significant aspect is the control over the institutional context which Maori 

schools have been able to develop within this ' liminal ' space. However, the state: dominant: 

Pakeha nexus has also constructed gate-keeping constraints in order to maintain control and 

power over these 'alternative' developments, for example through the monitoring function of 

the Education Review Office, through the control over the curriculum through the New . 

Zealand Qualifications Authority and the control over resource allocation by the centralised 

Ministry of Education structure. All of these institutions can be critical ly analyzed as imposing 

and applying limitations on Maori self-determination (tino rangatiratanga) embedded in the 

Treaty rights. 
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Summary. 

The importance of examining Maori struggle within education and schooling� is that the 

effects of the educational and schooling crises have a correlation within the wider social, 

economic, political and cultural positioning of Maori in New Zealand society as a whole. In 

this sense there is a need to understand why Maori remain marginal despite the apparent 

' neutrality' of a s�hooling and education system that supposedly acts in the best interests of 

all, despite the ' fair and just' society created by the state, and despite having a piece of paper 

(the Treaty of Waitangi) which substantiates the Maori claim to being the tangata whenua 

(indigenous people) of Aotearoa (the Maori name for New Zealand), and furthermore, which 

gives guarantees to the protection of various . rights and properties. 

Another interpretation of the interaction between Maori and state interests since 1 982 is that 

Maori communities associated with these initiatives have deliberately sought the support of 

the state. The basis of Maori interest in 'flirting' with the state has been the 'real' and urgent 

need to access financi_al support to maintain these alternative learning sites. This is a

consequence ofthe significantly disproportionate working class and underclass positioning of 

Maori individuals and communities which was historically produced through education policy. 

Maori therefore have mostly little or no economic resourcing to continue to sustain these 

alternative schools without assistance. 

The · dilemma posed here is whether or not Maori parents will be able to sustain their hard 

won 'freedom' in the alternative schooling · space · to meaningfully influence the schooling 

and education of their children more significantly than they have been able to hitherto . The 

problem with which Maori communities are confronted in ' picking up the government cheque' 

is how to protect the gains made during this phase of relative autonomy while outside the 

system. Government funding comes at a ·price' for Maori in that they immediately subject 

themselves ' into ' a more ' structurally determined' ,  economically dependent, existence. It is 

worth noting here that some Kura Kaupapa Maori schools deliberately opted to stay outside 

of the state system despite the offer of government funding (e .g .  Ruamataa in Rotorua) . Their 

reason for this course of action was expressed in the fear that they would have to 
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' compromise our cultural gains' (Kathy Dewes, 1 990; personal communication) by having to 

conform to the constraining conditions which are embedded· in a coalescence of dominant: 

pakeha: state interests. 

Yet another reading of this struggle between Maori and state interests following the 

development of Te Kohanga Reo in 1 982 is that the structural considerations related to the 

state economy, influenced by the international free-market trends following Ronald Reagan 

in the United States and Margaret Thatcher in Britain, were to be conveniently served by 

Maori opting out of the state schooling system. This allowed for the partial exporting of the 

schooling crisis posed by Maori within the state school system back on to Maori themselves. 

This situation conveniently served state interests, (faced with a legitimation crisis) by putting 

the state back into a position of authority and power at the precise moment when the 

alternative schools came to negotiate for state support. In every case to date the Kohanga Reo 

and Kura Kaupapa Maori which are being funded by the state have had to accept relatively 

poor funding levels and work conditions (compared to conventional state schooling) which 

in turn undermine the intervention potential of these initiatives. For example, in many cases 

high pupil teacher ratios militate against the specialist language learning function of  these 

schools, the lack of appropriate establishment grants to provide facilities which are equal to 

the normal school and the lack of support for the development of appropriate curriculum 

resources and so on. In most cases, when considered comparatively with other conventional 

state schools, it is clear that these schools have been under-funded. The state agencies are able 

to deny this, usually offering the explanation that such schools ought receive 'no more and 

no less' than other schools. This contrived definition is based on a distorted notion of equity 

i.e. that equity means 'that everybody must be treated the same' .  In applying such a 

horizontal notion, those that were · already disadvantaged before the application of these 

definitions through policy, remain disadvantaged through the equitable process of taking care 

to treat everybody the same. In doing so. there is no attempt to address historical inequities, 

so the same ·unequal · outcomes are reproduced. 
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Concluding Comm ents. 

This chapter has attempted to cover a range of general discussion related to struggle in 

education and schooling. This has involved looking at contested interests in several sites. The 

purpose of this exercise is an attempt to acquaint the reader with some of the contested issues 

as well show how Kaupapa Maori theory and praxis is developed on the ' ground' in the 

cauldron of contested relations and interests. This broad sweep over several issues also helps 

to shows the ' terrain '  which Kaupapa Maori theory and praxis has to respond to. The major 

theme explored here which embraces the wide ranging discussion can be summed up as an 

insight in some of the multiple struggles between state and Maori interests. 

Kaupapa Maori as conscientisation, resistance and praxis has to negotiate the complexity of 

the range of issues sampled in this chapter. The issues canvassed here are what shapes 

Kaupapa Maori, in that it is the extent to which Kaupapa Maori can develop meaningful 

transformation of the existing education and schooling crises which must inform (critical) 

praxis.  Over and above this are questions related to the extent to which Kaupapa Maori can 

be theorised to enable a more expansive intervention into other crises beyond education and 

schooling. The educational resistance initiatives undertaken by Maori in the 1 98 0s are 

internationally significant with respect to the commonality of educational crises in education 

and schooling faced by indigenous peoples across the world. 

This chapter has attempted to model one important factor which is necessary in building 

effective theory and praxis. In has provided an insight into one of the many aspects which a 

theory of transformative ,action has to explain in the 'subordinate : Maori ' - 'dominant 

Pake ha ' societal context of Aotearoa. It has also showed the dialectical relation of theory and 

practice; that is, that theorising struggle and participating in struggle are mutually informing. 

The theory has to suit the 'terrain· . 

In order for theory to have relevance and to impact meaningfully on Maori education crises. 

structuralist concerns which produce these factors. also (as well as culturalist concerns) need 

to be understood, consciously resisted. and transformed. This is what this chapter has 
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attempted to show - the 'dynamics' of thrust and parry at culturalist and structuralist levels, 

and the resilience of both interest groups in reforming and repositioning themselves when their 

interests are thwarted. This ' dynamic' set of relations is theorised by Gramsci as 'war of 

position ' ·- and this particular analysis is used in Chapter Five of this section to summarise the 

theoretical discussions of this whole section. Critical theory understandings are important as 

well, as they are able to inform observations and to assist interpretations of Kaupapa Maori 

theory and transformative praxis. It is also the reason why a critical theory approach is 

discussed in detail in later chapters ·of this section. 
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Chapter Three. 

Situating the Theory in a Wider Context. 

Time and the Child. 

Tree earth and sky 

reel to the moontide beat 

of sun and the old man 

hobbling down the road 

Cadence -

of sun-drowned cicada 

in a child 's voice shrilling: 

. . .  are you going man? 

Where you going man, where? 

The old man is deaf 

to the child. 

His stick makes deep 

holes in the ground. 

His eyes burn to a distant point

Where all roads converge . . . .  

The child has left his toys 

and hobbles after the old 

man calling: fimny man funny man 

funny old man jimny

Overhead the sun paces 

and buds- pop and flare. 
(A poem by Hone Tuwhare published in the col lection 'No Ord inary Sun ':  1 964 ) 
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The parameters within which this thesis is situated are derived from the following issues. 

These issues are, briefly; 

I .  that 'Maori ' are not a homogenous group in terms of educational aspirations; 

that the ' generalisations' such as ' dominant group' ,  ' Pakeha' ,  ' Maori ' are used 

in a critical way to develop macro-level argument 

ii . that dominant Pakeha interests are both produced and reproduced within and

as a result of schooling; on the contrary, Maori interests are marginalised

within and as a result of schooling

ni. that hegemony, counter-hegemony and war of position are both key strategies

and sites of struggle between dominant Pakeha and subordinate( d) Maori

interests

iv. that the theoretical analyses and subsequent policy interventions implemented

by the state have not been very successful in alleviating the ongoing and

deepening underachievement crisis faced by .many Maori students

v. that Maori are attempting to change these dire schooling outcomes and also the

consequences with respect to marginalisation within society more generally

vi. that key sites of struggle within education and schooling between dominant 

Pakeha interests and subordinate Maori interests are shaped by political,

economic, social and cultural concerns

vii .  that there is an untapped potential for  effecting a transformation of educational

and schooling crises, which is contained in the 'organic' theory underpinning

the Kaupapa Maori alternative educational initiatives

vui. that the 'praxis' of Kaupapa Maori contains key intervention elements which 

may be applied more widely outside of the educational context to develop 

transformation of more general Maori social, economic, political and cultural 

circumstances 

An important aim of this thesis is the concern to describe and understand the formation of 
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innovative strategies employed by Maori in the 1 980s and 1 990s to develop meaningful 

intervention into the crisis circumstances of education and schooling. In minimalist terms the 

' critical' parameters of the Kaupapa Maori transformation strategies can be circumscribed in 

three key concepts; conscientisation, resistance and praxis. The notion of ' emancipation' is 

a critical element to be considered alongside these three concepts, in that it provides impetus 

and direction to the transformative action. Emancipation, in this sense, is viewed both as a 

critically reflective 'process' as much as it is viewed as an ' ultimate aim' or ' utopian vision' . 

This thesis develops critical analyses of significant sites of struggle in education and schooling 

by drawing on key ' instruments' and understandings from a wide range of critical theory 

perspectives and insights. The reason for this 'broad brush' approach is partially explained in 

the complexity of the subject under study - in that there are multiple sites, discourses, 

contestations and as well, multiple levels of interpretation which need to be engaged with. 

Another part of the explanation for this eclectic approach lies in the cultural implications of 

' Maori' as the 'subject' of this research, and consequently the necessity to find appropriate 

theory and methodologies which will assist in bridging the ' cultural divide' with respect to 

culturally bound definitions of 'what counts · as valid research ' .  A more accurate description 

perhaps, would be that the theory employed within this thesis draws from a range of critical 

theory(ies) and theorists which emphasise the politics of education; ' structure - agency' 

concerns of the new sociology of education, political economy considerations and also (in the 

critical spirit of praxis) the critique of critical theory as raised within post-modern and post

structural analyses. However, the use of critical theory (particularly the work of Jurgen 

Habermas) as the principal, overarching and unifying theoretical basis of this work, is 

important from three standpoints; 

i. it accommodates an appropriate framework for analysing differential power

relations between dominant and subordinate interests

1 1 .  it provides some 'hope· for change and transformative action in the face of the

somewhat 'pessimistic ·  outlook (from the point of view of those who are

�ubordinated and marginalised) of an emphasis on structural determinism; in
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this sense critical theory also supports the ' human agency' position, that 

individuals and groups are able to mount resistances and to wield some 

influence over the structliralist imperative. 

ni. the criticism of the 'utopian' vision as a motivating and unifying force 

underpinning emancipatory endeavour is ' rescued' within the critical theory of 

Habermas - this point is important in coming to understand the formation of 

collective resistance among Maori. 

There is a need to understand the complexity of the theoretical tensions which anse m 

attempting to seek some clarity of the multiple layers of cultural, educational, political, social, 

economic and historical interests associated with this topic. It is also important to 

acknowledge that critical theory does not provide a ' full and final' analysis of the multiple 

oppression(s) suffered by Maori - notwithstanding that not all oppression(s) are experienced 

equally or are indeed, formed the same way. One understanding which has become more 

apparent in the critique developed by Kaupapa Maori praxis (and as applied within the 

heightened economic context of the 1 980s), is that the 'human agency' emphasis of the more 
. . 

traditional critical theory approaches, tends to pay insufficient attention to structuralist 

concerns. However, it is the new critical theorists building on Habermas' work with regard 

to the preservation of democracy in a world that is increasingly being transformed by 

scientific rationality and reductionism, who are yet still able to keep some serious concern for 

structuralist issues and seem, therefore, to be more relevant in engaging the context of free

market economic ascendency. 

This economic scenario has also brought the work of Bowles and Gintis ( 1 976) back into 

serious consideration in respect of understanding the way in which education and schooling 

is co-opted by economic interests. In particular, their work may be revealing of the reasons 

why disproportionate numbers of Maori as compared to non-Maori fall within the 

categorisation of working/ under class; 

' Schools legitimate inequality through the ostensibly meritocratic manner by which 
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they reward and promote students and allocate them to distinct positions 111 the 

occupational hierarchy. They create and reinforce patterns of social class, racial and 

sexual identification among students which allow them to relate ' properly'  to their 

eventual standing in the hierarchy of authority and statUs in the production process. 

Schools foster types of personal development compatible with the relationship of 

dominance and subordination in the economic sphere. '  - (Bowles & Gintis, 1 976: 1 1 ) 

Finally, in seeking practical transformative strategies which critically engage with the interface 

of education, economic and cultural concerns, the work of Michael Apple ( 1 979, 1 982) has 

been important in enabling a praxis that is able to simultaneously take account of; 

1 .  structuralist implications deriving from the economic (he has also given 

important consideration to the Bowles and Gintis critique with respect to 

schooling), 

IL concerns for other forms of oppression and exploitation - including a serious 

concern for gender and culture, 

nI.  incorporating the important work of Gramsci and Habermas 

iv. the need for critical reflection and reflexivity,

v. giving credence to the 'organic '  development of theory and practice of

different community interests, e .g. teachers, cultural groups, language groups,

students, women and so on.

vi. personally modelling (l iving) theory and practice

An important consideration in this work is to also locate and describe the theory within its 

appropriate practical context. Subsequently, two approaches have been adopted to assist the 

integration of theory and practice within this work; the first involves contextualising the 

theoretical discussion in this chapter and the second strategy has been to situate some of the 

theoretical discussion within individual chapters (stories) across the whole of the thesis. As 

wel l  as positioning the theory within the specific contextualised examples of different 

,,c;hapters, another reason for this ' devolved' approach, is that some of the chapters included 

in thi s thesis have been structured around papers and articles previously written by the author 
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and which, therefore, already have an ' internal ' theory component within them. 

Beyond this, a clarification of the. theoretical underpinnings is also important because the 

topic, associated as it is with emancipatory purpose and the development of a transformative 

theory and practice for Maori, is of itself, also shaped and influenced by the ' selection' of 

theory and theorists used. In the first instance the thesis employs a range of diverse theoretical 

'tools' and ' insights' in order to identify , analyze and understand the ways in which New

Zealand schooling and education has contributed to both producing and reproducing the 

marginalisation of Maori interests. In the second instance, innovative strategies for the cultural 

and social transformation of Maori ' inside' and 'outside' of schooling are developed. In this 

sense, how dominant Pakeha society has been able to initiate and sustain social, economic and 

political domination over Maori by exerting and engendering control within and as an 

outcome of education and schooling is an important question. Such understandings are a 

prerequisite to developing meaningful interventions and · transformations of the existing 

underachievement crises which disproportionate numbers of Maori pupils endure. Another way 

of viewing the point being made here is to understand the necessity of linking theory and 

practice, drawing on critical theory arguments, which maintain that it is insufficient to merely 

talk about or describe ' emancipation' ; the ' trick' is how this is to be achieved in actuality. 

It is acknowledged that Maori are not a singular, homogenous group and that the generic term 

'Maori' disguises a range of diverse views. cultural experiences. social backgrounds and 

aspirations that are individually · determined/determining ' .  The marginal isation of Maori in 

and as a result of schooling, is not simply a matter of ethnicity or race. Notwithstanding the 

obvious differences which accrue to culture and beyond individual biological differences and 

individual experience, this thesis is also concerned to acknowledge the common conditions, 

experiences and actions, which are collectively shared by Maori at a more · general ' level. 

This stance is taken deliberately for the following reasons: 

1 .  domination. oppression and exploitation (marginalisation) are experienced 

collectively as well as individually. 

1 1 .  'Maori' as a descriptive label is intended ' generally' as well  as ' singularly' ; 
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Maori are responded to in the general sense by others who name them as a 

' group . '  

ui. policies, regulations and laws have been applied to Maori as a collective, 

hornogenous group. 
' 

1v. Maori have iwi and whanau values and sanctions which reinforce group rules, 

behaviours and identity . 

v. Maori are statistically grouped within 'official ' classifications. Often, their

'group-ness' is made highly visible as they tend to occupy ' the crisis' sectors

of New Zealand society.

The marginalisation of Maori ' in' and ' through' schooling is a complex issue. Some measure 

of the complexity of this issue is contained within a range of tensions, such as between 

culturalist and structuralist forces; between ' culture' and ' class' considerations; between 

dominant and subordinate power relations; between notions of oppression and exploitation; 

between political control and a more ' true' form of democracy; between inequality and social 

justice; between the political meanings ascribed to ' state' and 'society ' .  

I t  i s  important to  note that Maori often describe these same tensions arising from the 

asymmetrical power relations between Pakeha and Maori interest� in different language but 

fundamentally in similar terms. for example, as tensions between ' te reo Maori me ona 

tikanga' (Maori language and culture) and Pakeha language, knowledge and culture; between 

·tino rangatiratanga' (self determination) and ' kawanatanga · (government control ) ;  between

'kaupapa Maori ' (Maori frameworks) and 'kaupapa Pakeha' (Pakeha frameworks) ;  between 

'tangata mohio' (knowledgeable person) and ' tangata kuware· ( ignorant person); between ' Te 

Kohanga Reo' (Maori language pre-school) and Kindergarten; between a ' kaumatua · ( learned 

elder) and a senior citizen. Meaningful transformation strategies for Maori have to be .able to 

· speak· to the complexities of the Maori circumstances derived from their every-day. lived

experience alluded to here within a Maori framework of analysis. as well as to the tensions 

referred to in the previous paragraph which reflect a more conventional, detached, theoretical 

analysis. 
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Schools, and the education system generally, play a critical role in advancing and embedding 

the political, cultural and economic interests of dominant Pakeha society. This is clearly 

evident within the documented history of the education of Maori, some of which is examined 

more fully elsewhere in this work. Furthermore, there is a strong correlation to be observed 

between the subordination of disproportionate numbers of Maori ' within' and 'as a result' of 

education and schooling on the one hand, with the extreme marginal positioning of 

disproportionate numbers of Maori as reflected within the crisis indices related to wealth, 

employment, housing, income levels, incarceration rates, illness and so on. 

The ' political ' meanings embedded in the complex formations of struggle between Maori and 

Pakeha interests in schooling sites have a correspondence with Maori - Pakeha interactions 

within wider society. While Bowles and Gintis ( 1 976) have argued a case for a direct 

structural correspondence between american schooling and american economic life, various 

researchers (e.g. Lauder, 1 990; Gordon, 1 990; Grace, 1 989; Codd, Harker & Nash, 1 990; 

Benton, 1 987;  Lauder & Hughes, 1 989; Jones, 1 990; Codd, 1 990; Sutherland, 1 994; Ellison, 

1 994; Smith & Smith, 1 990, 1 996) have argued a range of themes showing that schools and 

the education system in New Zealand are demonstrably implicated in mediating the economic, 

power and ideological interests of the wider dominant society. For example; in the 

reproduction of dominant language, knowledge and culture interests, the inscription of capital 

accumulation interests and ideologies, the maintenance of specific class and gender interests 

and so on. All of these themes are also sustained outside of schooling and within society at 

large. 

Contrary to the popularly espoused liberal position, schools. and education more generally, 

are not, nor have they been, neutral sites in which all (including Maori) pupils have had equal 

access, opportunities or outcomes. In this sense. liberalist schooling has been concerned with 

the legitimation of inequality, not equality as it claims. This is also true for most students who 

are female and or working class and which has been canvassed within a range of existing 

international literature (e .g . .Bernstein, 1 97 1 ;  Freire. 1 97 1 .  1 974; Bowles & Gintis, 1 976; 

Bourdieu, 1 977; Willis, 1 977; Apple, 1 979, 1 982, 1 982 (ed . ) :  Anyon, 1 98 1 ;  Giroux, 1 98 1 ,  
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1 983 ;  Whitty, 1 985 ;  McLaren, 1 988;) .  S ince the 1 970s there has also been a significant 

amount of research which has shown how New Zealand schooling has not served certain 

groups very well, particularly those with specific race, gender and class interests (e.g. Jones, 

1 987;  Middleton, & Jones (eds.), 1 992; Irwin, 1 994; Codd, Harker & Nash (eds.), 1 990; 

Gordon, 1 990 [b] ; Harker, 1 990; Smith, G.,  1 990 [c] ; Smith, L., 1 996; Simon, 1 990 [a] , 1 990 

[b], 1 990 [c] ; Lauder, & Wylie, (eds.),  1 990; Nash, 1 993) .  

Of importance here 1s not just the fact that schools and education have developed 

disproportionate outcomes of inequality for Maori, but how schools and the system perpetuate 

these unequal outcomes and social relations and thereby maintain the economic and cultural 

dominance of particular groups. 

' C.ritical theorists start from the same point: the fact of evident inequalities in 

education, taking these as injustices and malformations of educational practice. 

The evidence to which they appeal is of many types, from many sources, but 

it has remarkable similarities. It typically shows that working class pupils or 

certain minority groups perform less well educationally thall' middle-class 

pupils or mainstream groups. The evidence is substantial, consistently patterned 

and available at all levels of the educational system. Working class pupils 

(however defined) achieve less well than their middle class counterparts on 

almost any measure of educational attainment . '  - (Gibson, 1 986 :  45) 

The terms ' domination' and ' subordination' are deliberately used in this thesis in order to 

' speak' intentionally at a ' generalised' level. The use of ' meta-narratives' (for example, 

oppressed, marginalised, subordinated, Maori,) provides inclusive terminology and a way to 

speak, although such generalisations may embrace as well as conceal many different levels 

of experience. The use of such generalisations in this thesis provides a way of speaking 

collectively about the intricacies of Maori and Pakeha experience and contestation. Thus the 

concern here is to use language that takes some account of the multiple layers of the political, 

cultural and economic interface of Maori - Pakeha relations. In this sense, one ought not to 
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speak about cultural oppression without reference to the interface with political constraint and, 

or economic exploitation. Where the terms ' domination' and ' subordination' have been used, 

it is intended to recognise the complexity of the relations between Maori and Pakeha, as well 

as the internal relations within each of these groups. 

Michael Apple warns that the use of negative ' generalisations' may also be self-fulfilling. He 

observes; 

' I  think that much of the discourse that we participated in was truly negative 

criticism. Negative work is important of course as a form of ' bearing witness' 

to oppression, but often it did not give people a sense of possibility. It was also 

done at such a theorized level that it was unable to connect to the real life 

experiences of people - and this is a tragedy. '  - (Apple, 1 993 : 1 72) 

While  the terms ' domination' and 'subordination' are held together dialectically as in binary 

opposition, and are often spoken of in relative terms, they are not intended to be 

homogenising concepts. The differences associated with each of these two positions must also 

be appreciated. The feelings, values, outlo_ok, aspirations, of the dominant are often felt and 

expressed very differently by those who are the ' subordinated' . The predominant class, gender 

and ethnic compositions of dominant societal groups within New Zealand society also need 

to be understood critically. In this sense, it is not by accident that Maori, women and working 

class citizens within New Zealand society constitute significant groups of those who form 

marginal and subordinate groups with respect to equitable access to wealth, power, democracy, 

and social positioning. Such generalisations must be used judiciously in order not to contrive 

categories or to generate false expectations through · labelling' .  

New Zealand schools are implicated in not only producing and reproducing cultural 

oppression. they are also implicated in the economic exploitation and the political containment 

of Maori. Some evidence for this is to be seen in the historical persistence of economic 

inequalities and the disproportionate and overwhelming economic marginal positioning of 
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Maori relative to Pakeha. For Maori there are many layers to the 'barriers' which they 

encounter in schools. Indeed, for the majority of Maori, the promise of 'equality' ' in'  and as 

an ' outcome' of education and schooling is a myth. McCulloch ( 1 990) reinforces this position 

in making the following points; 

' Both in respect of primary education and in relation to secondary education 

the expansion of schooling in New Zealand has consistently been justified and 

promoted as key means of increasing equality in society. It is useful to explain 

this strong rationale in terms of a ' myth of equality' that has been prevalent 

since the origins and early development of schooling in New Zealand. There 

are two basic, distinct, but not incompatible senses in which we can use this 

term ' myth' . The first is to convey an overarching purpose, an ultimate aim, 

that has helped to shape the character and orientation of New Zealand 

schooling. The second meaning, suggesting fraud or falsehood, would underpin 

a more critical view that emphasises the conflict between the characteristic 

rhetoric of schooling and the underlying realities of inequality. '  (McCulloch, 

1 990: 23) 

While the production and reproduction of Pakeha domination is a particular focus in this 

work, another equally important concern is how Maori subordination is inscribed within 

individuals, ' in' and as a ' result of 'everyday ' ,  ' lived' education and schooling in New 

Zealand. This dual perspective is more than simply a study of the ' determined' dialectical 

relationship between ·domination' and ' subordination' . This point is elaborated by Peter 

McLaren in a discussion of the role of teachers in developing · agency
, 

from these determining 

perspectives, (McLaren, 1 988 :xxxi); 

' Despite its insightful and theoretical political analyses of schooling, radical 

educational theory suffers from some serious flaws, the most serious being its 

failure to move beyond the language of critique and domination. That is, 

radical educators, remain mired in a language that l inks schools primarily to 
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the ideologies and practices of domination or to the narrow parameters of 

political economy. In this view, schools are almost seen exclusively as agencies 

of social reproduction, prod�cing obedient workers for industrial capital; school 

knowledge is generally dismissed as a form of bourgeois ideology; and 
' 

teachers are often portrayed as being trapped in an apparatus of domination 

that works with all the certainty of a swiss watch. The tragedy of this position 

is that it prevents left educators for developing a programmatic language for 

either pedagogical or school reform. Within this type of analysis there is little 

understanding of the contradictions, spaces, and tensions that characterize 

schooling. There is little possibility for developing a programmatic language 

either for a critical pedagogy or for institutional and community struggle. 

Radical educators have focused on the language of domination to such a degree 

that it undercuts any viable hope for developing a progressive, political 

educational strategy. '  

I n  expanding beyond a narrow focus on ' domination' as the result o f  coercive actions of 

'political society' (as opposed to ' civil society'), Gramsci ' s  (see Gramsci, 1 97 1 ;  Showstack 

Sassoon, 1 982) notion of 'hegemony' provides an important and critical understanding. In 

Aotearoa, many Maori overtaken by dominant: Pakeha: state hegemony become functionaries 

or subalterns for dominant: state: Pakeha interests and often against their own interests. 

Through examining different sites of struggle between Maori and Pakeha, an attempt is made 

to reveal the processes by which the subordination of Maori is maintained (and in some 

instances, hegemonically justified by Maoris themselves) and Pakeha domination entrenched. 

In this sense the autonomy and resistance capacity of individuals and groups is stifled. Such 

analyses also uncover the processes by which schools and the education system contribute to 

the maintenance of existing unequal power relations in wider New Zealand society. 

At the core of the · diverse ' theoretical approach adopted in this thesis is a need to understand 

and to respond to the wider pol itical and economic structural context in which Maori 

simultaneously . 'wil lingly participate' and yet at the same time may also be ' trapped' .  The
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distinction being drawn here is in the tension which exists between structuralist and culturalist 

forms of struggle. While much of the emphasis of ' struggle' by Maori within schools, centres 

on the (ostensibly) ' educational project' of 'making space for Maori language, knowledge and 

culture', that is, pursuing a culturalist struggle, there is a often a neglect of the need to also 

struggle for the ' political project' embodied in structuralist change with respect to power, 

economic and ideological concerns. In this sense, schools and education have become 

domesticating site
.
s of potentially meaningful Maori resistance. Often this domesticating effect 

is achieved through the reshaping of the struggle in terms of liberalist hegemony. 

A radical approach in the sociology of education confronts the domesticating influence of 

liberal ideologies. For example whereas liberal explanations posit schools as sites which 

develop social equality through potential social mobility and equal opportunity, radical 

critiques argue that the main function of schooling is to legitimate existing inequalities. 

Schools in this latter view, are perceived as maintaining inequalities between dominant and 

subordinate( d) interest groups schools by co-opting the willing participation and acceptance 

of the subordinated and marginalised themselves. In this critical view, many Maori wil l ingly 

participate in forming their own oppression and exploitation. Gramsci ' s ( 1 97 1 )  notions of 

hegemony and counter-hegemony provide useful theoretical tools for understanding what is 

happening and how it is happening. 

The domestication of Maori resistance within schooling is effected through the support given 

by and to ' l iberal ' education ideologies which are informed by dominant Pakeha interests. For 

example, Maori ' struggle' is re:.constructed and reinterpreted in liberal terms as a need for

more resources, more teachers and smaller classes, the need to learn to speak ' proper' english 

(often defined by the benchmark of the BBC news readers) and so on. Often these liberal 

ideologies act hegemonically in securing the support of Maori. Deeper structural concerns 

(e .g. the confrontation of the reproduction of dominant and subordinate interests with respect 

to economics, power and ideology within race, class and gender contexts) are often 

overlooked or marginalised, because they are not immediately 'visible ' .  When these 

' submerged ' structural issues are exposed they are more often dismissed as being 'political ' 

1 26 



Section Two : Chapter Three 

questions with very little to do with schooling and education. A key point here is not j ust the 

reproduction role of schooling in respect of what is taught overtly as curriculum, it is the 

more critical understanding of what is taught covertly through the 'hidden curriculum' (c.f. 

Apple, 1 982 [a] ; 1 985) .  That is, the reproduction of the domesticating role of schooling has 

the effect of preserving the ' status quo' social relations of domination and subordination. 

These relations _of power become inscribed in individuals 'within' and ' as a result' of 

schooling and in turn have the effect of domesticating Maori dissent and resistance to 

domination in wider society, and more alarming perhaps, bringing Maori to fully accepting 

(unquestioningly) their situation of subordination. 

The ' struggle' for Maori within schooling and education is not to pursue one or the other of 

the structuralist or culturalist options in developing transformative strategies; Maori need and 

do struggle on both fronts simultaneously. In making this point it is also useful to 

acknowledge the important debate within the sociology of education on these two different 

approaches although it needs to be acknowledged that this debate has occurred within 

sociology more generally. Giddens ( 1 979) has asserted that the structure - agency argument 

is probably the most significant dilemma confronting social theorists today. 

The structuralist approach draws from a more traditional ' reading' of Marx. It puts an 

emphasis on the underlying social and economic structures as producing the social conditions 

and social relations which predominantly determine the thoughts and actions of people. 

Peoples · tived · experience and daily lives are the result of the underlying determining forces 

of the social and economic structure . This position is summarised in the somewhat hackneyed 

quote from Marx; 

' As individuals express their life, so they are. What they are . . .  coincides with 

their production. both with what they produce and with how they produce. 

The nature of individuals thus depends on the material conditions determining 

their production. ' (Marx in The· German Ideology: 1 845) 
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From the structuralist point of view, it is useful to draw some clarity from the Althusserian 

insight which, although acknowledging some linkages between structuralist and culturalist 

approaches to social theory, makes a clear distinction between the 'base - superstructure' issue 

and the ' determinism - voluntarism' issue. Althusser is probably one of most important 

theorists who argues for a determinist view of historical materialism. 

A culturalist approach does not focus so much on the underlying structural relations but more 

on the everyday lived reality of groups of people. The concern here is with the way in which 

people make sense of their lives and participate in making their own social existence. An

important understanding here is the way in which meaning comes from social engagement. 

People, in this view, make 'culture' in their daily social existence. The notion of relative 

autonomy encapsulates the recognition that structural forces are still important in a culturalist 

perspective, in that people do not enjoy absolute freedom in making choices with respect to 

living their lives. This notion also speaks to an understanding of the participation of people 

in the structural organisation and reproduction of their lives and society. 

From the voluntarist (agency) perspective, Antonio Gramsci ( 1 97 1 )  has argued that people 

must intervene in history to make change and that economic changes and crises provide only 

the necessary conditions for change and not the sufficient conditions on which to build a 

superior society. Gramsci argues that people must become implicated in social change and that 

intel lectuals have an important ro le in developing and assisting the attainment of a superior 

society. Gramsci attempted to work between the poles of the structural ist and culturalist 

dichotomy. The radical sociology of education approach also situates itself in the middle 

ground drawing on both structuralist and culturalist insights and responses. 

Critical theory supports the stance that people are able to resist a structurally determined 

existence and to influence the world around them (c.f. Willis:  1 977). In the rejection of the 

positivism and the technological rationality embedded within science disciplines, critical 

theorists have argued that the reification of the ·scientific' to equate with · absolute truth ' and 

' fact' , deny its social constructed-ness; ' science ' in this way becomes reified and equated 
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(misguidedly) with ' natural ' law and outcomes. In this way, science is elevated to a canonised 

status which only disguises its ' humanly constructed' qualities which in turn is co-opted to 

maintain the status quo of various. forms of social and cultural dominance. Critical theorists

such as Habermas, strongly reject positivism as a ' false conscious' form of determinism. On 

the other hand critical theorists are supportive of the agency position, that people can resist 

and make have some influence over their lives, at the same time and similarly with Gramsci ' s  

position, due deference i s  given to the importance of  the structuralist impulse. 

Maori struggle to ensure the preservation and protection of their language, knowledge and 

culture as well as to ensure the validity and legitimacy of these cultural forms is important. 

These specific cultural forms belong nowhere else in the world, if  they are lost from New 

Zealand, they will be lost from the world. As well, Maori have signed a formal Treaty ( in 

1 840) with the British Crown which provides promises and guarantees to preserve and protect 

the ' treasures' of Maori . For these and other reasons the struggle for the preservation and 

protection of language, knowledge and culture is important. However, because of the unequal 

power relations between Maori and Pakeha, the preservation of Maori language, knowledge 

and culture must also be seen as a ' structuralist' struggle in terms of attempting to mediate 

power, ideology and economics. The emergence of alternative Maori education and schooling 

sites in the 1 980s such as Te Kohanga Reo and Kura Kaupapa Maori have been significant 

in bringing the structuralist and culturalist ' strands ' of the struggle together. Although most 

of these alternative developments occurred as localised initiatives over the establishment of 

small educational institutions, the wider meaning of the · struggle' itself. has served to 

collectively politicise Maori communities and individuals about both the structural and cultural 

levels of such resistance. within local communities and across the Maori population as a 

whole. It is the very essence of the ' struggle' itself and the associated politics which are 

revealing of the 'hidden' structural impediments which militate against Maori aspirations in 

schooling and within communities more generally . The consequences of the major struggles

faced by Maori in the 1 980s have been:

r .  an expanded and widespread conscientisation of structural impediments 

t r .  a galvanising of collective resolve against a common ' enemy' - the New Right 
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economic reforms 

ni. a rise in discursive symbols of resistance e .g .  Kaupapa Maori, tino 

rangatiratanga, Te Kohanga Reo, Te Reo Maori, Waananga, Matauranga Maori, 

Tikanga Maori - have all become ' political ' symbols of self-determination in 

education and a reclaiming of the validity of Maori kn�wledge 

iv. the establishment of alternative Maori modes and institutions; for example,

Waananga, Kohanga Reo, Kura Kaupapa Maori, Te Kura Tuarua, etc.

The use of ' meta-narratives' related to 'domination' and ' subordination' implicates the whole 

of the New Zealand context. Within this national context there are several factors which need 

to be taken into consideration with respect to shaping the arguments embedded in this thesis. 

Some of these important considerations are summarised here, noting that they are both 

individually distinctive but may also overlap; 

1 . there is a historical dimension encapsulated m the term tangata whenua 

(indigenous people, people of the land) 

2 .  there is a Treaty of Waitangi dimension based on the notions of partnership 

and tino rangatiratanga (self determination) 

3 .  there is a colonisation dimension with its implications o f  assimilation, 

acculturation and domination by invading cultures 

4 . there is a political dimension of control and domination which has been

effected through ' legislation, Acts of Parliament ' ,  co-opted democracy, and

through hegemony (false consciousness) on the part of Maori, for example

hegemonic understandings about the neutrality of the Westminster form of

'democracy' as constructed in New Zealand.

5 .  there i s  a social control dimension which has been implemented through at

least two major levels:

a) overt coercion: Jaws. legislation. courts. police, army etc .

b) covert coercion :  through ideologies and hegemony, broken promises

(Treaty ) etc 

6 .  there is  a power relations dimension reflected in the fact of  being a numerical 
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minority within the total population, of being under represented in the key 

power broking positions and in fewer numbers. when representation does occur 

- there is a socio-economic dimension whereby Maori are disproportionately 

excluded from the wealth of the country; this is manifest in high levels of 

unemployment, poor access; participation and achievement in schooling, over 

representation as a group in lower paying and low status forms of employment 

etc. In this sense there are 'class' factors at work and it is no accident that 

Maori occupy lower and working class sectors of New Zealand society m 

extremely high and disproportionate numbers compared to non Maori. 

A major concern therefore, is to begin to theorise a politics and practice of social 

transformation for Maori, that is, to connect with the critical theory claim of working towards 

crisis intervention and to assist Maori to gain more control over their lives as they struggle 

to free themselves from various layers and formations of oppression, exploitation and 

containment. (note; the term empowerment needs to be critically examined within the 

framework of dominant and subordinate power relations; to ' empower' someone is to 

immediately structure the 'power giver' into a dominant position). 

In summary, this thesis takes the n·otion of ' theory' as a central problematic in the 

development of transformative action in the interests of subordinated groups. This position can 

be summarised within the following critical questions (following Michael Young: 1 97 1 ) ; 

i. What counts as theory? 

11 .  How is theory produced? 

11i. Do different interest groups value different theory? If so, are these fairly 

employed in promulgating research? 

1v. Who has access to existing theory and how is this access controlled? 

v. Whose interests does theory serve? 

vi. How do prevailing theories legitimise existing research methodologies?

v11 . What ideological appeals (hegemonies) justify and legitimate theory?

1 3 1



Section Two : Chapter Three 

Critical questions such as these begin to disclose the ' hidden curriculum' of taken for granted 

meanings of ' theory' .  Theories are socially constructed. They are the outcome of selected 

aspects of knowledge. The common sense understanding that ' theories' are neutral, a-cultural, 

value free and stand apart from vested interests is a fallacy. 

Theories which are applied, ostensibly to assist subordinated groups need to be carefully 

interrogated with respect to ' hidden interests' which may intentionally or inadvertently 

produce contradictory outcomes. For Maori, the ongoing history of educational policy failure 

needs to be critically examined. The theoretical underpinnings of such policies (for example, 

assimilation, integration, multiculturalism, biculturalism) ought to be critically analyzed as 

problematic and potentially the cause of the failure to achieve the outcomes of positive 

transformation and intervention. It is for this reason that subordinated groups seeking 

meaningful change of their lives must also critically engage 'theory' as a site of struggle 

between dominant and subordinate interest groups. 

This research is not so much focused on Maori as 'the problem' as it is on the structures and 

wider social milieu in which Maori are 'caught ' .  This thesis takes for granted the validity and 

legitimacy of Maori claims in respect of their territorial, historical, social, political, cultural 

and economic rights and entitlements. What is regarded as the major problematic then, are 

structural impediments which have derived from a lack of meaningful power and control by 

Maori to ensure that their needs and aspirations within all of the aforementioned categories 

are secure. Clearly, the fact that Maori only constitute approximately 1 5% of the total New 

Zealand population puts them in a very vulnerable position when the political system in which 

they are located is organised around the Westminster system of democracy. The basic 

contradiction here is that Maori are structurally d isadvantaged as a numerical minority within 

a political system organised on the taken for granted, ' fair and neutral ' principles of ' one 

person, one vote· and 'majority rule' . 

The structures imbued within New Zealand society, have been developed in the interests of 

non-Maori groups. Non-Maori (Pakeha) groups are also not singular in formation, thinking 
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or practice, but are cast in several forms generalised within the phrase 'dominant interest 

groups ' .  Certainly the structures of New Zealand society heavily favours the interests of non

Maori groups and act to produce and reproduce the ' status quo ' and accordingly entrench their 

situation of privilege, dominance and advantage over Maori. 

The current context of the increasing encroachment of free-market economic ideologies within 

New Zealand education and schooling since the advent of the Picot Report ( 1 988), (building 

on the Treasury reports of 1 984 and 1 987), provide points of both contradiction and 

confrontation to Maori cultural frameworks. Indeed, the once sceptically accepted assertions 

made by Bowles and Gintis in ' Schooling in Capitalist America' ( 1 976) have become more 

clear and more relevant as schools are more overtly reduced to vocational imperatives, and 

assume ' factory-like' roles which select and produce workers into a stratified work force - or 

as is the case for increasing numbers of students, into unemployment. The free-market capture 

of the New Zealand education system has seen schools increasingly ' formally' and 

'politically' co-opted into playing an essential and crucial role in the ' structure' and 

' structuring' of the free-market capitalist society. 
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Chapter Four. 

Shaping a Critical Theory Approach to Maori Education 

Te Matauranga o te Pakeha. 

Te matauranga o te Pakeha 

He mea whakato hei tinanatanga 

Mo wai ra? 

Mo Hatana? 

Kia tupato i nga whakawai 

Kia kaha ra, kia kaha ra. 

Te Matauranga o te Pakeha 

Patipati, a ka  muru whenua 

Kia kaha ra, e hoa ma 

Ka mutu ano 

Te tanga manawa 

Oranga, a oranga 

Te matauranga o te Pakeha 

Ka tuari i te penihana oranga 

Hei aha ra? 
Hei patu tikanga 

Patu mahara 

Mauri e 

The knowledge of the Pakeha 

Is propagated 

For whose benefit? 

For Satan 's? 

Be l l'GfJl of its temptations 

Be strong, be steadfast. 

The knoll'ledge of the Pakeha 

Seduces you, then takes the land 

Be strong, friends 

land is a!! we have 

It is our heart-beat 

Our means of livelihood 

The knowledge of the Pake ha 

Cpho/d\' the social benefit system 

/ / 'hy? 

To oppress culture 

To oppress 0111· 1ho11ghts 

To oppress our humanity. 

( A  modern action song composed by Tuin i  Ngawai of Ngati Porou, circa 1 950) 

This chapter makes explicit some of the specific theoretical strands which ir�form the analyses 

and the transformative project of this thesis. The theoretical ' tahuhu' (ridgepole) of this thesis 
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derives from Marxist insights as contained within Critical Theory (circa 1 920s to the present) 

and the New Sociology of Education (circa 1 970s to the present) . An important task 

throughout this section and within this chapter is to identify particular theoretical concepts 

which assist in critically analysing Maori education and schooling. The ' selection' of these 

theoretical " tools' is significantly related to the subj ect and context of this research. That is, 

it is a ' selection' of theory which enables an analysis of Maori education and schooling within 

a societal context of unequal and contested power relations and which is also able to develop 

outcomes (within a theory and practice) of transformative action. 

Critical theory had its beginning in Germany in the 1 920s, within a collection intellectuals 

known as the 'Frankfurt School ' .  The name, 'The Frankfurt School '  was taken from its 

location of this group within the Institute of Social Research at the University of Frankfurt. 

The name also provided a convenient ' catch all' term to embrace a group of quite different 

and often competing theoretical positions. Some of the early influential theorists in this school 

were Max Horkheimer, Theodor Adorno, Herbert Marcusse. The core work of the Frankfurt 

School of thought related to engaging with the ideas of Karl Marx and in particular with his 

social theories related to society. These early theorists, while sympathetic and supportive of 

many of Marx's ideas, were also critical of his inability to fully explain the existing social 

conditions and to transform them. An emerging theme in the early Frankfurt School writings 

was a concern to move Marx ' s  ideas from being simply 'theoretical ' to also being ' practical ' .  

One of the important concerns of critical theorists and subsequently an identifying feature of 

critical theory is the emphasis placed on bringing theory into practice and vice versa; the 

dialectic of theory and practice is seen as being mutually significant in the ongoing evolution 

of both concepts. 

Ironically, the positioning of the researcher using a critical theory approach is in itself 

somewhat problematic. given that the more traditional critical theorists by the very nature of 

what they do. tend to position themselves ·outside" as the arbiters of an ·enl ightened' 

perspective. this point is well made by Bei lharz: 
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'During the l 930's the term ' critical theory' had generally been used as a code 

word for critical Marxism or a Hegelian Marxism. However, Horkheimer's 

explicit reference to the term in 'Traditional and Critical Theory' ( 1 972: pp. 

1 88-243 , 244-252 takes on a far greater significance. In what Dubiel called the 

' materialist' period ( 1 930- 1 93 7) ,  the Frankfurt theorists already' considered the

formulation of a critical theory of society as being (contra Lukacs) removed 

from proletarian class consciousness. But in the ' Critical Theory' essay 

Horkheimer makes this approach far more explicit and radicalises the 

argument: the critical theorist' s  interest in social emancipation expressed 

through the pursuit of a theoretically adequate social theory commits the 

theorist to a self imposed marginalisation from even the addressees of the 

theory - the proletarian masses. A stronger interpretation of this thesis is that 

the critical theorist is the · subject' of the critical theory of society and bears 

the burden of opposing the status quo ' .  (Beilharz, P.  (ed.) ,  1 99 1 : 95) 

The irony of the critical theorist becoming distanced from the subject material is contrary to 

the way in which this thesis and the researcher are positioned here. In the view of this 

researcher, it is the distancing of the critical theorist from the praxis which has opened critical 

theory up to criticisms of being overly 'utopian' in its emancipatory endeavour. Habermas' 

approach in emphasising ' incremental change' and celebrating ' small victories' situates critical 

theory within a praxis dimension. In this way critical theorists are able to interact within the 

reflective - reflexive . momentum of emancipatory activity. This also explains why the

researcher in this project has been concerned to be positioned 'within' rather than 'outside' 

of the transformative activity. This ' interactive' positioning also connects with Gramsci' s  

notion of the organic intellectual. 

The discussion developed in this chapter on the critical theory influence in this thesis are 

necessarily focused in the first instance. on aspects related to education and schooling, and in 

the second instance, on society more general ly. Critical theory in i tself is not a single unified 

theory, rather it consists of a number of theories and in this way has been ascribed to several 
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key theorists who are enjoined by a set of common aims and themes. In particular, Rex 

Gibson ( 1 986 : 35 )  suggests that critical theorists of education are likely to share three common 

features; 

i .  a concern to map the inequalities and injustices of the education system 

11. a claim to trace these injustices and inequalities to their source, showing the

educational processes and structures by which they · are maintained

m .  an intention to seek or propose remedies to those injustices

Gibson has restated these three points in a different way; 

' What is wrong with education? Why and how have those ills arisen? How 

may they be remedied? On the first of these questions (What is wrong?), there 

is quite remarkable unanimity among all varieties of critical theorists in their 

appeal to the same body of evidence. On the second set of questions (Why? 

How?), there are four major ' answers' proposed (the economy, the State, 

culture, resistance) . On the third question (What is to be done?) there is 

remarkable vagueness and evasiveness over practical proposals as to how to 

achieve the common goal . '  (Gibson, 1 986:  44) 

It is this general concern with respect to the unity of theory and practice (that is in bringing 

Marx into a more contemporary relevance) which has led to the development of emancipatory 

endeavour as a primary characteristic of the contemporary critical theory approach as 

exemplified in the work of Jurgen Habermas ( 1 973 , 1 987) .  

Key principles which unify the critical theory approach include the following; 

i . the rejection of scientific notions of · naturalness' or ' given-ness' . (Critical

theory rejects the notion of · given-ness · in social life. Scientific approaches to 

an analysis of social life are often misleading; an over-emphasis on positivistic

analyses can be distorting. )

1 1 .  an emphasis on  theory; (Critical theory rs concerned to emphasise the 
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indivisibility of theory and practice; each must inform the other) 

111. a critical perspective of instrumental rationality (Critical theory de-emphasises 

instrumental thinking as being more concerned with ' means' rather than ' ends')  

vi. a need to revise traditional Marxist ideas to become more socially

transformative and practically applicable (Critical theory questions the

relationship of 'base' to ' superstructure' ,  .that is, the primacy of the economy

and the economic over societal institutions and consequently argues for more

credence to be given to the relative autonomy (agency) of social institutions

such as culture and education)

vu. a need to uncover and disclose hidden interests of individuals and groups (to 

make sense of the way in which privileged interests are covertly advanced and 

struggled over, for example, the notion of the ' hidden curriculum' m 

schooling) 

vni. a concern to permanently problematize the relationship between the individual 

and society (it challenges the ' fundamentalist' Marxist position of denying 

agency to individuals; a critical theory is concerned with the formation of 

personality particularly how prejudice. authority and authoritarianism 1s 

inscribed in society through individuals.) 

ix. an emancipatory aim in so far as individuals and groups are assisted to gain

power to control their own lives

(following Gibson, 1 986)  

One of Habermas · ongoing and consistent concerns has been to develop a critical theory of 

society which revises and builds on Marx' s original ideas with an emphasis on transformative 

pathways for oppressed and exploited groups and which ultimately are able to l ead to their 
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full emancipation. In common with other critical theorists he argues that Marx ' s  ideas are 

overly pessimistic in that they often provide little hope for social transformation beyond the 

ultimate overthrow of capitalism. Habermas' reconstruction and re-centring of the notion of 

emancipation as an incremental process is predicated on the assumption that not all people are 

free citizens and on the contrary that all are entitled to freedom from domination, freedom to 

express themselves and freedom from co-ercive and hegemonic control .  While such a position 

may be considered patronising in its assumptions, firstly, that people want to be ' freed' ,  

secondly, that someone else has the ' true' pathway and answers, or thirdly that it is  in fact 

possible to reveal ' underlying structural causes' . Habermas' emphasis on emancipation as both 

an outcome and a practice, coincides with other critical theorists in their shared concern to 

bring Marxist analysis and approaches into a practical and practising reality. 

Habermas ( 1 974, 1 976) is critical of the increasing pervasiveness of science and technology 

and its attendant technological rationality. This in turn has seen a rise .in bureaucracy and 

managerialism which has increasingly disempowered individuals from the freedoms to control 

their own lives and a corresponding shift of control to state agencies and bureaucracies. A 

major concern arises when managerialism and capitalist practices reproduce relations of 

dominance within society. Habermas predicts three outcomes or crises as a result of increased 

state control and profit driven practices; 

i. a legitimation crisis (a crisis of state authority, control and leadership)

1 1 . a motivation crisis (a  crisis of citizenry commitment associated with a sense

of disempowerment)

111. an identity crisis (a crisis of loss of a collective allegiance and unity as a result

of disempowerment, isolation and the rise of individualism)

1v. a rationalitv crisis (a crisis of a collapse of reason and allegiance to previously

held · common sense· understandings amongst the general population)

(these ideas following Habermas, 1 974, 1 987) 

Habermas' recent writings ( 1 987) have attempted to defend critical theory from criticisms 

(particularly from post-modern critics) who have dismissed critical theory as being overly 
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utopian and idealistic with respect to its emancipatory aims, that it engages in constructing 

homogenous ' meta-narratives' against the complexities of the ' day to day'  lived experiences 

of individual citizens, and so on. Habermas has attempted to respond to these critics by re

examining, defending and elucidating some of the ideas which have been criticised. 

In particular, Habermas has sought to critically reconstruct the 'role' of the ' utopian' vision 

within emancipatory projects. Habermas has responded to the criticisms levelled at utopian 

ideals as being overly generalised, romantic and largely unattainable rhetorical idealism. These 

criticisms are alluded to in Rex Gibson's  ( 1 986:44) comment on utopian idealism when he 

asks 'that with respect to - what is to be done? - . there is remarkable vagueness and 

evasiveness over practical proposals as to how to achieve the common goal ' .  While the 'big' 

utopian vision can be argued for in that it forms a repository of emancipatory ideals; such a 

'vision' also gives impetus to significant, transformative and emancipatory actions. The notion 

of the 'utopian vision' has also been argued against, as being counter-productive, in that it 

only creates ' false '  and ' unrequited' hope. For example, utopian goals such as ' racial 

equality' ,  ' civil rights' ,  'gender equity' and in more local terms perhaps, ' tino rangatiratanga' 

and 'bi-culturalism' can all be criticised as being largely unattainable goals and that such 

unrealistic aims ultimately serve to disil lusion those interested in transformative and 

emancipatory activities (although it must also be remembered that a clear distinction needs 

to be made between these utopian goals as 'outcomes' and/or as ' processes ') .  Habermas has 

responded to these criticisms by acknowledging the general point but makes the riposte, that 

' utopian' idealism performs an important function in mobilising and focusing people around 

an emancipatory vision. 

A key element within Habermas ' reconstruction of the emancipatory task of critical theory 

has been described by one author (Benhabib. 1 986 :  1 4) as a ·utopian transfiguration' which 

identifies 'qualitatively new needs. social relations and modes of association' and therefore 

'opens up utopian potential as condition for emancipation ' . Unlike the early critical theory 

of the wider Frankfurt School thinkers. Habermas attempts to reconcile the romantic idealism 

of total social reconstruction, with more realistic and attainable aims and outcomes, and to the 
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recognition of different forms and practices of democracy. For Habermas, like Freire ( 1 97 1  ), 

Fanon ( 1 965),  Toure ( 1 959) emancipation is to be also won within the act of struggle itself 

(in this sense, the 'process' is as important as ' outcome') and that emancipation of the . . 
individual consciousness is an important site of struggle. Habermas also recognises that 

emancipation can occur in myriad smaller sites on the way to developing much larger and 

more extensive social change. Habermas' insights are useful in coming to understand and to 

recognise the structure and process of Maori educational resistance in the 1 980s, which is 

developed in multiple sites, takes multiple forms and contends with multiple political, 

educational, cultural and economic variables. His ideas also help reconcile the gap between 

the espoused vision of ' tino rangatiratanga' (autonomy; self-determination) and the reality of 

slow progress towards the realisation of such ideals. Habermas' ideas are further developed 

in section Three of the thesis. 

If critical theory provides the theoretical 'umbrella' for the thesis, in more specific terms, the 

consistent theoretical approach developed within individual chapters of this thesis derives from 

' a  critical approach to the sociology of education' .  The use of the term critical here implies 

an intervention cycle of 'conscientisation, resistance, transformative praxis ' approach which 

takes the interface of 'power' ,  'knowledge' and ' schooling' as a significant focus. The critical 

approach to the sociology of education is a more recent development which emphasises the 

centrality of contested power relations in seeking to explain disadvantage and crisis within 

educational and schooling contexts (c.f. Lacey, 1 970; Willis, 1 977; Corrigan, 1 979; Jones, 

1 987) .  

Generally speaking, sociologists of education look at how the individual is constituted as part 

of a social structure. They look at the social context in which an individual is located .  For 

example, critically informed sociological approaches to explaining ' unemployment' would not 

merely focus on the 'unemployed' nor would a sociological approach to understanding Maori 

language loss simply concentrate on getting more Maori to speak their language: the wider 

social and political contexts are also of concern with respect to the social structures which 

may also influence this situation, such as world economic trends, political decision-making, 
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schooling and education and so on. A critical approach would be concerned to disclose hidden 

' group' interests and to show how these are contested within art asymmetrical power-relations 

context. Educational sociologists generally seek to look behind 'official ' and 'hegemonic' 

taken for granted explanations of contested interests in schooling and education. 

In summary, sociologists of education tend to view social structure as having two m'1;)or 

components; 

1 . the structures associated with social organisation e.g. the economy, the law, 

religion, etc. 

11 . the structures associated with social relations e.g. relations between groups may

be structured according to external influences, such as race, gender and class.

From a radical theory point of view, these social relations are not neutral . They

are relations of power; usually described in terms of 'dominant' or

' subordinate' relations. This perspective contrasts with the liberal viewpoint

which sees education and schooling as ' neutral ' sites providing equal

opportunity for all students, where all students have an · equal chance to learn,

and where schools serve a common ' good' .

' The critical sociological position would hold that while the distribution of goods and wealth 

in society is uneven, so too is power unequally distributed within society even though this is 

often obscured and invisible. A critical perspective takes unequal power relations as a central 

issue ; in particular how power is asserted by dominant interest groups, how power i s  med iated 

within subordinated groups and how power is contested between dominant and subordinate 

interest groups. Key considerations in  developing a radical sociological approach with respect . 

to the schooling of Maori are united by three notions: 

a. the notion of unequal power relations (e .g. dominant Pakeha and subordinate

Maori power relations )

b . the notion of a specific context or  · site · (e .g .  schooling and education as an

institutional context or the curriculum as a specific site

c . the notion of · struggle· (e .g. contestations of validity. authority and legitimacy
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of a subordinated culture) 

An example of a radical sociological approach incorporating the above framework would be 

to examine 'the school curriculum as a site of struggle between dominant Pakeha and 

subordinate Maori interests ' .  Certainly much of the critique developed by Maori of the 

dominant education system has been centred on the (mis)use of power- within education and 

schooling by non-Maori cultural and political interests. It is only recently that a consciousness 

of the economic interests embedded in education and schooling have developed. This new 

formation of resistance politics which have moved beyond narrow conceptions of the struggle 

as being only about ' culture' ,  has been mostly as a result of the overt economic agenda which 

has been developed within the free-market economy established in the 1 980s. 

It i s  not intended to constrain this thesis to be simply concerned with education and schooling 

as a site of struggle. It is also essential to analyze macro issues which impact on Maori social, 

economic, political and cultural positioning on a broader scale and the subsequent formations 

of domination and subordination in wider society. What happens in schooling is very much 

a result of politics in the broader community. A substantial amount of previous research on 

New Zealand schools has tended to focus only in the schools and particularly on the ' faults' 

lying with the inadequacies of the ' learner ' .  Such approaches tend to take for granted the 

notion that schools can somehow be 'fixed' by simply making change at the school level .  

What is Jost in such analyses is an appreciation of the wider politicaL sociaL cultural and 

economic context surrounding and influencing the school .  What is being ·contested · in these 

two approaches to research is the tensions which exist between theories of direct reproduction 

in schooling and education on the one hand and theories of relative autonomy on the other. 

In the structuralist, " direct reproduction' sense. schooling and education are seen from the dual 

perspectives of both producing and reproducing Maori positioning in the wider societal 

context. Associated with thi s stance is the ·commonsense' belief that meaningful social change 

for Maori can not be sustained at the level of schooling and education alone, it must also be 

·won· on the wider societal front as well as at the local level and it must address change at 

the surface and deep strata. In the culturalist · relative autonomy" view, schooling and 
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education provide sites of struggle where individuals and groups maintain some 'agency' over 

their own l ives and are able to resist (some would argue · that such resistance is simply 

delaying the inevitability of structural forces) and are not simply to be regarded as automatons 

who are shaped by external structural forces. 

The variables surrounding educational research related to Maori are numerous as well as 

complex. Maori people are certainly not a homogenous, single thinking, acting or cultural 

grouping, although major foci which unify particular Maori interests are discernible.  For 

example in relation to descent groupings (e.g. whanau, iwi, hapu) social class positioning, the 

politics of the Treaty, the politics of Maori language, knowledge and culture, iwi politics etc. 

The marginal positioning of Maori within the wider New Zealand societal context is heavily 

influenced and determined by a conglomerate of structural forces centred on capital 

accumulation. This capitalistic imperative is given momentum by a complex mixture of 

power, economics and ideology. The control over capital investment and accumulation in New 

Zealand is almost exclusively held by and in the interests of an elite group of non Maori, and 

over and beyond this, is controlled by and is embedded in a global system which in turn is 

controlled by a monied elite of power brokers. In this respect, Maori positioning within New 

Zealand society therefore, must also be understood with reference to the determining effects 

as explicated within world systems theories. The works of Peter Worsley ( 1 984), Immanueal 

Wallerstein ( 1 989) and Roger Dale ( 1 989 (a]) provide useful understandings here, while 

Smith, C.. ( 1 994), Sutherland ( 1 994) and Harawira ( 1 995) make commentary on these issues 

with respect to Maori. 

However, Maori also assume some agency over their own lives in that they are also engaged 

in autonomous acts of resistance ( following Wil lis, 1 977: Apple, 1 982 [a] ; Giroux, 1 983 [a]) 

to these 'determined' forces. Much of this resistance is  'packaged' in col lective actions 

centred on mounting cultural responses, which mainly emphasise Maori language, knowledge 

and cultural revital isation initiatives. A major question requiring explanation is the extent to 

which Maori are able to genuinely free themselves from the detrimental outcomes resulting 
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from exploitation and capitalistic enterprise. An important argument underpinning this thesis 

is that Kaupapa Maori (Smith, G. ,  1 990 [g], 1 992 [a] , 1 992 [b] , 1 992 [c] , 1 992 [d], 1 993 [a] , 

1 993 [b]) as a Maori derived intervention theory, is able to successfully initiate and engage 

with a more fundamental level of politics to develop social change for Maori. Kaupapa Maori 

intervention, through the co-option of culturalist intervention strategies' is also able to resist 

and make change, (albeit limited) at the structural level. What is significant, is the 

identification and engagement ( conscientisation and consciousness) of these previously taken 

for granted structural elements through an emerging politics amongst Maori as an outcome 

ofKaupapa Maori social change, in particular in those initiatives established at the educational 

and schooling levels. To sum up the point being drawn out here is that through Kaupapa 

Maori, Maori communities assume some agency over their own lives and resist both structural 

- determined and cultural - determining influences. 

This thesis also draws on key understandings of several researchers, academics and social 

theorists. The theoretical position of this thesis draws on many sources in order to connect 

more precisely with the unique aspects of the Maori context here in Aotearoa. It is not 

intended to ' mutilate' the work of these thinkers by only selecting aspects of their work, the 

motivation for this approach is to strengthen the arguments of this thesis by incorporating a 

extensive set of like minded theorists. 

The critical work of Michael Young ( 1 97 1 )  is important, not so much in the way in which 

Young located his critical questions with reference to knowledge within the school curriculum, 

but more so, in extrapolating the crucial significance of his analytical framework as it relates 

to how power and control over knowledge is exploited and 'construed ' to maintain the 

interests of dominant groups through the assertion of power by the co-option of knowledge. 

Of particular importance is the necessity to understand how the interests of the economy and 

political ideology are maintained over and within minority interest groups. Young's ( 1 97 1 )  

crucial contribution in ·Knowledge and Control' was to expose 'the taken for granted' school 

curriculum as a ·selection' of knowledge, and therefore a · socially constructed ' phenomenon 

which served specific group interests both inside and outside of schooling. The power of 
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Young' s  example for Maori, is  that it lucidly and simply explained for Maori what was 

happening to them in schools and helped to contribute to an evolving and more ' sophisticated' 

critique of Pakeha dominant education and schooling. 

Another critical view is developed through the work of Antonio Gratnsci, · in particular the 

insights to be gained from his conceptual tool of 'hegemony ' .  This is a useful instrument to 

understand how · Maori become complicit in their own oppression and domination. 

Conscientisation requires the deconstruction of existing false consciousness (hegemony) and 

developing of understandings (counter-hegemony) of deeper structural concerns. Thus, there 

i s  a need to explain why some Maori willingly co-operate and participate in the formation of 

their own cultural oppression and economic exploitation by upholding dominant hegemony. 

Another significant explanation from Gramsci which is applicable within this work is his 

theorising of the role of the ' intellectual ' .  This is an extremely useful understanding to assist 

the clarification in the work of the author as an 'academic' attempting to promulgate a 

socially transforniative thesis on behalf of others. 

Finally, the major theorists used in this thesis (e.g. Fanon, Freire, Apple and Gramsci) are not 

only fundamental in developing critique of the existing system which thereby opens up the 

' space' for Kaupapa Maori (and · for organic Maori communities to put forward their 

transformative ideas), they also contribute in an ongoing way to the understanding of the 

critical elements embedded in the organically derived Kaupapa Maori practice (and praxis). 

Thus while they are not always overtly invoked when discussing Kaupapa Maori in the 

cultural, organic sense (which the last part of this thesis concentrates on) - they none the less 

remain critical throughout, particularly in assisting the bridging of the organic and traditional 

intellectual communities. Thus following traditional saying reinforces this point; 

'£hara taku toa. le toa rakitahi: engari he toa takitini '

(My strength is not of the individual but of the many ) 
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Chapter Five. 

Gramsci: Intellectuals, Hegemony,. Counter-hegemony, War of Position. 

Kaua hei tupeke, 

Me titiro nui. 

Kaua hei tupeke, · 

Ki nga matauranga, 

0 tenei reanga, 

E taupatu nei, 

Te Kotahitanga. 

Aue, taukuri e! 

He aha i wehi ai 

Te mana e, 

To mana Maori e?  

Na, ko te tauira 

Me whakamomori; 

Kia puta he ora, 

Mo tatou katoa. 

Kaua Hei Tupeke. 

Do not be co/1serva1ive, 

Be broad-minded. 

Do not be reticent, 

Of intellectual pursuit, 

In this generation, 

Of challenge, 

Unify under Te Kotahitanga. 

It is indeed, sad.' 

Why reject 

Your heritage, 

Your Maori essence? 

/f you do this, the learner 

self-destructs; (suicides) 

Encourage groil'th and life, 

For us all. 

(Note: this action song was written by Tuini Ngawai of Ngati Porou [circa 1 950];  it encourages Maori to pursue 

knowledge and to be un ited under the Kotahitanga movement). 

The insights of Antonio Gramsci ( 1 97 1 )  are extremely important in drawing together the 

many strands of theory, history and praxis alluded to in the chapters of section one of this 

work. Gramsci remains today one of the most influential theorists of Marxist social theory. 

While much of his work has to be carefully re-constructed from his piece-meal writings 

contained in his prison note-books, a further complication in getting a comprehensive 

understanding derives from the fact that his works \Vere originally written in the I talian 
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language. 

What is important about Gramsci' s work, notwithstanding the immense scholarship that has 

gone into interpreting and reading his sometimes obscure meanings, is the need for the 

contextualisation of his ideas, the testing of the abstract thought in the practical domain of 

experience. That is, there is a need to 'read' Gramsci from the practical, ' tactile' point of 

view of everyday, lived reality. Such an applied theory approach to Gramsci '  s work, resonates 

with Freire ' s  often quoted words; 'Read the word: read the world '. 

This summary of section one of the thesis, introduces Gramsci' s theoretical ideas in order to 

tie together (and to make sense of) the first few chapters and to set the basis for reading the 

praxis oriented elements in section four. Thus it is Gramsci ' s  insights which hopefu:lly bring 

some clarity, order and explanation to the multi-themed and multi-layered approach in the first 

part of this thesis, particularly, as one has struggled to represent adequately the magnitude, 

complexity and sophistication of the contested politics between dominant Pakeha and 

subordinate Maori interests within education and schooling. 

Gramsci 's  contribution to education theory more generally, and to understanding the position 

and the work of the author as represented in this thesis specifically, is derived from his work 

on hegemony/ counter hegemony, intellectuals and 'war of position· . All these elements are 

crucial to developing transformative outcomes within the critical intervention cycle of 

'conscientisation, resistance, transformative praxis '. 

Working Intellectually. 

The work contained within this thesis represents selective insights into the praxis of an 

'organic intellectual " (following Gramsci. 1 97 1 ) . The claim to this description, is not made 

in order to seek some self-aggrandizement, nor is the use of this term intended to have 

meaning in an honorific way. The term ' intellectual ' in its traditional usage, has connotations 

of knowledge el itism and mystification. 
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Within the context of this thesis, the concept of the ' organic intellectual ' i s  used 

retrospectively by the author in seeking to find an appropriate description which adequately 

embraces the multiple dimensions of Maori struggle brought together in  this work. In  this 

sense, the self-descriptive term, 'organic intellectual' ,  is used in a critically reflective way to 

describe a set of transformative projects in which the author is involved. However, it also 

needs to be made c lear that the author wishes to acknowledge the ' co llective' and ' shared' 

nature of Maori struggle, and that the transformative projects reported on in this work do not 

rest on an individual, but represent the courage, dedication, efforts and accomplishments of 

many Maori contributors. 

The concept of the 'organic intellectual ' is used here then, as an analytical instrument to 

clarify and make explicit the author' s  approach, aims and politics as expressed through various 

transformative actions. The co-option and descriptive use of Gramsci ' s notion of the 'organic 

intellectual' is done because it best describes the reflexive and formative progression of Maori 

struggle which is tracked out within the theoretical and practical dimensions of the author' s  

praxis. The notion of the organic intellectual therefore, i s  able to elucidate the multi-levelled 

politics of Maori struggle developed within education and schooling. It is also able to account 

for the shifting nature and formation of struggle which is discernible across the breadth of the 

transformative work undertaken by the author and which is only partially represented within 

this thesis. In laying claim to the position, practice and thinking of an 'organic intellectual ' ,  

the author i s  attempting to identify some important understandings which will assist the way 

in which this work might be interpreted. Thus the Maori 'organic intellectual " embedded 

throughout this thesis is working in the following ways; 

i. developing transformative praxis, driven by emancipatory ideals; attempting to

move beyond the notions of the ' language of critique' ,  ' language of

possibility ' ,  critical pedagogy, giving voice, empowerment, counter-narrative

and so on (as used in the writings of Freire, Giroux, McLaren, Darder, and

others), to put the emphasis on transformation outcomes within praxis.

IL emphasising a unity (dialectic) between practice and theory. This is reinforced 
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by Darder who observes that; 

' Within this view of human beings, all human activity consists of action and 

reflection, or praxis. And as praxis, all human activity requires theory to 

i lluminate it. This interface between theory and practice occurs, for example, 

at the point where oppressed groups come together and raise fundamental 

questions of how they might assist each other, and how - through such an 

exchange of views - and action might emerge in which all groups might 

benefit. ' - (Darder, 1 98 1 : 83) 

111. undertaking the liberation of both the subordinate and dominant interests and 

structures, although the emphasis is on those with whom the organic 

intellectual belongs or has particular empathy, usually the exploited, oppressed 

and marginalised. A key point here is that on the one hand the oppressed must 

be assisted to ' free themselves' and yet on the other hand, an equally important 

task for the organic intellectual is to engage with dominant structures in order 

to make space for meaningful transformation to occur. These dual concerns are 

implied in Freire' s ( 1 97 1 )  claim that the solution is not so much to integrate 

them into the structure of oppression, as to transform the structures of 

oppression, so that they can become ' beings for themselves' .  

IV. endorsing the point of view that all men and women are intellectuals - all

humans perform as intellectuals in that they interpret, re-interpret and actively

engage with the world around them. Thus emancipation and transformation has

to be developed at both the level of the individual and the level of community.

IV.  acknowledging that schools and education are complex sites of struggle 

between dominant and subordinate interests. In this view, schools and 

education should be understood as both sites for oppression and liberation. 

Furthermore meaningful transformation may not simply rest with modal 

1 50 



Section Two : Chapter Five 

concerns and that the context also needs to be critically examined. 

v. understanding that the formation of struggle has to be adaptable (reflexive) and

able to reform to accommodate new challenges and circumstances .

vi. understanding that organic intellectuals must have the support of the people for

whom they presume to be speaking. Thus while assisting to give voice, shape,

clarity, audience and transformative outcomes to the oppressed, exploited and

marginalised, it is important to ensure the connected-ness (solidarity) to the

people and that this is a mutual and reciprocal relationship. There is also a

need to ensure to work ' for' the people and ' with' the people.

vii. undoing hegemony which stifles the interests of exploited, oppressed and

marginalised groups .  That is, understanding how the dominant world view and

its associated practices are produced and reproduced inside and outside of

schooling to maintain existing inequalities. A key task for organic intel lectuals

from minority interest groups therefore, ought to be to undermine and break

the ideologies which sustain these inequities .  McLaren makes this point as

well ;

'The challenge for teachers is to recognise, critique and attempt to transform 

those undemocratic and oppressive features of hegemonic control that structure 

classroom experiences in ways that are not readily apparent. . . '  - (McLaren, 

1 985 )  

vnl . developing counter hegemonic praxis as a direct resistance response to the 

oppressive features of dominant hegemony which preserves the prevai ling 

conditions upholding the status quo and therefore. supporting the current 

situation of. dominant social relations. 
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ix. accepting that schools and education are not neutral sites and that the

transformative intellectual is not neutral in the liberalist sense; as such this

work identifies with the .minority, subordinate Maori perspective and argues for

a partisan consideration of Maori interests, needs and aspirations. This

perspective is committed to struggling for the transform'ation of New Zealand

society within an emancipatory education underpinned by concerns for social

justice and a reformation of democratic society more generally.

x. distinguishing between individual and collective emancipation, acknowledging 

that both areas need to be worked at. 

As has already been made clear, this thesis questions the limitations of some of those 

resistance theorists who advocate approaches which highlight notions such as ' the language 

of possibility' , ' counter-narratives', ' critical pedagogy ' ,  ' empowerment' ,  and 'giving voice ' 

to the exploited and subordinate( d) groups. The critical position taken here is not intended to 

negate the contributions of those important critical theorists who challenge the existing social 

relations and structures in order to 'make space ' for ' those' (as opposed to 'we' or 'us ' )  

oppressed and exploited groups to be able to 'free' themselves. Such strategies can be 

generalised as merely developing conscientisation and not following through to ensure change. 

However, this work attempts to distinguish between conscientisation. resistance and 

transformative praxis and in doing so. counter argue that each of these individual " elements 

are all necessary and all need to be critically addressed. In particular, attention is drawn to the 

need to focus on achieving meaningful change. Thus, to simply concentrate on conscientising 

the oppressed, for example through teaching oppressed people to understand how they are 

being oppressed, or how to ' free' themselves, or to merely create the conditions to free 

themselves, does not go far enough. Critical theorists, transformative intellectuals or organic 

intellectuals and so on. must also emphasise transformative outcomes which are based on a 

critical praxis. For example the fol lowing quote from Giroux who writes in reference to

teachers as transformative intellectuals. exemplifies the emphasis on conscientisation rather 

than transformation outcomes; 
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' Transformative intellectuals need to develop a discourse that unites the 

language of critique with the language of possibility, so that social educators 

recognize that they can make changes. In doing so, they must speak out against 

economic, political and social injustices both within and outside of schools. At 

the same time, they must work to create the conditions that give the students 

the opportunity to become citizens who have the knowledge and courage to 

struggle in order to make despair unconvincing and hope practical. As difficult 

as this task may seem to social educators, it is a struggle worth waging. To do 

otherwise is to deny social educators the opportunity to assume the role of 

transformative intellectuals. ' (Giroux, 1 988 :  1 28) 

Organic intellectuals have an obligation to critically monitor the progress of transformative 

outcomes within a praxis approach and therefore ought to be able to evaluate the effectiveness 

of the intended transformation. This is an important point which has been learned from the 

Maori context of Kaupapa Maori transformation. These criticisms of the 'conscientisation' 

emphasis should not be interpreted as undermining the work of leading resistance theorists 

such as Giroux, McLaren, Freire and others, rather, they are made in order to build on and 

add to their foundational work. 

Perhaps the best way to further illustrate some of the limitations of the 'conscientisation 

emphasis' ,  is to critically reflect on the commonly espoused claim; " that merely giving fish 

to a community may thwart their hunger for a little while; teaching them the skills to fish for 

themselves will provide a life-long intervention' . Such a claim holds up only if the people can 

afford to buy the fishing equipment; that government regulations wil l  not impede them from 

going fishing of their own free wil l ;  that they will have access to �he fishing ground; that 

there will be no competition for meagre resources; that the fishing resource is free from 

pollution and so on. The point here is that there are many other variables at play and which 

may intrude on this situation. This story is analogous with many of the resistance theorists 

claims, in that simply giving the oppressed the tools of critique and making space within 

dominant structures does not go far enough or necessarily lead to the transformations that they 
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are seeking. 

Yet another distinction needs to be drawn between the notions of ' intellectual ' and of 

' organic' .  Both notions bring important elements to the total concept of the ' organic 

intellectual' .  To emphasise too greatly the organic dimension invokes criticisms of being 

overly partisan, ideological and captured. On the other hand an over emphasis on the 

intellectual component and the concept is also open to criticism as being overly theoretical, 

disconnected from the ordinary people and elitist. What is being articulated here is a 

fundamental dialectic between theory and practice which 1s paralleled within the terms 

' intellectual ' and ' organic ' .  In putting an emphasis on transformative praxis, this thesis 

endorses the claim by Darder (P84) that ' authentic praxis can only occur where there exists 

a dialectical union between theory and practice' .  Giroux has elaborated on this point in more 

detail ;  

'Theory must be celebrated for its truth content, not for the methodological 

refinements it employs . . .  theory is informed by practice; but its real value l ies 

in its ability to provide the reflexivity needed to interpret the concrete 

experience. '  (Giroux, 1 993 :99) 

Gramsci ( 1 97 1 )  has had much to say on the role of intellectuals in society. In particular. his 

writings in the Prison Notebooks gives considerable thought to the role and function of italian 

intellectuals. Two main thoughts emanate from Gramsci ' s  work on intellectuals; first he is  

concerned to diminish the distinction between manual and intellectual labour, a distinction he 

identifies as a major principle underpinning capitalist societies; second, he highlights the 

relationship between knowledge and power. and the way in which the rul ing classes derive 

power through a monopoly of control over knowledge . 

For Gramsci ( 1 97 1 )  an intel lectual was to be characterised by what they did and achieved 

rather than just on thinking capacity alone ; 
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' Al l  men [sic] are intellectuals, one could therefore say, but not all men have 

the function of intellectuals' - (Gramsci, 1 97 1 : 9) 

The function of intellectuals in society, according to Gramsci, was to provide cohesion, 

direction and . integration for a particular class, all classes creating strata of intellectuals; 

' which give it homogeneity and an awareness of its own function not only in 

the economic but also in the social and political fields' - ( Gramsci, 1 97 1 :  5) 

Gramsci defines two types of intellectual ; 

i. 'Traditional intellectuals ' ,  professional academics who ostensibly act neutrally and

for the benefit of all ,  irrespective of class or culture. Traditional intellectuals function 

to build and legitimate the hegemony of the dominant class. Most of these intellectuals 

belong to the dominant class and tend to reproduce the ideas and aspirations of the 

class to which they belong. The dominant class may also incorporate and legitimate 

additional (traditional) intellectuals from other subordinate classes, who in turn give 

the dominant classes legitimacy and help to legitimate dominant class hegemony 

amongst subordinated groups - in this sense they (co-opted traditional intellectuals) 

become agents for the dominant interests. 

ii. ' Organic intel lectuals' ,  while they are found in all classes, the interpretation

informing this work relates to the way in which working class, or minority group 

organic intellectuals work to make space for their class or interest group (c.f. Simon, 

. 1 99 1  ) .  

Gramsci further distinguishes between two forms of function undertaken by the organic and 

the traditional intellectuals.  Every c lass has both organic and traditional functioning 

intellectuals .  However. it is the emancipatory potential of the organic intel lectual working for 

change through identifying with and functioning within, oppressed and exploited groups. 
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Traditional intellectuals in the context of this thesis are viewed as agents of conformity for 

the existing hegemony and they work both intentionally and unintentionally to sustain the 

status quo of Pakeha, cultural, political and economic ascendency. 

The Function of Traditional Intellectuals. 

Traditional intellectuals function within the norms of New Zealand society and are generally 

located within the ' official ' societal institutions, including schools, universities, media and so 

on. While they often project themselves as being neutral, objective, autonomous thinkers, 

(these perceptions of academic work are also widely supported by a false consciousness
.
within 

the wider population) . Traditional intellectuals more often function to preserve and legitimate 

the status quo situation of existing ruling class relations and structures of dominance. Often 

their status and position within institutions and within society at large are very much 

dependent on their conformity to and endorsement of the prevailing dominant order. 

Traditional intellectuals may s.till think in critical ways but usually from a detached position 

without ' getting too involved' .  This detachment, neutrality, objectivity, is sanctioned within 

constructed ' gate-keeping' ideologies which are implicit in questions such as ' what counts as 

' real ' scientific research?' or 'what counts as ' real' academic work?' 

The F unction of Organic Intellectuals. 

Organic intellectuals on the other hand are grounded within the interests of minority and 

oppressed groups and develop theory out of their practical experience. Such approaches 

validate and support the knowledge of marginal interest groups. Organic intellectuals have a 

major interest in transformation and emancipation, that is overthrowing one set of 

unsatisfactory conditions for a better set of conditions. They function to develop counter 

hegemony and to legitimate the proposed transformations within 'mainstream' society. 

Organic intellectuals working in the University context have a particular role in not only 

legitimising the new conditions by theorising and communicating the new ideas to the masses, 

they must also confront and challenge traditional intellectuals and convince them of the merits 

of the new order so as to co-opt their powerful support. Maori organic intellectuals working 

in the University context have to maintain sol idarity, support and credibility within Maori 
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communities and within the Pakeha dominant institutional structures. Often, the effort required 

to 'perform' to the expectations of both community and institUtion, exacerbates the work load 

of the ' organic intellectual' trying to fulfil the obligations to these two interest groups. In this 

sense, the author, as a functioning organic intellectual, is accountab!e to several important

groups, the University institution (from which academic credibility is derived) and the Maori 

communities (from which cultural credibility is derived), an iwi (tribal) accountability, the 

teaching and schooling communities (from which credibility in _teaching and school 

administration is derived) and many others. 

In summary, Gramsci makes the point that if those who are oppressed are to rise above their 

station or subaltern status, they have to have an impact on the leadership of the nation and 

to develop the necessary political consciousness through a profound intellectual and moral 

reform - in order to do this they must create their own ' elite ' group of intellectuals. Gramsci 

claims; 

'Critical self-consciousness means, historically and politically, the creation of 

' elite ' intellectuals. A human mass does not ' distinguish' itself, does not 

become independent in its own right without, in the widest sense, organising 

itself: and there is no organisation without intellectuals, that is without 

organisers and leaders . . . .  But the process of creating intellectuals is long, 

difficult, full of contradictions, advances and retreats, dispersals and 

regroupmgs. in which the loyalty of the masses is sorely tried. ·  (GramscL 

1 97 1 : 334) 

Finally, in co-opting the label of ' organic intellectual. the author wishes to also acknowledge 

the full, total and l ife-long commitment to social justice and the survival of Maori language, 

knowledge and culture. It is a commitment not simply to cultural revitalisation. It is a 

commitment to overthrow the injustice of colonisation and resultant cultural oppression and 

economic exploitation. 
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'History and politics cannot be made without passion, without this emotional 

bond between intellectuals and the people-nation. In the absence of such a 

bond the relations between intellectuals and people-nation are reduced to 

contacts of a purely bureaucratic, formal kind; the intellectuals become a caste 

or a priesthood' - (Gramsci, 1 97 1 :  4 1 8) 

Hegemony. 

Hegemony is ' engendered' systematically into society in order to sustain the moral and 

intellectual leadership of dominant interest groups over subordinate groups. This conformity 

by subordinated groups to the will of dominant interests, is not ' won' through coercive 

practices or regulatory controls ;  it is achieved through the active consent of the subordinated 

to the authority and will of the dominant group. ln Aotearoa. hegemony operates in many 

ways to exercise the control of dominant interests over groups such as women, Maori, 

Minority cultures, working class, students and so on. Often hegemony is operating to sustain 

the legitimacy of institutions and modes in the face of systematic asymmetrical relations of 

power. In this sense, hegemony operates to both protect and to obscure the status quo relations 

of dominance and subordination. Hegemony is constantly being ' scaffolded' by the interests 

of the status quo in order to maintain its legitimacy and thereby its hold over those who are 

subordinated by it. From time to time, this legitimacy is challenged and is undone, by 

disaffected members of the subordinated groups who may well have been conscientised by 

the work of organic intellectuals. Often the resistance to hegeniony is mounted through 

counter-hegemony, which has been described as being; 

an alternative public sphere that is clearly guided by emancipatory interests· -

(Giroux and McLaren, 1 987 :  64)

Gwyn Williams (quoted m Showstack Sassoon. 1 982) provides a reasonable working 

definition of hegemony: 

'By hegemony Gramsci seems to mean a socio-political situation, m his 
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terminology a 'moment' ,  in which the philosophy and practice of a society fuse 

or are in equilibrium; an order in which a certain way of life and thought is 

dominant, in which one concept of reality is diffused throughout society in all 

its institutional and private manifestations, informing with its spirit all taste,

moraiity, customs, religious and political principles, and all so'cial relations,

particularly in their intellectual and moral connotation. An element of direction

and control; not necessarily conscious, is implied. ' - (Williams, 1982:  94)

Counter-hegemony. 

Education and schooling plays a significant role in the formation of both hegemony and 

counter-hegemony. Schools and education in the critical sense are sites for development of 

hegemony as politically domesticating force as well as potential sites for critical 

conscientisation and subsequent formation of counter hegemony. However, the most powerful 

counter hegemony is developed from out of organic communities who critique the status quo 

and seek to develop change - such action presupposes an unlocking of the domesticating 

influence of dominant hegemony. The external development of counter hegemony related to 

Kaupapa Maori, began outside of state schooling - this point is significant and is remarked 

upon by Carney [quoted in Apple ed., 1 982] ; 

. 'The key to a Gramscian educational strategy, then, is the creation of counter 

hegemony outside of the state schools, and the use of this counter-hegemony 

to develop organic intellectuals, to mobilize disillusioned bourgeois intellectuals 

and those traditional working-class intellectuals who have become separated 

from their class origins, and to contribute to resistance by working class youth 

to the use of schools as centers of maintaining and extending bourgeois 

dominance. " (Carnoy. 1 982 :  9 1 )  

War of Position. 

This concept is particularly useful in understanding how the ideological reformation of 

dominant hegemony might be effected. Showstack Sassoon interprets Gramsci ' s concept of 
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war of position in the following way; 

' Gramsci argues that a war of position or a kind of political trench warfare is 

necessary because of the nature of modern state power. It is a struggle which 

engages on a wide range of fronts in which the state as normally defined 

(government, parliament, etc. )  is only one aspect. Involving all aspects of 

society, it is the only decisive form of engagement, not least because it is the 

form in which bourgeois power is exercised. It  involves wide-ranging social 

organisation and cultural influence, and it is only victory on these fronts which 

makes possible or conclusive a frontal attack or war of movement. Gramsci 

says that a war of position continues after the transformation of state power 

and while a new society is built and consolidated. ' (Showstack Sassoon, 1 982: 

1 7) 

Gramsci'  s original idea was based on surrounding the state apparatus with groups of people 

who were conscientised with the counter-hegemony and new hegemony. The strategy was not 

to directly confront dominant bourgeois hegemony directly, but to ' grow' the new hegemony 

in large numbers of working class cells - the counter hegemony in these sites would gradually 

surround and overtake the old hegemony in a struggle to assert what is to count as 'common 

sense ' .  Thus the hegemony of the working class would confront the hegemony of the 

bourgeois class in a 'war of position ' - a struggle for the consciousness of the working class 

and ultimately all citizens. A key outcome of · surrounding' the state with counter-hegemony 

is a crisis of state hegemony, and at which time accommodation of the 'new' and ' old' 

hegemonies may occur, or the traditional thinking overturned completely. 

In Gramsci ' s  revolutionary analysis, when the new hegemonic bloc of the working class had 

infiltrated and influenced widely enough, they would be in a position to take over state power 

and control. given that i n  this new hegemonic order. the working class would in fact now 

control the social values. norms. and key societal 'meanings· to the point that they could bui ld 

a new society using the state apparatus. 
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As idealistic as Gramsci ' s strategy seems, it does describe very closely (albeit on a much 

smaller and confined scale) what in fact has happened in the political development of Kaupapa 

Maori initiatives, to the point where the state now claims ownership of the ideas underpinning 

the Kaupapa Maori schooling initiatives! In many ways the tactics described by Gramsci ' s  

'war of position ' sum up well the way in which the ideological struggfe has unfolded during 

the 1 980s with respect to Kaupapa Maori development from initially being described as a 

' separatist' ,  ' radical' ,  schooling movement to some years later being touted at the United 

Nations by government officials as one of the major developments organised by the s_tate to

meet Maori peoples educational aspirations! This eventual result of ' state ownership' of 

kaupapa Maori education programmes contains ' good' and 'bad' news. While on the one hand 

the ownership by the state is indicative of the outcome of a successful campaign with respect 

to 'war of position ' seeking support for Kaupapa Maori, however, the contradiction here, is 

that the potential for ' incorporation' and ' legitimation' within the Pakeha dominant state 

structures in correspondingly increased. In this sense, with regard to the ' utopian' vision of 

' tino rangatiratanga' (self-determination) for Maori, the 'war of position ' still needs to be 

waged. 
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Section Two. 

Conduding Commentary. 

Whakatauaki. 

'Tohua nga whakatipuranga ki te inu i te puna o te matauranga,· 

kia hora ai te whakaruru hau o te ora ki runga ki te iwi; 

Kia kaha, kia toa, Kia manawanui. ' 

Proverbial Saving. 

'Teach the young to drink from the spring of knowledge; 

so that they become the sheltering protectors of the people; 

Be strong, be courageous. be resolute. • 

This Section has developed a wide ranging discussion of theoretical issues which can be 

categorised within three themes; the first two themes canvassed a number of significant issues; 

A. Issues related to the form and processes of the research and the positioning of the 

researcher/ writer. 

i . locates the research - within a set of contested relations of historical, political,

and organic community significance with respect to ongoing education and

schooling crises; within the national setting with respect to other interventionist

research on Maori, notwithstanding the general dearth of Maori driven research

and the constraints on such research; within multiple levels and sites of

contested relation's which derive from the context of dominant Pakeha and

subordinate( d) Maori rel ations.

1 1 .  locates the researcher - within an ·organic intellectual - traditional intellectual' 

distinction: within multiple and contested relations reflecting the constraints on 

the researcher as a result of occupying many ·positions· ,  as Maori, as activist, 
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as educator, as orgamc community person and so on. These issues are 

discussed as both constraints and positive features. 

ni . locates the researcher and the research functionally within Gramsci ' s  notion of 

the organic intellectual and war of position - this attempts to account for the 

dual functioning of the thesis in that both the ' content' and the 'form' speak 

about and model in practice, and praxis. 

B .  Issues related to  identifying and locating Kaupapa Maori as theory and praxis. 

I .  develops discussion on the evolution of Kaupapa Maori, what i t  stands/or and 

equally, what it stands against. 

i i . develops discussion with respect to wider, international commentaries related

to these issues.

m. identifies some key elements related to the notion of ' Kaupapa Maori ' ;

contains and emphasises all of the dimensions of conscientisation, 

resistance and praxis 

creates its own political ' space' through conscientisation, resistance and 

praxis 

represents a manifest critique of theoretical writings which diminish the 

importance of transformative outcomes and which posit 

conscientisation, resistance and praxis as a lineal progression: on the 

contrary, it argues for a different conceptualisation - that these elements 

stand in dialectal relation to each other as within a cycle formation ( this 

is shown diagrammatically elsewhere in this work.)  

The third theme in this chapter is the outlining of the dimensions of �aupapa Maori theory

and praxis. This theme underpins all of the chapters in this Section and the key issues are 

listed here. 
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Section Two : Summary 

1. Kaupapa Maori theory and praxis emphasises all the dimensions of

conscientisation, resistance and praxis.

11. Kaupapa Maori theory and praxis holds all of the elements of

conscientisation, resistance and praxis, at the same time - they are all

individually necessary and collectively sufficient.

m. Kaupapa Maori theory and praxis hold the notions of conscientisation,

resistance and praxis in cyclic relation to each other and not in a l inear

progression of prerequisites; such a structure allows for the possibility for

individuals to partake in resistance activities without the pre-requisite of being

conscientised - in this view, conscientisation may result out of participating in

what might at first seem 'ordinary' apolitical behaviours e.g. taking your child

to Te Kohanga Reo as a form of child-care, may lead to conscientising the

parents about the plight of Maori language and need to take action to ensure

its revitalisation; learning Maori language at University may conscientise an

individual about the political need for more Maori language teachers etc .

iv. Kaupapa Maori theory and praxis is politically dynamic - it is capable of

simultaneously dealing with multiple sites and multiple levels of engagement

within the context of dominant Pakeha and subordinate( d) power relations.

v. Kaupapa Maori theory and praxis is politically flexible - it must, with

respect to its praxis dimension be able to adjust quickly to new developments

and pressures; these pressures may come from internal (to the movement)

dissatisfaction or from external sources such as the state continually reforming

itself to maintain its position of legitimacy, ruling authority and power.

vi. Kaupapa Maori theory and praxis is organically driven - its organising

principles must continually ' speak' to the people and in ways which the people.

understand; it must keep ·meaning' alive; it must have ·meaning' to the people

in terms of their lived reality; praxis must involve the people reflecting on their

reality. For Maori, this has been interpreted so far as an integration of Maori
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language, knowledge and culture concerns on the one hand with economic, 

political and social (e.g. education, health, justice) concerns on the other. 

vii. Kaupapa Maori theory
'
and praxis has developed out of the educational 

' resistance' activities of Te Kohanga Reo and Kura Kaupapa Maori; its current 

emphasis and formation is  derived from the political interf�ce of issues related 

to Maori language and culture revitalisation, Maori education and schooling 

crises and the current context of economic and education reform. 

vm. Kaupapa Maori theory and praxis needs to continue to be articulated in the 

' war of position' with the establishment and with traditional intellectuals 

1x. Kaup apa Maori theory and praxis has similarities and overlaps with critical 

theory which needs to be seen as a strength - particularly its concern to 

develop change of both culturalist and structuralist levels. 

x. Kaupapa Maori theory and praxis develops critique for two main reasons;

a. deconstruction of existing impediments

b. building positive and proactive actions and pathways

XL Kaupapa Maori theory and praxis emphasises transformative outcomes and 

forms a critique of critical pedagogy approaches which develops a narrow 

focus on conscientisation and resistance and paying insufficient attention to 

transformative outcomes. 

xii. Kaupapa Maori theory and praxis belongs to all Maori and is not the sole

preserve of particular initiatives; Kaupapa Maori is able to operate in several

sites in and outside of education; its ownership is with the group who use it

and while its site of application may change as well as some contextual

elements - the important principles which contain its transformative potential

must be protected; this thesis would go so far as to argue. that one could not

claim to be working within Kaupapa Maori theory and praxis is they were not

working politically to transform the structural relations of power, economics

and ideology which form Maori oppression. exploitation or marginalisation.

Finally, the major themes which have been explored in this chapter are summarised in the 
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following quote from Carnoy. The critique of the hegemonic role of state structures which is 

also commented on here, lead us into the next section which is concerned to critically review 

the historical failings of state schooling and the evolution of new resistance initiatives in the 

1 980s. 

'Gramsci raises man's [sic] thought (consciousness) to a newly prominent place 

in the "philosophy of praxis" (as he calls Marxism). Control of consciousness 

is as much or more an area of political struggle as control of the forces of 

production :  "Furthermore, another proposition of the philosophy of praxis is 

also forgotten: that popular beliefs and similar ideas are themselves material 

forces - (Gramsci, 1 97 1 : 1 65 ) .  The State, therefore, as an instrument of 

bourgeois domination (as part of the civil society) must be involved in the 

struggle over consciousness, must be an intimate participant in that struggle. 

Bourgeois development is not only carried out through the development of the 

forces of production but through hegemony in the arena of consciousness. The 

State is involved in this extension, not only in the coercive enforcement of 

bourgeois  economic power. Without the power (control) in the arena of 

struggle over consciousness (and only then),  Gramsci argues, the bourgeoisie 

wil l  try to fall back on the coercive power of the State as its primary 

instrument of domination. Otherwise, coercive forces remain in the 

background, acting as a system of enforcement and threat but not overt 

coercion. 

If the arena of consciousness for Gramsci is the primary struggle between the 

dominant and subordinate classes, then how do - things change? How do the 

subordinate classes overcome the hegemony of the dominant classes? There are 

three parts to the answer Gramsci gives to these questions: First, the concept 

of ·crisis of hegemony ' .  derived in part from Marx · s analysis of the 1 81 h 

Brumaire; second. the concept of the ·war of position · ;  and third. the role of 

intellectuals. ' (Carnoy [in Apple. ed. ] ,  1 982: 87-88) 
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' Conscientisation, Resistance and Transformative Praxis 

in Response to: 

Maori Education History, Economic Reform and the Development 

of Educational and Schooling Crises' 



Whakarongo ake au 

ki te tangi a te Tui; 

Tui, tui, tuia . . . . .  

Tuia i te muka tangata, 

I takea mai i Hawaiiki nui, 

Hawaiiki roa, Hawaiiki pamamao, 

Te Hono ki Wairua, 

Ki te whai ao,

Ki te ao marama! 

Section Three. 

Introduction. 

Tauparapara. 

Section Three : Introduction 

I listen attentively 

For the clarion call of the Tui 

Bind, bind, bind together 

Join the knowledge of the ancestors 

Which originated in great Hawaiiki, 

Unending Hawaiiki , distant Hawaiiki 

The joining in spirit 

To the new ll'orld 

To bring understanding! 

(Note: A traditional Tauparapara chant used to preface an oration ) 

The history of Maori involvement in education and schooling in New Zealand since the 

advent of British settlement, from the point of view of many Maori, has been a painful and 

humiliating experience of social and cultural domination by Pakeha. In this regard the 

following ' selection' of quotes from official sources are revealing and partially explain the 

historical problems which Maori have had with dominant : Pakeha: state, schooling; 

' I  do not advocate for the Natives under present circumstances a refined 

education or high mental culture; it would be inconsistent if we take into 

account the position they are likely to hold for many years to come in the 

social scale, and inappropriate, if we remember that they are better calculated 

by nature to get their living by manual than by mental labour. · 

( 1 862 - Henry Taylor. School Inspector: School Report - AJHR, 1 862, E-4:3 8 )  
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' [the aim of schooling] is to bring an untutored but intelligent and high spirited 

people into line with our civilisation and by placing in Maori settlements 

European school buildings and European families to serve as exemplars of a 

new and more desirable mode of life. '  

( 1 8 80 - James Pope, School Inspector; Native Schools Code, I 880) 

' . . . .  as to the supposed objection on the part of some Maori people to technical 

training on the ground that manual labour is lacking in dignity, I think that one 

of the things that is a most important part of education is to make people 

realise the dignity of manual labour . '  

( 1 906 - George Hogben, Inspector-General of Education; Te Aute Enquiry -

AJHR, Session II, 1 906, G-5 :84) 

' In none of the secondary Maori schools is there any attempt or desire to give 

what is usually understood by a 'college' education. Generally the girls' 

schools afford further training in English subjects and various branches of 

domestic duties - cooking, sewing and dressmaking, housewifery, nursing and 

hygiene; the boys' schools in English and manual training - woodwork, 

elementary practical agriculture and kindred other subjects. ' 

( 1 9 1 3  - Bird and Porteous. School Inspectors; School Report, AJHR, 1 9 1 3 , E-

3 : 7- 1 0) 

' These considerations [that the lands remammg to Maori ought to be 

developed] lead us to the final conclusion that in the system of Maori 

education in New Zealand we should provide fully for a type of education that 

will lead the lad to be a good farmer and the girl to be a good farmer's wife . ·  

( 1 93 1 - T.B. Strong. Director o f  Education: i n  'Maori Education ' .  P .  Jackson 

(Ed . ) :  1 93 1 )  

' It is  of concern to the Ministry that despite increased participation and 
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incr�ased levels of achievement by Maori in the mainstream, the gap between 

Maori and non-Maori does not appear to be closing. '  

( 1994 - Dr. Maris O'Rourke, Secretary for Education; Ministry of  Education -

Annual Report, 1 993/94 - 'Nga Haeata Matauranga' : p6) 

[Note: the above selection of quotes illustrate the point of the complicity of the state: Pakeha: colonial interests within 

education and schooling. It is acknowledged that there have also been some good elements in the schooling of M aori). 

The 1 980s have seen the rise of Maori opting out of state schooling structures and taking 

increased control and responsibility for their own education. Dr. Maris O'Rourke also 

commented; 

'The continued strong growth in Maori medium education [Kaupapa Maori 

schools] has made a considerable contribution to Maori involvement m 

education, particularly at the early childhood education level .  

* of the 28,503 Maori children enrol led in early childhood

education, almost half - 1 4,027 - are enrolled in kohanga reo. 

This is an increase of 2,626 kohanga enrolments in a one year 

period. 

* 1 7, 996 Maori school students are enrolled in bil ingual and

Maori immersion classes, an increase of 1 ,  945 on 1 992 

enrolments. 

These gains have been achieved through the significant effort of the Maori 

community itself, and their considerable contribution of time and energy at 

flax-roots level . '  (Ibid: 6) 

That Maori have had to go outside of the state to initiate transformation of their crisis 

circumstances is an indictment of state education provision, despite the ' congratulatory' tenor 

of �he comment by Maris O 'Rourke, the Secretary of Education. It needs to be understood 

that Maori have gone outside of the system as last resort. after years of failing to get the 

system to change to be more accommodating of their educational needs and aspirations. Maori 
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have previously argued that they are entitled to an equal state schooling provision within the 

compulsory state education system, as well as arguing that they have rights under the Treaty 

of Waitangi to have their cultural and educational needs met. Maori have consistently argued 

down the years for a restructuring
. 
of the state provision to cater more fairly and justly for

their aspirations and needs. 

The main themes 1n this section are summarised in the following questions; 

i. ' What has gone wrong in the past and why has state schooling not been an equal

experience for most Maori children as compared to non-Maori? 

i i . ' What occurred in the 1 980s which has set Maori off in new directions with respect

to ' reclaiming' schooling and education? 

iii . ' Why has it been necessary/ desirable (in the first instance) to go outside the state

in order to establish Kaupapa Maori schooling options?' 

iv. ' What has changed with respect to new formations of Maori schooling resistance

since the 1 980s. 

These general questions can be collapsed into two overriding themes around which the issues 

raised in this section coalesce, namely; 

i .  What is problematic about state education? 

ii. What is it about Kaupapa Maori that shapes the new transformative potential?

These two aspects are addressed within chapter one. Firstly, by examining the historical 

overview of Maori schooling experience. Some of the historical problems which Maori have 

experienced with state education and schooling need to be explored carefully on the basis that 

it is important to know what has ( is) going wrong and 'why?· in order to be able to change 

it. This first chapter seeks to lay out the terrain and the conditions which need to be responded 

to in any new transforming initiative. 

Chapter Two of this section examines the context of the 1 980s and the economic reforms 

begun under the Labour government of 1 984. The intention of this chapter is to understand 
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the political and economic context which has served to reshape Maori resistance .  The key 

points here are; 

i . the convergence of the critique of liberalism by both ' left ' and 'right' ;

IL the exposure of previously hidden structural impediments related to economics, power

and ideology which surfaced in the rationality crisis of government under the weight

of the combined critique of the left and right, and the maturing of Maori analysis

beyond culturalist e�planations to also begin to take account of structural elements.

This shift marks a move from liberalist explanations couched with notions of ' racism' ,

and ' lack of resources' etc, to now engaging with explan(l_tions which examine the

production and repr�duction of P?wer, ideology and economics.

m .  the realisation by  growing numbers of Maori that the state itself i s  problematic and

that the state on its own (within the societal context of unequal power relations) will

not necessarily deliver on Maori aspirations.

1v. Part B of this chapter examines how inequalities are structured within Maori

themselves as ' commonsense' understandings. The examples explored look at how

hegemony is asserted to domesticate Maori resistance and to assert the new dominant

order related to the interface of the economic/ education reforms of the 1 9 80s.

Chapter Three discusses the development of various Kaupapa Maori initiatives, which in the 

first instance began outside of the state, namely, Te Kohanga Reo, Kura Kaupapa Maori and 

Waananga. Thus, the broad argument here, is that Maori communities armed with the new 

critical understandings of the shortcomings of the state and structural analyses began to assert 

transformative actions to deal with the twin crises of language demise and educational 

underachievement for themselves. Kaupapa Maori as the central organising theory and praxis 

of these resistance initiatives, represented a new formation of Maori resistance politics and 

transformative action. The development of critical understandings by Maori in this period of 

economic reform, have evolved 'new' forms of resistance and transformative praxis which 

engage both culturalist and structuralist concerns. These new resistances provide more hope 

for meaningful transformation of Maori crises inside and outside of education and schooling. 
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Chapter One. 

'Education and Schooling as a Site of Struggle and the Emergence of Kaupapa Maori' 

Tenei au, Tenei au. 

Tenei au, tenei au, 

Ko te hokai net o taku tapuwae 

Ko te hokai nuku, Ko te hokai rangi 

Ko te hokai a to tupuna a Tane-ni:i-a-Rangi 

I pikitia ai ki te Rangi tuhaha 

Ki te Tihi-o-Manono 

E rokohina atu ra 

Ko Jo Matua-Kore Anake 

I riro iho at 

Nga kete o te Waananga, 

Ko te Kete Tuauri 

Ko te Kete Tuatea 

Ko te Kele Aronui 

Ka tiritiria. ka poupoua ki Papatuanuku 

Kia puta te ira tangata 

Ki te whai ao. Ki te ao marama 

Hui e, Taiki e! 

This is me,  this is me, 

The broad imprint of my tread 

Spans across Earth and Sky 

In the manner of the ancestor Tane 

Who ascended to the Twelfth realm 

To the very peak of Manono 

To search out 

Io the parentless 

To bring down 

The sacred kits of knowledge, 

The basket of esoteric knowledge 

The basket of dangerous knowledge 

The basket of practical kno11•ledge 

To be planted in the mother Earth 

To nurture the inner being 

Jn the search /or 11·isdom. understanding 

Come together. Holdfast.' 

(Note: This Tauparapara acknowledges Tane-nui-a-rangi's journey to fetch knowledge for people. ) 

This chapter provides an overview of Maori education issues from the traditional context up 

until the 1 980s. While the main thrust of this thesis is primarily concerned with the major 

changes and reforms within Maori education in the 1 980s to the present a general 

understanding of the traditional and the historical background prior to this period is a 

necessary prerequisite to fully engaging with the issues related to the resistance and 
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transformation initiatives which emerged in the 1 980s. 

The first part of this chapter seeks to reconstruct insights into some traditional forms of Maori 

knowledge and learning. The intention here is to generate broad perceptions of what 

traditional forms of knowledge and learning practices may have been like prior to the arrival 

of the Pakeha to Aotearoa and the shape and extent of the subsequent acculturation of Maori

culture as a result of European cultural influx. In other words, an attempt is made to provide 

an insight as to ' what it was' that has I is being lost and struggled over historically ,  between 

Maori as the tangata whenua (the original inhabitants of the land) and other ' introduced' 

cultural influences brought with the Pakeha. 

The second section in this chapter examines the ways in which Pakeha cultures have impacted 

on Maori language, knowledge and culture and beyond this, how it has affected more widely, 

Maori economic, social and political positioning, historically and in the present. Schooling and 

education are specific sites where the struggle over knowledge, language and culture between 

Maori and Pakeha interests has occurred. A key understanding here is the way in which 

colonisation is formed as both a ' process' and an ' outcome' of education and schooling. 

Because of the generalised nature of this overview, an important concern is to encourage the 

reader to critically engage the text. A significant reason for this generalised approach is related 
• 

to the fact that there is very little 'primary source' information available on the traditional 

Maori context. A further complication is that much of the secondary source material is often 

obscured by the culturally bound interpretations of the writers. As a result, much of the 

traditional cultural context has to be carefully reconstructed and therefore relies significantly 

on the accuracy of the interpreter. Thus, while this chapter will not provide a fully detailed 

historical account, nor do the perspectives outlined here make claim to absolute neutrality and 

obj ectivity, the reconstructions, selections and representations of knowledge made by the 

writer do attempt to be as careful and as accurate as possible within the bounds of the 

constraints identified. The stance adopted here is necessarily Maori and reflects the author' s 

own cultural world view. In openly declaring these difficulties associated with reconstruction 
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of the ' traditional ' ,  the onus is placed on the reader to incorporate these factors within the 

critical reading and interpretation of this work. 

The Traditional Maori Knowledge Context. 

The traditional Karakia (incantation) which is at the beginning of this chapter is still used 

today across many �ribes to embellish whaikoorero, (speech-making) . It describes the epic 

journey made by Tane-nui-a-Rangi to find and secure knowledge for people. This knowledge 

was brought back from the sacred domain of the twelfth realm, Rangi-tuhaha, in three separate 

kete (baskets), te kete tuauri, te kete tuatea and te kete aronui. Traditional Maori values 

associated with knowledge and learning are implicitly sanctioned and reinforced within this 

karakia. Many of these values are still relevant and important in organising Maori views and 

behaviours with respect to knowledge and learning more generally. For example this 

traditional karakia . endorses the Maori cultural views which have survived and which are 

maintained by many Maori today; that all knowledge has tapu, that knowledge belongs to the 

group, that people have a responsibility to treat knowledge carefully, that knowledge should 

be used to benefit others, that knowledge can lead to the ' world of light' (enlightenment), that 

knowledge acquisition and learning can be an end in itself. 

Prior to the arrival of Pakeha people in Aotearoa, Maori had a sophisticated and functional 

system of education. This system consisted of a powerful knowledge base, a complex oral 

tradition and a dynamic ability to respond to new challenges and changing needs. The 

traditional system of education, while complex and diverse, was also fully integrated in that 

skills, teaching and learning were rationalised and sanctioned through a highly intricate 

knowledge base. The linking of skills, rationale, and knowledge was often mediated through 

the use of specific rituals (Smith, S. P . ,  1 9 1 3 : Metge. 1 983 :  Salmond, 1 985) .  While Maori 

share much of their knowledge. linguistic and cultural bases with other Pacific I sland peoples, 

the comparatively diverse and expansive environment of Aotearoa required the development 

of specific adaptative and innovative responses. Maori ability to respond quickly and 

comprehensively to these new environmental conditions is clearly shown in such things as 

their unique development of a sophisticated wood carving tradition, the development of a 
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' science' of Kumara cultivation, the technological advancements made in canoe construction, 

the formation of distinctive tribal customs and oral traditions (Green, 1 977; Sutton, 1 994 ) .  The 

traditional system met the radical requirements of adjusting to the new and diverse conditions 

of Aotearoa, such as the development of new knowledge and technology required to bridge 

the ecological change from the tropical climate of the Pacific to the m�re temperate climate 

of Aotearoa. For example, some of the challenges posed by major ecological adaptation and 

which were met through new knowledge and technological advancement included the 

development of necessary skills to effect the navigation and migration across 'Te-Moana-nui

a-Kiwa (The Great Ocean of Kiwa - the Pacific ocean) ; the development of a ' food storing' 

science to cope with the recession of the food bearing and nurturing Podocarp forests i nland; 

the evolving of gardening techniques to deal with 
·
volcanic soil conditions; the creativity of 

crafts-people utilising the abundant wood resources; the establishment of complex trading 

patterns associated with pounamu (greenstone) and other stone materials to provide an 

economic base for some tribal communities; the change from the subsistence economy of 

hunting and gathering to a domesticated economy centred on food production and territorial 

demarcation which required the development of new social, political, and economic skil ls. All 

of these situations depended upon major adaptation and change in the knowledge and skills 

base of the 'education, learning and knowledge' systems. Traditional Maori society survived 

because of its ability to adjust and respond to these new challenges; such a system of 

education, by necessity, had to be flexible and adaptable. 

Generally. early observers as well as some of the later writers on traditional Maori society 

recorded very little information about ' teaching and learning' behaviours specifically. 

However there is much more documented information relating to the individual constituents 

of traditional Maori knowledge in 'first-hand' accounts recorded by early voyagers, whalers, 

settlers, missionaries and travellers which could be considered indicative of the 'traditional ' 

or pre-contact ways of doing things. Another, distinctive set of information on Maori 

education, knowledge and learning. is to be found in the works of mainly Pakeha researchers 

who studied · traditional' Maori society through ethnographic studies, although much of this 

work was done in the first half of the 1 900s. These sources include the works of Sir George 
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Grey, John White, the Reverend Taylor, Percy Smith, Elson Best and S ir Peter Buck (a Maori 

of Te Ati Awa descent). A further valuable source of information is to be found within the 

specific tribal histories and knowledge which were mostly written in the middle of the 1 900s 

for example, Tainui (L. Kelly, 1 966 reprint) , Kahungunu (J. Mitchell, 1 943), Te Arawa 

(Stafford, 1 967) Tuhoe (Best, 1 925),  Tuwharetoa (Grace, 1 959) Rauru nui a Toi Lectures 

(Ngata, 1 972) Nga Moteatea (Ngata, 1 928), Whakatohea (Lyall ,  1 979), Rangitane (McEwen, 

1 986). 

While all sources of information in this area needs to be processed carefully, most of the 

written literature requires to be critically scrutinised. Some authors, particularly the 

ethnographers, have overly generalised their observations; for example, Elsdon Best's ( 1 925) 

ethnographic observations amongst the Tuhoe tribe have become generalised in many 

references as ' the Maori way' .  Percy Smith ( 1 9 1 3 ) tends toward ethnocentric assumptions, 

for example, when describing the performance of two whare wananga initiates he refers to 

them as ' dunces' .  Best misinterprets the act of requiring the two students t9 sit on the ' sacred 

rocks' for making a mistake in reciting oral history, as a punishment for getting it ' wrong' 

and draws the comparison of a ' dunce' ,  when in actual fact initiates who were having 

difficulty remembering were directed to sit on the sacred stones to draw power, concentration 

and inspiration to get the task right. One of the most productive sources of traditional Maori 

education are the primary source materials of old Maori manuscripts. For example, a good 

coverage of Wairarapa material is attained by referring to the manuscripts of Pohuhu ( 1 863 ) ,  

Te Matorohanga ( 1 860), Mahupuku ( 1 900s), Aperahama ( 1 900s), Te Paea ( 1 900s). and in 

early Maori newspapers from the Wairarapa area, the 'Matuhi ' ( 1 90 1 )  and 'Te Puke Ki 

Hikurangi · ( 1 8  99). 

In traditional Maori society, (and as it is perceived within most traditionally oriented Maori 

contexts today), knowledge was held as belonging to the whole group; it was not the sole 

preserve of individuals. In this sense individuals were repositories for the group· s knowledge, 

and skills. Individuals had a responsibility to care for. store and protect the mana of the group 

as it derived from this knowledge. Such individuals had an obligation to contribute and share 
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this knowledge to the collective benefit of the group. In traditional Maori world view, all 

knowledge was regarded as being tapu (sacred, restricted), although some forms of knowledge 

and skills were regarded as being more tapu than others. Contextual variables such as 'what 

could be learned ' ,  ' how it could be taught',  and 'when it could be taught' could both affect 
. . 

and effect the level of tapu attached to that particular form of knowledge. The interplay of 

these variables could alter the level of tapu associated with knowledge or learning from 

context to context. For example, a person learning to fish may be taught some aspects 

' informally' in one context, but become involved in a highly tapu situation in another context, 

such as the learning of ritual Karakia (chants) assocfated with fishing. 

Generally more informal (less tapu) learning and teaching was related to eking out a l iving 

and to skill acquisition for survival in the physical sense such as fishing, hunting, weaving, 

storing, fighting, and cultivating. While knowledge and skills associated with these activities 

could be imparted in a relatively informal way, in certain contexts, these activities could also 

assume high levels of tapu, particularly where ritual became actively associated with the 

activity. For example, the gathering of flax to begin a weaving project is highly ritualised; 

giving away your first finished article (sharing of knowledge and skills with the group, 

reaffirming group responsibility) also has strong tapu connotations (Smith, L . ,  1 985) .  

'Accuracy ' and ' correctness' , or in present day jargon ' excellence' and ' standards' ,  were 

highly regarded values and were sanctioned by tapu (sacred) mana (status) whakama 

(embarrassment) and whakaiti (humility) or again in contemporary jargon 'accountability' 

considerations. For example. in the imparting of learning and knowledge, accuracy and 

correctness were vital values, not only to protect the mana of the individual, but to also 

safeguard the tapu, mana and whakama of the group. The group's (e.g. the whanau, hapu, iwi ; 

or fighting force; or waka crew; or haka team) performance or very existence may be 

dependent upon an individual ' s  accuracy in the practise of skil ls and conversely sub-standard 

work and skills by individuals could threaten the survival of the group. Learning accuracy in 

the use o f  weaponry for attack and defence was often sanctioned by painful consequences for 

the person who performed their work sloppily, for instance. getting hit if a parry was not 

executed effectively ! When a novice weaver made a mistake in the practice of weaving, the 
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mistake usually had to be corrected immediately. It was common for such mistakes to be 

corrected by requiring the novice to undo all of their work and restart the project from the 

beginning. This was necessary because the tapu enterprise of working with flax had been 

compromised, because inferior work detracted from the mana of the group, because of 

personal loss of mana, because of the need to get it 'right' for the future well-being of the 

group. ' Accuracy' and ' correctness' as traditional values are also strongly endorsed within the 

oral traditions of karakia (ritual chant), waiata (traditional singing) and whakapapa 

(genealogical recitation) . Important work and activity was often accompanied by karakia  and 

ritual observances which not only reinforced the need to be accurate it also highlighted the 

· significance placed on such activity by the ' group' .  Mistakes made in these highly tapu 

activities could lead to disastrous consequences for individual and group. These traditional 

values associated with precision and accuracy provide a point of contradiction for stereotypes 

relating to the (under)performance of Maori children in modern day schooling, where their 

work i s  often described as 'careless' and ' inaccurate' and that the pupils themselves are often 

described as being ' inattentive' and ' lacking in persistence' and so on, (see Simon, 1 990) 

While  such behaviours contrast with traditional Maori expectations, it needs to be noted that 

many of these traditional values are still held and practised within Maori communities today 

and other explanations for the under performance of Maori pupils need to be explored other 

than their cultural disposition. [see Ausubel ,  1 960; The Hunn Report - 1 960] 

Within the ordinary, everyday context of traditional society every person could be regarded 

as both teacher and learner. Metge ( 1 983 :2) makes this point in her observation that the 

Maori word 'ako ' means both 'to teach' and ' to learn' ; it is one and the same concept; these 

two ideas are held dialectically and simultaneously. This point too contrasts markedly with 

the accepted pedagogy practised in most conventional New Zealand schools, where the 

difference between teacher and learner is quite distinct. and may in fact be reinforced 

ideological ly and spatially. Ideologically embedded within in the idea of the teacher as the 

·font of al l knowledge· .  or the teacher as the · neutral ' and ·obj ective ' arbiter of knowledge,

is the power differential between teacher as dominant and pupil as subordinate. so that 

teachers teach and students learn. Spatially this separation of teachi ng and learning may be 
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represented in the furniture arrangements within the classroom, in the organisation of staff 

meetings, and by holding assemblies with teachers sitting on the stage and so forth. 

In traditional Maori society formal structures for the teaching and learning of more tapu 
' 

. knowledge were evident. Knowledge of more tapu status was taught and learned on a very 

controlled and restricted basis. It was ' taught/ learned' in special venues, sometimes in 

particular structures built for the purpose (whare wananga - house of learning). It was ' taught/ 

learned' by specialist tohunga (experts) with selected tauira {fol lowers) . The tapu sanction 

(sacredness attached to particular knowledge) moderated access to the teaching and learning 

of such knowledge. The paradox here, which is raised .through a critical perspective, is that 

on the one hand this constraint acted to protect individuals and groups from the unsafe power 

(dangerous tapu) implicit within this type of confined knowledge; on the other hand it also 

served to maintain an intrinsic authority within this ' restricted knowledge' through a form of 

' mystification' ostensibly to protect its validity, but which also could be critically interrogated 

as serving the interests of an elite group in which there is a convergence of knowledge and 

power. T ohunga assumed mana by their abilities and expertise in regard to this specialist 

knowledge. 

A particularly informative account ot the formal institution of whare wananga is that which

was given by Te Matorohariga to Percy Smith ( 1 9 1 3 )  (c .f. McLean, 1 97 1 ;  B iggs and 

Simmons, 1 970). Te Matorohanga identified two forms of formal knowledge, which are 

alluded to in the metaphor of the 'jaw· ; - Te kauae runga ( the upper jaw) and Te kauae raro 

(the lower jaw) . The upper jaw ' curricula' embraced the highly tapu forms of esoteric 

knowledge which pertained mainly to atua ( superhumans) and tupuna tawhito (ancient 

ancestors). The lower jaw curricula embraced knowledge of less tapu importance, in general 

that knowledge which was associated with more human, and everyday activity. While Percy 

Smith 's  highly detailed account provides valuable insight into the sophistication of formal 

Maori knowledge, it provides but one tribal (Biggs and Simmons, 1 970) point of reference 

and should merely provide a starting point in developing a more comprehensive understanding 

of traditional language, knowledge and culture. 
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The world view and epistemology of traditional Maori society was quite different and 

contrasts markedly from that held today within the culturally and epistemologically Pakeha 

dominant society. Notwithstanding many tribal idiosyncracies, many of the elements of 

traditional world view are still held and practised by Maori within contemporary contexts . - For 
' 

example, the traditional Maori geographical orientation, although very different from the 

Pakeha world view has survived in the present day within Maori language usage. Traditional 

type orientation for example describes the North I sland as 'Te Ika a Maui' (the fish of Maui) 

and a complex oral tradition underpins and reinforces this name - notwithstanding that Maori 

somehow knew (pre-contact) that the North I sland does indeed have the shape of the ' whai ' 

(stingray), the type of fish which Maui is supposed to have caught. Wellington region as we 

know it today was in the traditional terms of reference called 'Tc Upoko o te Ika' (the head 

of the fish - the connection being made here with the Maui story) .  The notion of ' up '  and 

'down' when describing travel within Aotearoa today, was perceived differently in traditional 

society. Whereas our everyday Pakeha influenced orientation insists that we go ' up'  North and 

' down' South, traditional Maori world view saw this in completely different terms - North 

was referred to as ' nga tai whakararo' (the downward tides) and South was referred to as ' nga 

tai whakarunga' (the upward tides). The point here is that Maori have a distinct world view, 

epistemology and geography of Aotearoa which is derived from the traditional context, which 

yet survives today. This world view remains relatively intact within the language and within 

Maori dominant localities including the Marae and various important ritual ceremonies such 

as tangihanga (burial ceremonies). 

In other ways the traditional language, knowledge and culture of the past has transcended time 

to still influence many Maori of the present. The landscape for example, is still held to be 

Papaptuanuku (the earth mother); the sky is still referred to as Ranginui (the sky father) ;  the 

sea, forests, elements are related by genealogy to each other and to people. The 

interrelatedness of Maori people with the physical geography of Aotearoa is seen in their oral 

traditions which speak to tribal identity as being held within tribal landmarks. Many Maori 

still think a Maori geography today. this is often expressed in iwi (tribal) boundaries marked 

by maunga (mountains) awa (rivers) rohe (tribal territories) and the mana of powerful 
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individuals. For example many Maori will still say ' I 'm going down to Kahungunu' (meaning 

Hawkes Bay) or they may say 'She 's a Ngati!' (short for Ngati Porou) or it is seen in names . 

such as ' Radio Te Upoko o te Ika' (Radio Wellington, the Maori Radio station). Other 

examples include well known tribal sayings which identify the well known people and 

geographical features associated with the tribe for instance, this well known saying marks the 

traditional boundaries of the Ngati Porou people; 

'Ko Hikurangi te maunga; Ko Waiapu te awa; Ko Porourangi te tangata' 

(Hikurangi the mountain; Waiapu the river; Porourangi the man). 

(a traditional Ngati Porou proverb) 

The Maori world view with respect to notions of ' future' and 'past' (as embedded within 

Maori language expression), is often developed in ways contrary to that held by most Pakeha, 

in fact one could argue that the more traditional speakers construct an orientation to notions 

of the ' future' and 'past' which are completely opposite to the taken for granted orientation 

within the English language. Within the more traditional Maori view, . people ' face ' the past 

and are overtaken by the future; in this sense the past is considered familiar in that has been 

experienced and travelled through to arrive at the present; it is near, safe, and 'visible' ;  tupuna 

or ancestors who belong to the realm of the past are known, familiar and readily accessible -

the ancestors are spoken to directly in ritual situations and their presence is directly invoked 

through formal speeches. 

This orientation of Maori ' facing the past and being overtaken by the future' is contained in 

the language phrase used to describe the notion of the past ' i  nga ra o mua' (in the days 
. . 

before). The notion of the 'future' is also different in Maori idiom than it is in the · common

sense' Pakeha world view. For Maori. the concept of the ' future ' ,  in contrast to Pakeha 

thinking, was to be considered 'unknown' ,  ' unpredictable ' ,  ' dangerous' and therefore ' scary ' .  

Within Maori language the future i s  considered to be behind the individual and an individual 

' is overtaken by the future· .  This point is encapsulated in the common statement · i nga ra e 

heke mai ner - in the days descending· .  The commonly used expression which encapsulates 
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the notion of future is ' i  nga ra o muri' (the days behind). The logic of the Maori position 

here is seemingly coherent and consistent. Maori are oriented to the past because it is familiar 

territory - they have been there, the foture on the other hand is more uncertain - no one has 

been there yet! In contrast for Pakeha, the past is behind; it is considered a ' scary' place and 

it i s  associated with ghosts and other dangerous thoughts while the future is considered to be 

unblemished and open to opportunity; to speak of the future is to be optimistic. These two 

different ' world views" provide a focus for the notion of cultural difference and a small 

example of what is being contested at a deeper level in the historical struggle for control over 

knowledge through schooling and education. 

While these examples are somewhat general and do not give a comprehensive insight, the 

important point being developed here i s  that Maori world view, apart from being different to 

that of Pakeha, was complex, rational, and underpinned by an integrated knowledge code and 

oral tradition network (Salmond, 1 978;  1 985) .  For example, the centrality of whakapapa or 

genealogical recitation for Maori was not merely a means to record a lineal assemblage of 

ancestors, it was also employed as a sophisticated teaching methodology. As well it provided 

a time-scale and chronological ordering of events as well as of people,, it underpinned the 

social values of mana and whanaungatanga with respect to group allegiances as constructed 

through whanau, hapu and iwi groupings and it served as a pneumonic aid to orators wishing 

to explore laterally as well as vertically in history . 

The Seeds of Colonisation 

Early Pakeha colonists to Aotearoa often made ethnocentric assumptions about Maori 

knowledge and practices. Early literature abounds with descriptions which denigrate traditional 

Maori knowledge. culture and practice. usually couched within derogatory terms such as 

'pagan ' ,  ' primitive' .  'barbaric' and ·nativis,tic' ,  and sometimes within more"imternalistic

language such as · simple' . ·proud · ,  'child-l ike' ,  " lost' and ·noble · .  This ·primary source' 

l iterature has frequently been uncritically interpreted as being · objective ' ,  'neutral ' and in 

some cases · scientific· . However. these early interpretations w.ere reflective of the common 
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attitudes and practices embedded within early colonising agendas brought by many of the 

settlers to Aotearoa, some of whom were genuinely filled with the benevolent intent to 

'enlighten' ,  ' uplift' and ' save' Maori people. The British government were also interested in 

extending the 'Empire' within Aotearoa. Such an agenda not only relied upon c�nvincing 

more settlers to come and to ' occupy' the 'new country' ,  such and agerida also required the 

acquisition of land on which to locate the new colonists. A requisite concern was to ' deal ' 

with the indigenous inhabitants. 

Through looking back at the historical events which occurred after contact it is easy to see 

the various ways in which 'Empire' was established, notwithstanding that Maori have always 

wanted access to ' selected' aspects of Pakeha language, knowledge and culture - particularly 

material properties which could enhance their own lives and associated skills and technology. 

The Church missionaries and schools and education were to play an important role in not only 

directly colonising and assimilating Maori into Pakeha culture, both of these agencies were 

also fundamental in developing hegemonies within the Maori population which aligned Maori 

not only with Christian family values but also the beliefs in legislative frameworks and values, 

such as 'justice' before the law, and ' democracy' at the ballot box. The insertion of 

ideologies, values and practices towards concepts such as ' private property' ,  ' individual 

rights' ,  ' Christian ·moral values' and so on, all of which underpinned British law, helped to

quickly undo the complications of Maori collective ownership of land and allowed . for land 

to be more easily bought and sold. Often in these confusing circumstances where Maori were 

largely ignorant, mystified or less skilled and informed of the new laws and regulations, it was 

extremely easy for Maori to be exploited. Where the active compliance of Maori could not 

be won through the 'just' means of using the ' law' or through supposed 'democratic '  

structures to access land and other resources, other strategies were employed, including the 

use of coercion and direct force applied under the new Pakeha laws and through the active 

participation of British armed forces (e.g. the Waste Lands Acts; the Proclamation of Peace 

which established the right of confiscation of Ngati Awa tribal lands etc) .  Maori knowledge, 

language and culture were to become a significant sites of struggle in developing the active 

compl iance of Maori in their own oppression and exploitation. The implanting of 
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appropriating hegemonies, such as the belief in Christianity, the belief in the superiority of 

Pakeha defined culture and knowledge, were to be mediated through the dual mediums of 

Christianity and Education. The convergence of Church (and after 1 867) state within a 

colonising agenda through schooling and education was a powerful and effective alliance in 

exerting control over Maori people. 

While the combining of the missionary and education agendas came together overtly within 

the missionary and church schools, the 'occupation' of tribal lands and tribal minds was more 

subtly conceived. I n  some areas, for example Ngati Awa, schools were staffed by retired 

military personnel (see Smith, L., 1 994; Submission on Ngati Awa claim - Te Teko school) .  

In most schools a form of military type curricula was used to ' domesticate' Maori. Such 

curricula involved the singing of Pakeha nationalistic songs, flag-pole ceremonies, cadets and 

marching, the holding of formal assemblies and marching parades. The establishment of 

militia communities in tribal areas were also common strategies used to insert the 'Empire ' 

within the Maori communities. This military type curricula also asserted a regulatory regime 

of 'conformity ' and 'obedience' from Maori within schools - this influence based on 

obedience to the flag and the 'King' often extended beyond the school yard and into their 

very homes and communities. 

The following diagrams summarise how colonisation has been asserted and practised. In figure 

One the colonising impact of the principal agencies of ' school'  and ' church' is analyzed; in 

while figure Two shows the ' overt' and 'hidden' forces of colonisation which form a ' hidden 

curriculum ' within most New Zealand schooling and education settings . 
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Agencies Rationales 

acculturation 

SCHOOLING social control 

civilising 

religion 

CHURCH domestication 

a. 

b .  

c .  

d. 

' common-sense' 

OVERT CURRICULUM 

Pakeha cultural values 

independent work skills 

· superiority' of Pakeha

' Western' language, knowledge 

and culture (reification) 
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Figure 1. 

Strategies Outcomes 

hegemony colonised thinking 

law and order cultural alienation 

legislation assimilation 

religious conversion loss of language 

economic dependency loss of culture 

moral force 

military 

co-erc1on 

Figure 2. 

loss of land 

loss of physical . 

resources 

HIDDEN CURRICULUM 

economic and political interests 

competitive individual 

· inferiority' of Maori

· Maori ' language, knowledge and

culture (denigration) 

e. social mobility and equal opportunity class defining and inequalities 

f. Pakehatanga as the ·norm· Maoritanga as the 'other' 

. 1 85 



Section Three : Chapter One 

It is important to understand here, that colonisation was not about several disconnected 

projects related to the assertion of power and domination. Colonisation has been conducted 

in multiple sites with many overlapping and intersecting dimensions. The agenda of colonising 

the mind through schooling and education should not be viewed as an independent project 
' 

from assuming control over physical resources. The colonisation of the Maori mind was to 

be effected through a variety of covert and overt strategies and in two principal sites, the 

church and the school. Key strategies were to be the hegemonic influence of church doctrine, 

the introduction of formal schooling, and the use of military force when these strategies failed. 

Always the covert influence of ideology was at work, Maori people were to come to believe 

in the inferiority of their own culture, spirituality, language and knowledge frameworks and 

conversely to hegemonically believe in the new order, the superiority of Pakeha knowledge, 

language, religion, culture, values and customs. Pakeha knowledge was to be reified within 

the missionary agenda as 'virtuous' ,  ' righteous', 'moral' ,  ' christian' and ' good ' .  As far as 

education and schooling was concerned Pakeha language, knowledge and culture was to be 

associated with concepts such as ' scientific', 'technological ' ,  ' advanced' ' complex' and 

' sophisticated' .  

The struggle to effect a measure of influence and control over Maori knowledge and thinking 

necessitated undermining the validity and legitimacy of _Maori language, culture, and 

knowledge. This state of induced cultural disorientation and doubt made Maori more 

vulnerable to the wholesale effects of colonisation which included the loss of large tracts of 

Maori land through legitimate and illegitimate land sales, through the exploitative activities 

of · missionaries and church, through the manipulation of legislation, through wholesale 

confiscations of large tracts of tribal and hapu lands. Schooling (and education), especially 

from the 1 870s. usurped the church as the major agency for facilitating this cultural invasion. 

These original colonising agendas remain embedded within present educational structures, in 

the Pakeha dominant curriculum, pedagogy, and general organisation of schooling. It is the 

continued inabil ity of successive educational reforms to identify and deal with the structured 

impediments of ideology and power relations which sustain these traditional colonising 

agendas that ultimately leads one to a sceptical view of the current reforms. 
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Education, Schooling and Colonisation 

Most of the current sources on the history of Maori education begin with the period of contact 

between Maori and Pakeha, particularly the contact with those Pakeha of British origins. We 

know little, for example, of French or Russian accounts. It is important that readers of this 

text seek out other source material in order to gain a deeper understanding of the critical 

events and policies which have affected the development of Maori education. This source 

material should include texts which are of a more general historical nature and those which 

are related more specifically to education. It is also importar..t that historical sources are 

treated as problematic : · not just as accounts of 'true' events or ' real' policies, but as 

interpretations of historical events and policies by people who had ideas and perspectives of 

their own. What is often of greater importance to historians and sociologists is the hidden or 

'taken for granted ' interpretations which determine the way history is selected, recorded and 

interpreted. Therefore, historical sources, as indeed all other material, should be engaged 

critically by the reader. 

When examining the period of early colonisation and its impact on Maori society, two themes 

which are of major significance for educationalists, as starting points for any discourse on 

post-colonial Maori education, are the themes relating to early literacy and to formalised 

schooling. What is important about these two themes is that they say different things in regard 

to the participation of Maori people in education. These differences or contradictions should 

challenge the common-sense beliefs people have generally held about the role of education 

and its effects upon Maori people. The oral tradition of Maori society enabled Maori people 

to protect and pass on the corpus of knowledge gained over generations of experience. It was 

a tradition which was maintained by a complex system of values and practices (some of which 

have already been mentioned) ,  and which demanded that people develop certain types of skil ls 

in order to gain access to and build upon the knowledge of the past as well as make sense of 

their immediate realities. It used to be frequently postulated that societies which did not have 

the 'written word ' were somehow simple societies made up o,f people who had limited 

thinking skills and a l imited language. More recent work, for example, by Salmond ( 1 985 )  
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and by Egan ( 1 987) have largely debunked that argument and have instead suggested that oral 

societies rely upon a complex system of ' literacy' skills which enable them to ' read' and 

interpret .the meanings of their own symbols . .The arrival of the missionaries to New Zealand 

introduced a new set of symbols 
.
and meanings which initially excited Maori people. The 

missionaries were quick to tr�nscribe Maori language into a written form and to begin using 

the written language as a means of developing l iteracy. 

In 1 839, during a visit paid to Cook Strait and the Centre of the Island, it was 

seen that the knowledge of reading and writing had spread far and wide 

through remote places where no instruction had been given by European 

teachers. (Bird, 1 93 0:2) 

The Bible was translated into Maori and Maori people quickly became l iterate, in reading and 

writing their own language initially, and then in English as well. There is some discussion in 

the literature which focuses on the extent to which Maori people became literate. Some 

writers, for example Awatere ( 1 984 ), assert that l iteracy spread rapidly among Maori to the 

extent that the Maori were more literate than most of the Pakeha who lived here during this 

early phase of settlement. Recent research by Jackson ( 1 975) has also confirmed the early 

interest shown by Maori people in learning to read the Bible. Others are more cautious in 

their interpretation as to the 'real ' extent to which this literacy was spread. However, it is 

important to know that quite early in this colonial phase of New Zealand history (up to the 

turn of the century) Maori people not only read the Bible, but were also active readers of 

newspapers printed entirely in Maori (Matuhi; Te Puke Ki Hikurangi; 1 900s) and were avid 

letter-writers both to the newspapers and to individuals such as Queen Victoria, the Governors 

in New Zealand and other Government .officials. The important suggestions which need to be 

considered here are: 

(i ) Maori people were genuinely interested in and excited by the new technology and 

knowledge brought by Pakeha and actively sought ways of gaining access to .that 

knowledge; 
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(ii) Maori people were initially very successful at gaining access to these new ideas, for 

example, by gaining control over the printed word; · 

(iii) something changed which caused this early excitement and participation in education 

to wane quite dramatically. 

It  is already known that from the 1 840s on there were some quite fundamental changes which 

affected the political and economic conditions of Maori people; for example, the rapid 

settlement of New Zealand by British settlers, the Land Wars of the 1 860s, the establishment 

of a settler controlled Government. These conditions were also exacerbated by externally 

caused problems such as a series of devastating epidemics mainly from the 1 830s through to 

the 1 900s. 

In 1 844 owing to Heke ' s  War in the North, a flourishing school of eighty-six . 

girls of whom thirty were boarders from outlying settlements, was reduced to 

twelve pupils, whereupon the school was removed to Paihia and the number 

reached sixty. Then in 1 846 came an epidemic of dysentery and measles which 

played havoc with the pupils. After peace was made, they returned to Waimate, 

but the effect of the War had not yet vanished and there were only about thirty 

scholars on the roll .  (Bird, 1 930 :3 )  

These are changes which resulted in an increasing lack of  control by  Maori people over their 

own political, economic, and social well being. It can be argued that the early promise shown 

by Maori people in taking hold of new technology, new ideas and new skil ls was in part 

rel ated to the power Maori people had to select and control what was being offered. Loss of 

control, for example, of sovereignty, meant a loss of the freedom to select or make 

meaningful choices. As early as the 1 860s this initial phase of l iteracy had indeed slowed 

down considerably. This was reflected particularly in the decrease in the numbers of Maori 

children who were attending school (see Barrington and Beagleho le. 1 974) .  It was also the 

period of the Land Wars and of a raft of legislation designed to bring Maori lands, resources, 

and people under settler control (Williams. 1 982). This legislation included the establishment 
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of the Native Land Court which was set up quite overtly to accelerate the movement of land 

from Maori ownership to settler ownership. Also in this period the Native S chool system was 

established by Act of Parliament in 1 867. 

Prior to the establishment of State controlled schooling in New Zealand the responsibility for 

organised schooling had rested on the missionaries. Education was an integral component of 

the mission<l!ies' work and schooling was seen as a serious attempt to ' civilise' or 

' Christianise' the people. The concepts ' to civilise' and ' to Christianise' could be seen as 

being one and the same agenda. British educational historians have shown how this 'mission

ising' project was carried out not just into the distant territories of the British Empire, but also 

into the estates and environs of the working class in Britain itself (Mangan, 1 98 8) .  Early 

mission schools taught a basic curriculum which centred on the skills related to reading, 

writing and living by the Bible. Both girls, boys, and adults attended some of the schools. 

From this early beginning of a formalised curriculum there was a wide_ly held belief that the

essential function of schooling for Maori people was to assimilate and domesticate them as 

quickly as possible. 

The earliest mission schools taught their curriculum in the Maori language. Later on, in order 

to get State subsidies, mission schools were expected to change their instruction to English. 

Bilingualism, prior to the 1 860s, was a ' taken for granted' reality, m.ore so for Pakeha people 

who needed to speak Maori in order to survive. However, as the population of settlers 

equalled and then surpassed that of Maori people the need and the desire to learn Maori was 

reduced. Instead there was a fervent desire by the settlers that Maori people not only learn 

English, but that they should cease learning Maori as well. As schooling moved under State 

control there was an associated shift in the ideologies which were being used to rationalise 

State education policies. Beliefs about the validity of Maori- language can be used as one 

example of how these ideologies became embedded in schooling policies and in the belief 

systems of generations of New Zealanders. both Maori and Pakeha. Whereas in the earlier part 

of Pakeha settlement Maori language was essential for the survival of Pakeha people, and was 

the language of commerce, communication, politics, and education, it came to be perceived 
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as being too simple a language to cope with the demands and sophisticated concepts of a 

'civilised race' once the settlers had gained control over the political and commercial spheres 

of life. 

The myths associa�ed with the changing ideologies about Maori language and culture are still 

being challenged today as Maori people now struggle to ensure the survival and maintenance 

of Maori language. The Native Schools Act ( 1 867) set up a
.
number of village 'day schools' 

for Maori children. Maori people had to contribute the land on which the school was built and 

initially had to contribute to the teacher' s  salary. The teacher had a number of non-educational 

roles in addition to their teaching. They were the role models of Pakeha society and were 

expected to model the behaviours · of a civilised· race in public and private life. For example, 

a memorandum was sent to teachers of Native Schools instructing them to ensure that in their 

dress, their houses, their manners and their habits they exercised a 'beneficial influence on the 

natives '  (Bird, op.cit. :5). Many teachers were also Justices of the Peace and they were also 

expected to be experts on legal matters, health concerns, and commercial issues. Native 

schools were administered initially by the Native Affairs Department but were later moved 

under the control of the Department of Education. Policies impacting on Maori from I 800

onwards, has been marked by some significant trends which have had serious educational, 

social and cultural effects. in particular schooling policies from 1 867 onwards. These policies 

are defined by the following ' key themes' - although the intention here is not to develop a 

hierarchical lineage of policy strategies. While there is an implied chronological order to the 

initiating of these policy themes it should be noted that many overlapped and that many are 

still prevalent today; 
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Figure 3. 

Key Themes in the History of Education Policy for Maori. 

Appeasement 

Expurgation 

Assimilation 

Termination 

Domestication 

Integration 

Cultural Difference 

Multiculturalism 

Biculturalism 

Self-determination 

The early European migrants who came to Aotearoa prior to 1 800 were very much in  the 

minority and were concerned to make alliances with the various Maori groups whom they 

came into contact with. Many of these early travellers, whalers, sealers and bushmen lived 

with Maori communities and spoke Maori language, such relationships were ' symbiotic'  in 

that both parties saw some benefits in the relationship for each other. The very survival of 

these early visitors depended on appeasing and co-existing with Maori who were very much 

the dominant group and held control over the key resources. 

Expurgation. 

During the early 1 800s this trend is noticeable in the activities of the m1ss10nanes who 

concentrated on purging Maori of their ' sinful' ways and who saw their work as a ' ciyilising' 

role; The missionaries worked within Maori communities and were adept at co-opting Maori 

cultural values and customs to support their christianising agenda. The missionaries employed 

a diverse range of strategies in order to impart their teachings and influence. For example they 
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introduced Maori to European l iteracy as well as published various religious works in the 

Maori language, they trained key individuals to take the 'word of God' back to their tribes 

and people, they learned the language themselves and established themselves within Maori 

communities, they built day schools and residential schools in which to conduct their work, 

many were also trained in other skills such as building and agriculfure and were able to 

' market' these skills to Maori in order to attain influence within the communities (c.f. Binney, 

J., 1 968) 

Assimilation. 

With the advent of formal schooling in 1 867, the processes of assimilation begun by the 

missionaries became more organized. Education was regarded as the most effective way of 

breaking down what was regarded as the demoralizing or uncivilised beliefs and practices of 

the Maori .  Schools were expected to assimilate Maori children into Pakeha culture by actively 

discouraging Maori beliefs and practices and by replacing them with Pakeha belief systems 

and ' manners' . Assimilation required the complete destruction of Maori culture and in its 

earliest phase there was little regard held for any aspect of Maori beliefs, values, or practices 

(Harker, 1 982). However, individual teachers developed sympathies for certain aspects of the 

culture and the policy of assimilation became less overt as Maori people became more skilled 

at ' imitating' the modes of dress, living conditions, and social habits of Pakeha people .  

Termination. 

The policy theme of termination is apparent around the 1 900s. This influence relates to the 

diminishing Maori population of this !ime as the result of epidemics and the common belief 

that the Maori race were ' dying out' . The policy direction of this time is summed up in an 

often quoted saying by a parliamentarian of that time who stated that policy should be 

concerned to ' smooth the dying pillow of the Maori race' .  

Domestication. 

This policy direction is most apparent during the 193 0s and 1 940s. Its concern was to use 

schooling in specific ways to channel Maori into particular work which was consistent with 
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the fact that most Maori were rural dwelling at this time. More often than not the types of 

work chosen as most suitable for Maori men and women .were manual, working class 

occupations. In 1 93 1  T.B. Strong the then Director of Education, made the following 

statement which is indicative of this ' domesticating' policy trend; 

' Speaking of the people as a whole, however, I believe that the best means for 

them to realise the full benefits of civilisation is through the cultivation of the 

· land. Their leaders are at this time realising this and you are aware of the 

attempts that have been made, many of them most successfully, to induce the 

natives to develop the lands that stil l  remain to them. These comments lead us 

to the final conclusion that in the system of Maori education in New Zealand 

we should provide fully a type of education that will lead the lad to be a good 

farmer and the girl to be a good farmer' s  wife. ' ('t.B. Strong [in P .Jackson

(ed. )], 1 93 1 )  

Integration. 

The ideal of integration was that the best aspects of both cultures, Maori and European, would 

be integrated into one culture. This policy was intended to create a singular New Zealand 

culture and was to be achieved through a range of practices such as inter-marriage and 

education. Schools were able to offer selected aspects of Maori culture, such as art and craft. 

While there was still compulsion for Maori children to learn the modes of thought and 

behaviour of Pakeha culture, there was absolutely no requirement that Pakeha children should 

learn or be taught any part of Maori culture. Thus, the reality for Maori people was that there 

was very little difference between the policy of assimilation and integration. 

Cultural Difference. 

This policy acknowledged that different cultures existed m New Zealand and that these 

differences placed · special " demands upon teachers to recognise, value and cater for 

differences which arose from · cultural · considerations rather than from other considerations 

such as learning or physical disabilities. Like the policies of assimilation and integration, the 
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policy of cultural difference assumed that pupils brought with them to school a complex array 

of deficits caused by their cultural heritage and the degree to which they were different from 

the norm, that is, different from the dominant culture. 

Multiculturalism. 

This grew out of the recognition that there were significant cultural groups in New Zealand 

who continued to practise different behavi.ours and contribute to society in culturally distinct

ways. Multiculturalism emerged as a result of New Zealand's more active role in the Pacific 

and the increased immigration of non-Europeans. This was due largely to a change in 

immigration policy which had previously favoured, to the extent of subsidising, British and 

Western European migration. In the 1 970s there were increasing numbers of Pacific Island 

immigrants who were perceived by policy-makers as presenting another set of problems, for 

example, they often required specialist teachers in English as a second language. 

Multiculturalism has taken on more variation with increased migration from Asia and 

increased awareness by Pakeha New Zealanders of their own cultural backgrounds (see 

Cameron, 1 985) .  

Biculturalism. 

This policy trend emerged as a reaction to multiculturalism by Maori people in particular 

(Awatere, 1 984). It was argued that until the relationship between Maori people as the tangata 

whenua (indigenous people) and Pakeha people as the other partner to the Treaty of Waitangi, 

was resolved, multiculturalism was an unrealistic target. Biculturalism is designed to create 

real structural change rather than continue the domination of New Zealand society by one 

cultural group. It is also promoted as the means by which social equity for Maori people can 

be achieved. 

Self-determination. 

Self-determination policies have emerged within the rhetoric of "tino rangatiratanga' and the 

cal ls for more autonomy and self-determination within schooling and education have co

incided with the increasing prominence given to the Treaty of Waitangi in the 1 980s. Calls 
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for a separate Maori Education Authority has been a consistent issue since the 1 984 Education 

Hui at Turangawaewae. However, it has been the success of the 'do it yourself approach of 

the Te Kohanga Reo initiative which has derived a number of other ' independent' and Maori 

driven schooling and educational initiatives. For the most part these developments only have 

a ' limited autonomy' given these initiatives are generally still reliant on external (often 

government) funding. 

Each of these policies needs to be interpreted as part of the political and social contexts in 

which they were located. Harker ( 1 982), Walker ( 1 984 [b]), Metge ( 1 976), Barrington and 

Beaglehole ( 1 974) and Ramsay ( 1 984) provide valuable descriptions and insights into the 

policies of assimilation and integration. The Currie Commission ( 1 962) and the Hunn Report 

on Maori Affairs ( 1 960) are two significant policy documents which are also important 

sources. These two policies alone account for a hundred years of Maori education and have 

had a profound impact on Maori language and culture. The extent of this impact on the 

language was documented by Benton (1 979, 1 98 1 )  and has been reinforced by the schooling 

experiences Maori people have begun to talk about (See e.g. The Findings of the Waitangi 

Tribunal Relating to the Claim on Maori Language, 1 986). Contained within the hundred 

years encompassed by the policies of assimilation and integration were some momentous 

historical events which changed the fabric of New Zealand society. Two World Wars, the 

Depression,  and the movement of Great Britain into the European Common Market are a 

small indication of the forces which were shaping our society. For Maori people this period 

also marked the passage of land and control into Crown or private ownership and a resultant 

destabilisation of tribal control. Maori language and beliefs were considered to be irrelevant 

and an embarrassment as Maori people sought to gain success in the world of the Pakeha. 

By the 1 950s the rural areas in which most Maori people lived were no longer an 

economically viable place to reside and younger Maori adults moved into urban areas to seek 

work and the promised advantages of a progressive society . Maori children began attending 

mainstream state schools rather than Native schools. This resulted in greater pressure being 

placed on teachers and schools to cope with children who were ·culturally different' .  For 
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example, the Hunn Report ( 1 960) stated that the increase of Maori children in board schools 

' would result in a swing of the Maori education problem from Maori schools to board 

schools' and that this meant teachers would have to be taught to cope with the special needs 

of their Maori pupils (Hunn, 1 960:24 ) .  The irony for Maori children was that they were 

perceived as being culturally different in their own land. By the 1 950s'there were a number 
I 

of responses both by the Department of Education and by Maori people to the changing needs 

of Maori children. There was a dawning recognition that Maori language and certain ' selected' 

aspects of Maori culture had a place in the school curriculum. Maori teachers were beginning 

to have some influence in mediating some of the effects of assimilationist practices and the 

Department of Education was beginning to consult more with Maori people about Maori 

education. Among other things it set up the National Advisory Committee on Maori Education 

in 1 95 5  and an Advisory Committee on the Teaching of Maori Language in 1 95 8 .  The Hunn 

Report in 1 960 sh!fted the emphasis from assimilation to an ideal of an integrated society. The 

Hunn Report, however, continued to pursue the curriculum of basic, technical, skills-based 

learning as the 'proper' curriculum for Maori children. New emphasis was placed on a tertiary 

level of education which aspired to training more young people for trades and employment, 

particularly in working class occupations. The Report suggested that there was a need for a 

policy to ' steer specially selected Maori children into Technical schools' (Hunn, op.cit. :26). 

By the 1 960s New Zealand society had changed quite dramatically and partly as a result of 

Great Britain seeking membership of the European Common Market, of New Zealand 

strengthening its relationship with the United States, and of an expanding economy, New 

Zealand was beginning to look closer to home for economic and political support. Maori 

people had become more established in urban centres and were beginning to reassert cultural 

aspirations and practices within a contemporary, urban context. (In 1 966 approximately forty 

six percent of the total Maori population was urban dwelling, by 1 986 eighty percent were 

urban dwellers) . The 1 960s constituted an era of popular radicalism in western societies, 

characterised by anti-Vietnam War demonstrations, the revival of the Women's  movement and 

feminism, the assertion of Gay rights and in New Zealand the public struggle of Maori 

cultural and language survival. In education, the 1 960s was a time when western education 
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systems were developing programmes for significant groups of students who were fail ing in 

schools. These students tended to come from families that were either poor, working class, 

immigrant or ethnic minorities or a combination of them all, who during the 1 950s and 1 960s 

were moving into areas and schools previously populated by 'ordinary' ,  middle class children. 

It became very noticeable that these minority cultural groups were not like 'ordinary' middle 

class children, they were not achieving and in fact they were failing in such significant 

numbers that educators began to ask why. It seemed obvious at the time that since schools, 

teachers, and the curriculum were providing a service that gave equal opportunity to all, the 

answers to why these groups were failing had to be located within the groups themselves. 

Research across several academic disciplines examined the intelligence, the language, the 

psychological, the physical, and the social developments of minority group members. The 

theme that began to emerge from the research literature was that these groups were culturally, 

linguistically and socially deprived and disadvantaged. They spoke poor English, their parents 

did not read books to them, their homes were sparsely furnished, they ate different kinds of 

food, they were generally unhealthy and led impoverished lives, physically and socially, and 

this was why they were failing. On the basis of the theories related to cultural deficit or 

cultural deprivation, specific educational programmes were designed and funded to provide 

cultural enrichment. 

The fo llowing example from Ramsay and Forster ( 1 969) describes how various economic, 

social and cultural deficits accumulate and compound the educational l ife-chances of Maori .  
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Diagram 4. 

The Interlocking Spiral of Cumulative and Circular Causation 

(after Myrdal) 
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(From Ramsay, P. and Forster, J: 1 969) 
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· The resources and new skills which were required to carry out these programmes, for 

example, Head Start in the United States and Language Programmes for Maori children in 

New Zealand, not only enriched those labelled as culturally deprived but also all the other 

children, so that while everyone benefited there was basically little change in the gap that 

existed between the groups who were achieving and those who were 'failing. New research

meanwhile, was beginning to suggest that working class and ethnic groups did in fact live 

lives which were culturally rich and spoke a language which though not standard English was 

as rich and varied in expression and construction as standard English was. Sociologists 

(Bernstein, 1 972) and Sociolinguists (Labov, 1 972) were also beginninr to analyze such taken 

for granted notions as ' standard English' in terms of power relations and class control through 

schooling and education. This debate between Labov and Bernstein was to have a profound 

affect on the education of Maori pupils in New Zealand schools in the 1 970s. Bernstein's 

work was eagerly seized upon by education policy makers in New Zealand desperately 

seeking ' answers' as to the growing crisis of Maori educational underachievement in New 

Zealand schools. Bernstein' s  research provided ready made answers and it was quickly co

opted to underpin a major policy drive in New Zealand schools related to improving Maori 

pupils language ability and experiences. Bernstein' s influence gave rise to key official 

resource materials for schools, such as the texts, 'Language Programmes/or Maori Children ' 

(Department of Education, 1 972) and 'Maori Children and the Teacher ' (Department of 

Education, 1 972). The following quote encapsulates the tenor of Bernstein's argument; 

·Two general types of code can be distinguished: elaborated and restricted.

They can be defined on a linguistic level, in terms. of the probability of 

predicting for any one speaker which syntactic elements will be used to 

organize meaning across a representative range of speech. In the case of an 

elaborated code, the speaker will select from a relatively extensive range of 

alternatives, and the probability of predicting the organizing elements is 

considerably reduced. In the case of a restricted code the number of 

alternatives is severely limited and the probability of predicting the elements 

is greatly increased . . . .  
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Children socialised within the middle class and associated strata can be 

expected to possess both an elaborated and restricted code, whilst children 

socialised within some secti.ons . of the working-class strata, particularly the

lower working class, can be expected to be limited to a restricted code. If a 

child is to succeed as he progresses through school it becomes critical for him 

to possess or at least be oriented towards, an elaborated code. The relative 

backwardness of lower-working-class children may well be a form of culturally 

induced backwardness transmitted to the child through the implications of the 

linguistic process. The code the child brings to the school symbolizes his social 

identity it relate.s him to his kin and to his local social relations. The code 

orientates the child progressively toward a pattern of relatior.ships which 

constitutes for the child his psychological reality and this reality is reinforced 

every time he speaks. (Bernstein, B . ,  1 965 : 1 45- 1 66) 

The policy direction adopted in New Zealand by the Department of Education based on ' an 

interpretation' of Bernstein ' s  work is problematic from several standpoints; it assumes that the 

class analysis framework informing Bernstein' s  work can be directly applied to also include 

an explanation of the cultural factors which influence the Maori situation; and finally 

Bernstein' s  thesis has been selectively interpreted in a way which puts the blame of 

underachievement mostly on the learner and their cultural baggage. The · victim- blaming· 

scenario derived a range of policy responses over and above the language strategies derived 

from Bernstein· s work. The continuance of Maori pupil underachievement and the widening 

gap between Maori and Pakeha in terms of examination success, suggested that other factors 

were involved other than the focus on the learners deficiencies. this was reinforced by 

increasing Maori calls for the · system· to examine itself, its practices and structures. The calls 

from Maoridom came from both informal hui and formally con�tituted committees specifically 

set up to look at Maori education crises. 

In 1 980 the National Advisory Committee on Maori Education released ' He Huarahi '  a report 

containing some 87 Recommendations covering, the place of Maori language in the education 
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of Maoris and non-Maoris, early childhood education and care, the quality of teachers -

recruitment and training, schools  better suited to Maori needs. and continuing and second

chance education. 

In  1 98 1 ,  the New Zealand Educational Institute published a Report and Recommendations on 

Maori Education called ' Te Tatai Hono' .  The advisory committee consisted of eighteen 

members, nearly all of whom were Maori . Some 26 Recommendations were made in the areas 

of the teaching profession, cultural and linguistic diversity, schools, resources, tertiary and 

continuing education, new approaches and alternatives in education, research and data studies. 

Other reports which related to education and schooling followed in the 1 980s included ' Puao 

o te Atatu - Ministerial Advisory Committee on a Maori perspective for the Department of

Social Welfare' ( 1 986); The Finding of the Waitangi Tribunal Relating to Te Reo Maori 

( 1 986); as well as a host of educational review materials such as the Review of the Core 

Curriculum ( 1 987), The Treasury Brief to the Incoming Government ( 1 987), The Royal 

Commission on Social Policy Report' ( 1 988) and so on. The overall outcome of this constant 

stream of reports looking a Maori crises of one sort or another all added up to a very 

depressing scenario for Maori . It is little wonder is such a pessimistic context, that the spark 

of hope offered within the evolving structures of Te Kohanga Reo begun in 1 982 very quickly 

secured the wide support of Maori people across the country as a whole. 

One of the most influential events to occur in the 1 980s was the 1 984 Maori Education 

Development Hui at Turangawaewae. This was a gathering of nearly 300 people, representing 

' the whose who· in Maori education and politics. The level frustration of the conference 

participants with the inability of policy makers and government to impact on Maori schooling 

underachievement crises is reflected in the following resolutions unaminously adopted at the 

final p lenary; 

1 . ' That we ask the Department of Education to d ismantl e the h ierarchy 

of the subject pass-rate structure in the school Certi ficate examination 

which we see as discriminatory against Maori students and that the 
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Department in consultation with the PPT A and the Maori community 

formulate a fairer means of evaluation: and that Maori parents 

withdraw their children from the present system if  this is not done. 

2. That Maori people have the right to 25% of vote education (i.e.

$500,000,000) .

3 .  That in accordance with the United Nations Declaration on  Human 

Rights all Maori communities have the right to have their children 

taught in their mother tongue. 

4. This conference declares that the existing system of education is failing

Maori people and modifications have not helped the situation, nor will

they. Therefore we urge Maori withdrawal and the establishment of

alternative schooling modelled on the principles underlying Kohanga

Reo. Me tuku tenei kaupapa ma te iwi whanui e tautoko, e whakamana.

Ma te tiamana o te hui e mau enei kaupapa ki nga hui o te iwi whanui .

(This resolution shall be promulgated among the tribes of the nation for 

confirmation and implementation. The chairman of the conference is

authorised to take these resolutions to the major assemblies of the

tribes). '

(Nga Tumanako: Proceedings of the Maori Educational Development 

Conference; Walker. R. (ed.) ,  Turangawaewae Marae; 23-25 March, 

1 984. ) 

[Note: Shortly after the 1 984 Hui at Turangawaewae. the first Maori school. based on the 

model of Te Kohanga Reo, was begun at Hoani Waititi Marae in West Auckland] . 

What began to happen was a gradual shi ft in emphasis on research studies and intervention 
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programmes which focused on the underachieving pupils themselves as the source of the 

'problem' to a more even handed examination of the structures of schools, schooling and 

education. For example critical attention was paid to the structure of the curriculum, to the 

organisational aspects of classrooms and schools, to the way teachers were selected, trained 

and taught, and the relationship this had to the ' gender' , ' ethnic' and ' class' social relations 

of students, schools and wider society. Here in New Zealand the cultural deficit theory and 

the mass of research it promoted had a very negative impact on Maori people. A prominent 

Maori rights campaigner Sid Jackson, for example, makes the claim that Maori people became 
' 

the most studied people in the world ( 'Metro' , 1 987 : 1 90) . Whether this is true or not, 

researchers and research came to be regarded with suspicion by some Maori groups. It 

appeared, from a Maori perspective that the only benefits that were being gained from 

research was that the researcher was awarded status and labelled as the ' expert' on Maori 

matters. It also appeared to Maori people who were actually reading the research that there 

were assumptions being made and conclusions drawn that simply affirmed prejudices already 

held by a dominant cultural group . In many cases it seemed that research undertaken, at a 

school for example, was being used to draw questionable conclusions about the life of Maori 

families at home (Curtis, 1 982) .  

A major exception to this criticism was the work by Benton ( 1 978) which substantiated what 

Maori people had suspected for some time; that Maori as a language was in the last stage of 

survival . This evidence provided Maori people with the impetus and the data to attempt new 

and radically different strategies to respond to this pessimistic situation. As New Zealand 

moved into the 1 970s there was growing concern among Maori people that educational 

structures were denying Maori people opportunities to succeed by actively destroying the self

esteem of Maori pupils through a process of cultural denial and of deliberate practices which 

undermined the validity of Maori language and culture, for example, through the moderation 

of School Certificate Maori Language pass marks (c .f. Hughes, 1 983 ;  Mitchell, 1 984). This 

concern was not assisted by the policy of multiculturalism which was perceived by Maori 

people as an unrealistic attempt by policy makers and teachers (who were predominantly 

Pakeha) to deal with a diversity of cultures when they had neither the skills nor the credibility 
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to deal with the one cultural group they had been dealing with for over a hundred years. The 

policy of multiculturalism did nothing to challenge the supremacy of the dominant culture, 

rather it enhanced the power of this group by allowing it the privilege of ' selecting' and 

deciding upon the validity of a diverse range of minority groups (Be1�.ton, 1 987).  The effect 

was to force minority groups to compete against each other for meagre resources and 

expertise. The response to these challenges shifted policy towards a stance of b iculturalism 

as a first step towards multiculturalism. 

This policy shift marked the entry of ' Taha Maori ' as an intervention into Maori learning 

crisis into the curriculum. This policy can be seen as a significant acknowledgment of Maori 

as a ' legitimate' area of study, in both primary and secondary schools. Taha Maori 

programmes were expected to provide the Maori dimension to existing curriculum subj ects 

and to inject aspects of Maori culture into all aspects of school life. It has been a controversial 

addition to the curriculum, resisted by Pakeha people who do not see its relevance and who 

associate it with ' falling standards ' ,  and also criticised by Maori people who see it as draining 

the already scarce resources in the Maori field (Smith, G., 1 986  [a] , 1 986 [c] ; Smith, L., 
1 986 [b ] ) .  The introduction of Taha Maori programmes also need to be seen as an attempt to 

locate the New Zealand school curriculum within the New Zealand landscape in the same way 

New Zealand has had to re-locate its politi cal allegiances to the Pacific Basin and not just to 

Great Britain, or the Commonwealth of Nations. Developing alongside Taha Maori, however. 

have been some responses to education which have emerged from within the Maori 

community itself. These responses have generated the kind of activity and excitement which 

also marked the rise of early literacy. They also reflect the deeper aspirations of Maori people 

who are demanding that their educational needs be seen as an extension of their cultural 

survival, not as an alternative. 

Maori Edu cation and Schooling Crises. 

Arguably. the most apparent crisis within New Zealand education in the 1 990s is that which 

relates to the (non) education of Maori as a group. At one level this ongoing failure of Maori 
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in schooling has correlation with the failure of the egalitarian education dream associated with 

New Zealand schooling and which was perpetuated by the Beeby myth (see Jones, A. ,  et. al., 

1 990) and other policy makers. In particular, this represented an ongoing failure of the 

liberalist notion of education (and schooling) as an equalising force. The present schooling 

predicament enveloping many Maori within education and schooling is 'evident in the high 

levels of inequality in educational outcomes for Maori students. This crisis is not a recent 

phenomenon, it has · evolved historically from within a context of unequal power relations 

between dominant Pakeha (non Maori) interests and Maori (indigenous) interests. Perhaps the 

most damning indictment of this situation was delivered by the Waitangi Tribunal in 1 986 

who observed that; 

The education system in New Zealand i s  operating unsuccessfully because too 

many Maori children are not reaching an acceptable standard of education. For 

some reason they do not or cannot take full advantage of it. Their language is 

not adequately protected and their scholastic achievements fall far short of 

what they should be. The promises of the Treaty of Waitangi of equality in 

education as in all other human rights are undeniable. Judged by the system's 

own standards Maori children are not being successfully taught, and for that 

reason alone, quite apart from a duty to protect the Maori language, the 

education system is being operated in breach of the Treaty. 

(Nga Kaiwhakapumau Ki te Reo; The Finding of the Waitangi Tribunal Relating to 

Te Reo Maori, 1 986:46) 

What makes this present crisis more critical for Maori is ·the alarming growth of neo

conservative tendencies, including new right and liberal positions, within educational policy. 

These policy trends reflect changes occurring within the general political climate and are 

exemplified in ideologies related to ' free-market ' economics and ' individual rights' . I t  is 

already apparent that these ideas have fully infiltrated the education system through the 

educational and schooling reforms of the Fourth Labour government through the reformist 

committees led by Picot ( 1 988) .  Meade ( 1 988)  and Hawke ( 1 988) .  These liberalist ideologies 
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directly contradict and undermine previous philosophical concerns within New Zealand 

education related to the ideals of ' equality of outcome' and ' equality of opportunity' .  Through 

the co-opted rhetoric of ' efficiency' ,  ' accountability' ,  ' standards' ,  and ' excellence' a shift in 

the philosophical underpinning of New Zealand schooling and education has occurred, from 

an exocentric focus of being concerned for 'all '  to an egocentric focus pf concern for the 

' individual' .  The increasing emphasis on notions related to individual rights and freedoms not 

only contradict Maori values and beliefs related to ' collective' responsibi lities such as 

culturally derived obligations to whanau (family), hapu (extended families), and iwi (tribe), 

it also allows for Maori needs as a disadvantaged ' group' to be ignored. This emphasis on 

individualism is clearly illustrated in the ' Paramount Principle' which was to be compulsorily 

inserted into all school Charters; 

The needs of children and their learning shall be paramount. Therefore the 

Boards of Trustees will ensure that all children are given an education which 

respects their dignity, rights and individuality. This education shall challenge 

them to achieve personal standards of excellence and to reach their full 

potential. All school activities will be designed to advance these purposes. 

(Charter Framework, May 1 989) 

Whereas previous concern has tended to locate educational opportunity within group or citizen 

rights (c.f. Fraser ' s  1 939 statement), the Charter statement signals a shift in emphasis, now 

locating educational opportunity more firmly within the individual and personal domains. 

Gerald Grace ( 1 988)  noted similar trends in his discussion which focused on the shift in 

ideological emphasis away from education as a ·public good · ,  and towards education as a 

' commodity ' .  In moving toward principles associated with ' individual rights ' .  powerful 

mechanisms for increased and disparate societal inequalities were set in place. The inevitable 

consequences of emphasising meritocratic principles have been that many of those who were 

already advantaged become more advantaged and those who were disadvantaged have not had 

their situations altered dramatically if at all . This position of the 1 980s has been sustained into 

the 1 990s, where Maori in virtually every crisis index. can be seen to be demonstrably worse 
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off than the comparative performances of non-Maori. The gap between Maori and non-Maori 

has not closed, and according to even official sources, the gap is widening (see Ministry of 

Education Annual Report - Nga Haeata· Matauranga, 1 993/ 94). 

Inequality within the new economic logic of the free-market, is seen 'to be inevitable and 

therefore legitimate; inequality as the outcome of schooling is to be accepted both 

simplistically and uncritically as a 'fact of life' and subsequently structurally 'accounted' or 

'budgeted' for. The former Labour Prime Minister and Minister of Education, the Right 

Honourable David Lange (whose government under the Finance minist:!r, Roger Douglas set 

in train the free-market restructuring) endorsed this view in a public statement; 

Social democrats must accept the existence of economic inequality because it 

is the engine room which drives the economy . .  . An economy characterised 

by greater competition might well improve in absolute terms the position of the 

poorest individual in it, but if it does so by widening the gap between poverty 

and privilege it has nothing to commend it. If the surplus generated by the 

competitive economy is distributed in accordance with the values of self

interest, the object of equality of opportunity which is the hallmark of social 

democracy will be defeated. (From D .  Lange. Mackintosh Memorial Address, 

1 986) 

This ideological shift . in emphasis not only had the effect of reducing or submerging group 

interests beneath explanations of individual difference it also clearly spelled out the shift to 

economic reductionism and the primacy of the economy. This trend towards economic 

reductionism developed yet another ·veil ' serving to disguise deeper structural impediments 

to Maori moving out of their position of cultural. social. economic. educational and pol itical 

marginality. These inhibiting factors become increasingly difficult to recognise. to locate and 

to confront. The ' divide and conquer' potential of this situation for Maori was to prove 

important with respect to the privatisation of state assets agenda and the necessity to 

destabilise and undo the impediment which the Treaty of Waitangi posed for the free-market 
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libertarians. 

I f  one expression of the Maori education crisis is visible in the tension between ' equality ' and 

' inequality' ,  the crisis is also manifest in other terms; in the ongoing assimilation of Maori 

language, culture, and knowledge; in the processes of colonisation embedded into the 

educational structures; in contested ideologies and power relations between dominant Pakeha 

and subordinate Maori interests. The overwhelming statistical evidence (see Benton, 1 987) 

confirms that for the majority o f  Maori pupils unequal schooling opportunities and outcomes 

ensure the perpetuation of structural inequalities within wider society. In almost every crisis 

index associated with Maori education, Maori pupils as a group are shown to perform worse, 

receive fewer opportunities, and benefit least in comparison to their Pak'.:'ha counterparts (see 

Royal Commission on Social Policy, 1 988) .  Not only are these comparative statistics 

disproportionate, they also show that in many areas that the situation is getting worse, as even 

the Treasury briefing papers of 1 987 make clear. Why this situation persists despite well 

intentioned attempts to interrupt these trends, and what else can be done to arrest this crisis, 

are key questions requiring urgent responses. If current reforms are to avoid the impotence 

of past policy initiatives. we need to understand why these previous endeavours have been so 

ineffectual. Put another way, the real effectiveness of the new policy initiatives of the 1 990s 

will be measured by their ability �o confront and deal with the crises related to the education 

of Maori. Significant structuralist factors such as power relations, socio-economic 

circumstances and ideology. both in the form of ' grand narrative' and ' individual lived 

experience' forms of explanation, appear to have been overlooked yet again .  It is entirely 

predictable that these recent reforms will again only provide a temporary ' sticking plaster' 

solution for problems which are more deep seated within fundamental structures of societal 

organisation. 

Maori Education : Maori Solutions 

Maori reaction to continued educational crises with which many Maori pupils are faced within 

state schooling are marked by moves to assume greater control over educational decision-
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making and resources. Even those initiatives which ' successfully' operate within the state 

schooling system have only been achieved through major struggles related to decision-making 

and sharing of resources, whether it has been over the development of a bilingual unit, the 

establishment of a school marae or the changing of organisational structures to a whanau 
' 

system. All of these initiatives have usually involved a struggle between contested dominant 

Pakeha interests and Maori interests. In  many instances, the Maori struggle within Pakeha 

dominant institutions has been carried by small groaps of individuals who have been prepared 

to 'fight' for every concession made by state schooling, the cost being that these people are 

often marginalised as ' stirrers' or ' radicals' . Because of the parameters provided by the contest 

of unequal power relations, the establishment of Maori initiatives within state schooling will 

only ever have limited autonomy and therefore limited freedom to pursue preferred choices. 

Another site of struggle for Maori people attempting to realise educational aspirations through 

state structures can be seen within transition education. Many Maori transition education 

programmes are successful in that they are taught and organised by Maori people, usually co

opted from within the Maori community. Because they share much in common with the 

students they are teaching, these people have been able to . mediate the dominant power 

structures and make key decisions appropriately related to what should be taught and how it. . 

should be taught. The success of programmes such as the Auckland based Waiatarau proj ect 

(under Don Selwyn and Brian Kirby) has depended upon individuals wresting decision-making 

power and resources away from conservative state authorities. However. the reality is that this 

autonomy will only ever be limited. This is reinforced by intermittent crises and chal lenges 

related to the continued funding of these programmes (Don Selwyn; personal communication). 

The fact that these students are happy and keen to learn and that they are ul timately successful 

in achieving the objectives of the course asks two interrelated questions of state schooling. 

Why have these students · fai led' in the first place within the state schooling system given that 

they do have talent and abilities? Why has the state been prepared to invest heavily in 

· ambulance· programmes such as transition education and not confront the deeper issues

related to the fai lure of dominant Pakeha schooling toward Maori pupils? The apparent lack 

of interest of the state in meaningfully questioning and reforming schooling underpins the 
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present drive by many Maori parents to opt out of the conV,entional state schooling options, 

and to seek their own solutions. This position has been clearly and consistently articulated 

throughout the 1 980s. It is against this background that the Kaupapa Maori alternative 

initiatives have evolved. Three particular schooling and educational developments have 

emerged from the Maori community during this period; namely Te Kohanga, Reo (pre-school), 

Kura Kaupapa Maori (primary school) and Waananga (tertiary) . These three initiatives are 

discussed in more detail in the following chapter. 

In summary, Maori have moved outside of the state structures for the following reasons; 

1. the historical legacy of embedded colonisation within Pakeha: dominant: state 

schooling. 

IL the marginalisation of Maori language, knowledge and culture within 

schooling. 

ni . the failure of educational interventions to deal appropriately with structural 

issues and a pre-occupation with liberal reforms (non reformist reforms). 

iv. the dominance of Pakeha teachers and administrators with little understanding

of Maori cultural needs and aspirations.

v. the historical record of high and disproportionate levels of underachievement.

VI . the need by Maori for increased autonomy over the key decision-making

related to schooling and education.

vii .  the pedagogy of the schools and teachers are mostly Pakeha and often

contradict the values of Maori; e.g. the pre-occupation with a focus on the

individual learner conflicts with Maori cultural preference for group

responsibilities and emphasises.

viii . the development of Maori alternatives which support Maori curriculum,

pedagogy, decision-making, cultural values and principles.
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Chapter Two. 

The Context of Education Reform in the 1980s. 

Aue te mamae i ahau e 

He aroha e te iwi e 

Mo tatou katoa e tukinotia nei 

E . nga tauiwi o te ao 

Ka titiro ra nga mahara 

Ka mohio te ngakau e 

Ko te Tiriti o Waitangi e 

Te oranga pumau e 

Aue te Mamae i Ahau. 

Oh how I hurt ll'ithin 

With sadness for the people 

Who are being exploited 

By those fi·om another world 

I look for a solution 

And my heart tells me 

The Treaty of Waitangi 

Prorides the hopeful promise 

(Note: thi s  i s  verse one of an action song protesting the socio-economic plight of the people of East Coast. I t  was 

composed by Tuini Ngawai, of Ngati Porou, in 1 959)  

Preamble. 

This chapter is spl it  into two distinct parts; part A sets out the context of the intersection of 

Maori cultural aspirations with the education and economic reforms in the 1 980s to the 

present. This section is developed in a descriptive way in order to provide some historical 

substance as wel l  as a different perspective of the development of Kaupapa Maori 

'conscientisation, resistance and trans:formative praxis ' in the politically turbulent period of 

the economic reforms instigated in this period. A closer examination of the context of market 

reform in New Zealand is important here because it is these philosophies and principles which 

have been mostly responsible for the evolution of new formations of structuralist resistances · 

by Maori. 

Since the beginning of thi s  period of major reform in the 1 980s, state structures have come 

under increasing pressure with respect to a number of ' legitimation crises ' .  Some of these 
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crises were ' authentic' ,  in the sense they were a ' continuance' of historical crises which 

became co�opted as 'part of new crises directly related to the economic restructuring of the 

1 980s. Such crises are to be seen as having developed outside of the 'total' control of 

government (Maori education is an example here); these can be contrasted with other crises 

during the 1 980s which can be critically viewed as being deliberately ' constructed' by the 

state in order to facilitate and justify the need for its programme of radical economic reform. 

For example; 

1. the cnses of ' the un-affordability of the welfare state and the excessive

dependency of citizens on the welfare state' (in order to promulgate and uphold

the need for market driven principles such as 'user pays');

n .  ' the capture of schools by the professionals' (in order to promote the

wholesale restructuring of schools and the education system and to insert

market philosophies such as devolution of management to local communities

and parents);

m .  ' the inefficiency of the health system' (to promote ' user pays' ,  devolution to

local community control and stream-lining of services) .

These ' constructed' crises, which were intended to support the government undertaking radical 

reforms can be viewed as a struggle for the control over hegemony (Gramsci, 1 97 1  ) . I n  this 

sense, an adequate analysis of the economic reforms of the 1 980s can not be done without 

understanding the hegemonic struggle (thi s is also war of position) for the 'minds' of the 

people .  

Part B of this chapter, attempts to show a minute part of the struggle for hegemony as it 

relates to the interface of Maori, education and economic reform. Part B, also illustrates the 

multiple levels and complex shapes of the struggle for and against hegemony between 

dominant Pakeha interests on the one hand and subordinate( d) Maori interests on the other. 

Thus the second part of this chapter attempts to demonstrate. how Maori have willingly 

·bought' into the reforms, even though the reforms may in fact ultimately sustain and entrench

their economic exploitation and cultural oppression. The theoretical ideas of Antonio Gramsci 
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help us to understand what is going on here. In particular, Gramsci' s critical notion of 

hegemony is used to expose how the new ' economic - education' settlement has been 'won' 

within significant sections of Maori communities. 

Part A. 

The P olitics of Education Reform in the 1 980s. 

Education reform since the 1 980s must be understood within a set of wider political, cultural 

and economic conditions. In particular, the economic context of the free-market reforms of 

the New Zealand economy begun in the 1 980s have underpinned and driven the content and 

form of the educational changes . This chapter does not provide a detailed, chronological 

ordering of the history of the reforms. Rather, i.ts main purpose is to reveal some of the

important contextual variables underpinning the reforms which have contributed to evolving 

and shaping K�upapa Maori 'conscientisation, resistance and transformative praxis ' 

throughout this period. 

From a Maori perspective, the reductionist Marxist position of 'the state as an instrument for 

economic determinism' (following Karl Marx) deserves serious consideration with respect to 

the seeming permanence of Maori economic marginalisation. However, it is  also 

acknowledged that a more sophisticated reading of the modality of the state is required to take 

better account of its multiple forms, sites and processes which are ' socially constructed' within 

the actions of people. This neo-Marxist conception of the political role of the state has been 

described by Gran1sci ( 1 97 1 ) ,  and is reinforced and extended by Habermas ( 1 976), and Offe 

( 1 984). Other ' local ' New Zealand commentators, for example, Jesson, ( 1 987). Codd. ( 1 990)� 

Gordon. ( 1 990), Bates, ( 1 990) Harker ( 1 990). Lauder ( 1 990). Shuker. ( 1 987) .  Nash. ( 1 993 ) . 

and Kelsey ( 1 995) have extended this form of analysis to explaining the intersection of the 

economic and education reforms of the 1 980s. Although this position of giving credence to 

structuralist (determined) and culturalist (determining) explanations may seem contradictory 

on the basis of the later neo-Marxists writers rej ection of the mechanistic reproduction role 
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of the state, for Maori, the effects of the state have been ' felt' in many forms [modes] (as 

power, ideology, culture, and economic determinism, within multiple sites [institutions] (state 

institutions related to education, law, politics, economics, and so on). 

' 
While neo-Marxist writers correctly posit the state as a mediating structure between the 

economic momentum of capitalist society and the political impetus of civil society . Offe 

( 1 984) has built on Habermas' 'cyclic explanation' of incremental social transformation 

through alternating states of ' legitimation and crisis' . For Offe (ibid; following Habermas, 

1 976), the state has two, very often conflicting roles; 

I. functioning to support and enable capital accumulation 

II. functioning to legitimate its activities in this regard in order to sustain electoral

support to enable itself to continue

In the neo-Marxist view. state policies are heavily implicated in shaping capitalist 

development and growth, as well as reproducing the capitalist modes of production. The 

institutions of state in the neo-Marxist view are often considered to be free from direct 

capitalist influence, and that this 'neutrality' is compromised by their very existence being 

dependent upon the success of capital accumulation by the state. The contradiction here of 

course is that on the one hand, the state upholds the capitalist mode of production through 

direct taxing of citizens and in the accumulation of profits and capital from its own 

enterprises. This enables the state to run itself and yet on the other hand, the functioning of 

the state is dependent upon the citizens providing legitimation for the state· s activities through 

the · democratic' process of the elections. In these terms, the state seeks to engender mass 

support for the existing institutions and modes of governance. From time to time, the state 

faces credibility or legitimacy crises as the result of the ' loss of faith or loyalty' amongst the 

electorate . Legitimation crises of the state may occur in times of extensive unemployment. in 

times of high levels of fiscal indebtedness. or in times of political pressure from social 

movements. such as the situation faced by the incumbent National government over decision

making related to the 1 98 1  Springbok Tour. When legitimation crises occur. very often state 

institutions can not operate normally and therefore public confidence wanes. Codd, Gordon 
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and Harker (in Lauder and Wylie, 1 990) sum up the notion of legitimation crisis in the 

following way; 

' In neo-Marxist theory, ' legitimation crisis' is defined as the tendency of state 

· institutions to lose popular political support and sometimes to invoke popular 

opposition and resistance. Legitimation is what persuades the mass of the 

population that the status quo is the common sense way to organise society: it  

converts power into authority. Traditionally the free market economy is  

legitimated through common sense beliefs such as the 'protestaat work ethic' ,  

but in advanced capitalism, the legitimation of the state is  maintained by what 

Habermas ( 1 976) calls ' scientific-technical rationality' .  Social institutions are 

rationalised by technical experts and political problems are converted into 

technical ones, with technical solutions. Hence, increasingly, people are being 

depoliticised, according to Habermas, because decisions are taken over by 

' experts',  and democracy is reduced to occasional choice between 

administrative teams. '  (Codd, Gordon and Harker, in Lauder & Wylie (eds. ) ,  

1 990: 1 9) 

A distinction is made in this critical analysis between two ' categories' of crises which were 

apparent in the 1 980s. Crises can be viewed as either. ·ongoing· and · traditional '  or as 'new' 

and ' constructed' crises of legitimation. This second typology relates to ' artificial' crises 

created by advocates of the new reforms in order to legitimate the new changes . The 

boundaries between these two types of crises can become blurred. For example, the overriding 

crisis in the 1 980s, related to the legitimacy of Keynsian economics in the face of its failure 

to alleviate increasing levels of social and economic inequalities across society. This crisis is 

both ·new' and • traditionar . However. this position was given a ·new· impetus by vested 

interest groups. such as big business and government reformers. intent on applying pressure 

to overthrow the · interventionist· economics of the Keynsian model in favour of a free-market 

economy. Support for the free-market reforms was also generated by two other considerations. 

Firstly, from the de-construction and critiques of both the " left '  and 'right' of the failure of 
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the welfare state to solve social and economic crises, and secondly from the advocacy in 

support of the free-market economy from powerful interest groups such as the Treasury, big 

business and new right reformists (see, Jesson, 1 987;  Rudd, 1 990; Haworth, 1 992; Kelsey, 

1 993 ;· 1 995 ;  Deeks & Perry (eds . ), 1 996). 

In  general, economic restructuring and the associated reforms, occurred with relatively little 

apparent dissent amongst the majority of the population. There has however, been consistent 

resistance mounted by various interest groups, in key sites and over key issues, particularly 

by Maori. Maori, invoking the Treaty of Waitangi, have attempted to strongly resist the 

detrimental impact of the reforms and adopted effective actions to stall ,  if not halt completely, 

aspects of the 'new right' agenda - for example, the High Court action initiated by the New 

Zealand Maori Council with respect to overturning the State Owned Enterprises legislation 

which, if it remained intact, it would have allowed the sale of state assets without appropriate 

reference to the Maori treaty partner; (June. 1 987) .  A more detailed analysis and discussion 

of the reforms is to be found in the work of Lauder and Wylie, 1990; Codd, Harker and Nash, 

1 990; Middleton, Codd and Jones, 1 990; Walker, 1 990; Kelsey, 1 993 ; 1 995 .  An in-depth 

analysis from an economic neo-liberal position of the ' crisis of the welfare state' is described 

in the Treasury documents ' Government Management: 1 984' and also in the ' Treasury Brief 

to the Incoming Government, 198 7' . 

An important concern in thi s chapter i s  to discuss some key struggles for Maori within the 

economic and educational reform context, which were an effort to make space for Kaupapa 

Maori transformative praxis. In regard to Maori educational developments, the 1 980s were 

marked by an emerging emphases on the questioning of the · system' .  This shift in critical 

focus from ' Maori individual as problematic ·  to ' the Pakeha: dominant: state system as 

problematic ' ,  occurred as a result of increased scepticism of the ·deficit' and · deprivation' 

oriented policy interventions which usually reflected a set of convergent interests within a 

Pakeha: dominant: state. nexus. Despite the apparently ·good intentions · of these ·v ictim

blaming' oriented policies. they have mostly failed to change the situation of high and 

disproportionate levels of educational underachievement outcomes for Maori . The mounting 
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scepticism within Maori communities of the ' true' interests of the state reforms is discernible 

within specific resistance responses undertaken by Maori in this period. For example, these 

new formations of resistance were predicated on an increased critical interrogation of the 

structural . issues related to economics, power, politics and ideology which informed the 

l iberalist reforms. This growing scepticism of the new economic agenda amongst Maori, and 

which was further enhanced by disillusionment with the state ' s  abysmal history of failure with 

respect to intervening in Maori educational crisis, merely increased Maori resolve to take 

proactive action in developing interventions for themselves. 

I ncreasing numbers of Maori in the 1 980s, because of their association with Kaupapa Maori 

initiatives as well as their lived reality of coming to terms with the economic reforms, were 

developing highly critical understandings built on analyses which de-constructed both the 

overt and submerged meanings of schooling. Thus, deficit type explanations of the persisting 

outcomes of inequality within education and schooling were supplemented with structural 

analyses. For example, the work of Michael Young and others as developed within the 

seminal publication ' Knowledge and Control '  ( 1 97 1 )  focused on structural explanations as to 

why inequalities which accrued to specific race, class and gender groups remained so 

persistent within education and schooling despite well intentioned interventions aimed at 

' fitting' the pupils into the school and learning. The ' new' sociology of education direction, 

which built on Michael Young 's work, and the subsequent debates which occurred in Britain 

during the 1 970s and 1 980s within the New Sociology were a ' two edged sword ' .  On the one 

hand these debates and academic critiques are significant for the vigour and rigour with which 

academics prosecuted their critique, however, on the other hand, and from the Maori point of 

view, some of the most promising strategies for transformation of the Maori educational and 

schooling crises were stifled by this intense, internal criticism and debate and which led to a 

closure of ideas before they had an opportunity to be tested i n  the · field" . The work of

Michael Young ( 1 97 1 )  is an example of thi s. Looking back. it is easy to see how academic 

critique and counter critique have tended to maintain a strong and tight theoretical control

over the ideas of the New Sociology of Education but such vigilance has also been

detrimental to fully developing the transformative potential within applied contexts. Thus there 
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have been few reported examples of where Young's work has been applied to develop 

interventions within school curriculum. The Kaupapa Maori critique of the Pakeha controlled 

curriculum and the related issues of selected knowledge have used Michael Young's  work in 

a very successful campaign of developing 'conscientisation and resistance ' of the exclusivity 

of the mono-cultural school curriculum and the politics of the selection of knowledge. This 

campaign of developing conscientisation and resistance and eventually transformative action, 

can be viewed as part of the organic struggle; it also shows another example of the practical 

implementation of the 'war of position ' transformative strategy. That is, it shows how Michael 

Young's  critique of school knowledge has been used to 'surround' schools, principals, 

teachers and policy-makers with a counter hegemony based on Young's  insights, and in a 

relatively short period of time, has over-thrown hegemony up-holding the 'status quo ' 

curriculum. This ' conscientisation' has been able to influence the system to the point where 

most traditional intellectuals, and educationalists, now accept and join in the critique of the 

' captured' ,  ' selected' and ' socially constructed' curriculum. 

A second response to the ·victim blaming' explanations of schooling underachievement which 

had been ' preferred' by Government policy makers in the 1970s was formed within the 

proactive resistance initiatives undertaken by Maori people themselves many of whom refused 

to accept that the continual history of under-performance in schooling could be fully explained 

as being solely the result of their own deficiencies and inadequacies. Resistance to the 'New 

Right' inspired reforms, can be viewed as taking two main forms: a ·negative - reacti ve ' 

response, in which Maori were co-opted into having to engage with and respond to the New 

Right agenda and a 'positive - proactive' response which set in place positive and proactive 

interventions determined by Maori interests . 

Historical-Political Context to the 1 980s Refo rms. 

An understanding of the wider historical and political context is important here. Maori 

political activism had become more highly visible in the 1 970s and developed responses at 

the levels of 'conscientisation. resislance and praxis · .  Nga Tamatoa (the young warriors) 
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developed out of the University campuses and initiated several strategic ' direct actions' 

designed to highlight Maori grievances and to ultimately bring about some transformation of 

Maori social, economic, cultural, pol itical predicament; in 1 975 more than 25,000 people 

marched on Parliament at the culmination of the Land March (Te Hikoi) from Cape Reinga 

to Wellington organised by the land activist group Te Roopu Matakite o Aotearoa (The Group 

with Vision from Aotearoa) ; in 1 977 Bastion Point in Auckland was occupied by Maori 

protestors seeking a fair settlement from government over its past dealings with this site - the 

occupation lasted 507 days and in Ranginui Walker's words; 

' The agony of Bastion Point was brought to an end on May 25,  1 978,  with the most 

powerful show of state force (600 police) against Maori people since the 

dismemberment of Parihaka in 1 88 1 ;  in · 1 979 Maori activists called He Taua (the 

fighting party) physically attacked a group of Pakeha engineering students at the 

University of Auckland who had, in spite of being asked to desist, continued to 

perform mock haka and action song parodies as part of their annual capping festivities; 

in 1 980 Matiu Rata who had been a high profile cabinet minister in the Labour party 

resigned and formed his own political party called Mana Motuhake (sovereignty) . '  

(Walker, 1 984 [a] : 277) 

The 1 980s heralded a convergence of a number of the hitherto. disparate Maori and Pakeha 

political activist groups of the 1 970s. Such alliances were formed within a · consensus' 

framework of agreed points of opposition, to certain social and political conditions - Union 

politics, racism politics, unemployment politics, ' green' politics and anti-nuclear politi cs. A 

major catalyst for the ·new dear amongst many of these groups, developed out of a common 

opposition to the 1 98 1  Springbok Rugby tour of New Zealand. This event is pivotal to 

understanding the emergence of the new political formations between different Maori 

resistance initiatives at this time and also the alliances formed with Pakeha groups. Beyond 

this. the nev-.· formations also merged conservative and radical thinkers. old and young, white 

collar workers and blue col lar \Vorkers. The political divide derived from the South African 

rugby tour of New Zealand ( apart from the obvious rugby pros and cons) was in crude terms, 
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reduced to a political positioning with respect to either being for the 'blacks' and 'freedom' , 

or for the ' white regime' and 'apartheid' .  The visibility of the depth and breadth of Pakeha 

racism which had hitherto been obscured within 'home-grown' egalitarian myths, such as ' we 

are all one people' , served to conscientise many Maori and fellow Pakeha New Zealanders 

out of the ' best race relations in  the world' hegemony. I n  the
_ 
highly �harged atmosphere 

surrounding the South African Rugby tour, many Maori felt very vulnerable as a minority 

group within such a hostile environment and subsequently the power asymmetry between 

dominant Pakeha and subordinate Maori, became manifest and ' real ' .  The ' Springbok'  tour 

not only helped the forging of new political (activist and conservative) alliances between 

Maori and Pakeha groups, it challenged the taken for granted notion of the neutrality of the 

' state' (in the often non-neutral activities of the Police) and it caused a legitimacy crisis for 

the government of the day with respect to its mandate to allow the tour to take ·place. 

Furthermore the level of violence generated by New Zealanders on both sides of this argument 

set un-precented levels of civil unrest in New Zealand and it brought home to the average 

New Zealander the lengths to which some of their fellow citizens were prepared to go in 

support of their beliefs with respect to issues of race. 

The emerging consciousness of Maori resistance and pol itical activism very quickly became 

aligned with the Maori crisis of educational underachievement in schooling. Donna Awatere 

a wel l  known activist of the 1 970s wrote ' Maori Sovereignty' ( 1 984) which summarised the 

marginal positioning of Maori within a Pakeha dominant society, including a highly critical 

analysis of the way in which the school ing and education system had worked ' against' rather 

. than 'for' Maori interests; 

' The Education system is the major gate which keeps the Maori out. There i s  

an invisible sign over every kindergarten, play-centre. school. and university. 

That sign reads: " Maori Keep Out: For White Use Only" .  White peopl e  can't 

see this sign. you have to identify or be identified as a Maori before you can 

see it. 

Kindergartens are the first educational gate. A Bastion of white power. 
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Kindergartens have frightened Maori people off pre-school education. ' (p. 2 1 )  

' Primary schools are no different. Some think that putting up a tapa cloth and 

having a 
_
Samoa week will make the sign "Maori Keep Out" go away, but it 

won' t. ' (p. 23) 

' What disturbs me about this, both as a psychologist and as a Maori, is  that our 

kids are being taught how to fail. Not just taught to fail, but how to fail .  

Academics have long pointed out the relationship between failure at important 

tasks (e.g. reading) and lowered self-esteem. '  (p. 23) - (Awatere, D.,  1 984) 

Maori frustration at the failure of deficit and deprivation theory to intervene m ongoing 

schooling crises was further exacerbated by ongoing, disproportionate levels of entrapment 

within a range of desperate socio-economic circumstances across society as a whole. 

The coalescence of political, economic, cultural crises with the failure of liberal education to 

deliver equitable outcomes for Maori through schooling (and therefore a failure to produce 

the conditions within Maori students to overthrow the wider societal crises) formed a powerful 

critique of the National government leading into the election of 1 984. The Muldoon National 

government had been under severe pressure economically with rising unemployment and high 

overseas debt. The impact of the events of 1 98 I were sti l l  being felt and the National 

government was still held responsible by many. for the disruptive events of 1 98 1 .  Maori, on 

the wave of the new resistance initiative of Te Kohanga Reo, were also increasing the 

pressure on government to respond more effectively to their social . economic, educational and 

cultural needs. Calls to government were made through Treaty of Waitangi depositions. 

through key Maori conferences and within the innovative language and cultural revitali sation 

programme of Te Kohanga Reo itself. 

The response from the state under siege from the crisis (of overseas debt, the failure of the 

" think big' projects which were supposed to generate jobs and overseas funds, etc) was to 
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initiate a maj or, radical economic re-think. The architects of this review was a ' think tank' 

of Treasury officials who put their ideas into the Treasury briefing report, 'Government 

Management - 1 984' to assist and guide the incoming government of 1 984. In this report the 

first signs of critical debates on notions such as what should count as ' private ' and 'public' 

good (pp. 252-253), middle-class capture of public services (p. 258)  and privatisation of state 

assets (pp. 275-286) . . Within education, the Treasury, put emphasis on the vocational function 

of schooling, the private good oriented education, accountability and consumer choice (pp. 

267-270). Throughout a substantive part of the text ( ' Social Policy' pp. 249-274) the notion 

of ' individualism' is given emphasis; ' individual rights ' ,  ' individual choice' ,  and the notion 

of ' individual freedom' represent various forms of this central theme. Certainly by the time 

the ' Brief to the Incoming Government' in 1 987 was produced, ' individualism' (competitive 

individualism and possessive individualism were two important characteristics of the new 

economic emphasis) was a central component of the 'free-market' strategy, for example; 

'Four functions, and hence benefits, from education may be identified; 

fulfilment ( of the individual) ;  integration (of the individual with the community 

and wider society); economic (preparation for economic role, whether paid or 

unpaid); and custodial (for, or from the parent as agent of the individual being 

educated). '  (Treasury Brief to the In-coming Government, 1 987 :  1 32) 

The reification of the ' individual ' conflicts strongly with Maori cultural preferences, values 

and social behaviours which reinforce ·group' sol idarity, participation and responsibilities. 

' Col lective' notions are at the heart of Maori social organisation as constructed within ' iwi ' 

(tribe), hapuu (sub-tribe) and whanau (extended fami ly) relations. The ' group ' versus 

' individual ' conflict i s  portrayed in the following points made by Fanon in speaking about de

colonisation processes; 

" Individualism is the first to disappear. The native intel lectual had learnt from 

his masters that the individual ought to express himself [sic] fully. The 

colonialist bourgeosise had hammered into the native· s mind the idea of a 
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society of individuals where each person shuts himself up in his own 

subjectivity and whose only wealth is individual thought. Now the native who 

has the opportunity to return to the people during the struggle for freedom will 

discover the falseness of this theory. '  (Fanon, 1 967:  36) 

In short, it is clear that the ground-work for the 'free-market' had already been set in place 

by Treasury before the election of the Fourth Labour government. Roger Douglas as the 

Labour Minister of Finance, simply put the plan into action. The 1 980s provide a period of 

prolific social and economic change in New Zealand society ( c .f. Jesson. 1 987; Kelsey, 1 995) .  

Some of the key events related to the insertion of the market ideology into schooling and also 

the emergence of Kaupapa Maori are listed here; 

Key Points of Historical Interest. 

1 980 - Mana Motuhake Party formed 

- Integration of Private Schools 

- NACME Report 

1 98 1 · - South African Rugby tour 

- 'Te Tatai Hono ' - Report of the NZEI Committee on Maori Education 

1 982 - Donna Awatere writes ' Maori Sovereignty' 

- Te Kohanga Rea begins 

- " Race Against Time' Report by Race Relations conci l iator 

1 983 - 1 48 Kohanga Reo 

1 984 - Maori Education Development conference 

- · Taha Maori ' Policy introduced 

- Curriculum Review 

- · Economic Management ' Report from Treasury. 

- Fourth Labour Government elected 

- 240 Kohanga Rea 

1 985 - Waitangi Tribunal Finding on Te Rea Maori 
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- Hoani Waititi Kura established in West Auckland 

- National Pacific Islands Education Forum 

- Te Whare Waananga o Raukawa begins with unofficial status 

- 326 Kohanga Reo 

1 986 - new Curriculum Review 

- 'Puao o te Ata tu' - Ministerial Advisory Committee, Maori perspectives 

on Social Welfare. 

- 428 Kohanga Reo 

1 987 - Picot Task-force begins consultation 

- Maori Council brings successful injunction against Sale of State Assets Bill 

- How Fair is New Zealand Education - Two Reports by NZCER 

- new Curriculum Review finished 

- ' Government Management: Brief to the Incoming Government' Report 

from Treasury 

- Labour Government re-elected 

- Report on Maori - English Bilingual Education (Bernard Spolsky) 

- Kura Kaupapa Maori o Awhireinga (the first Kura Kaupapa Maori school is 

established, building on the Waititi model (central Auckland) . 

- 480 Kohanga Reo 

1 988  - · Administering for Excellence· (Picot Report on Administration of

Education) 

- ·Education to be More' (Meade Report on Early Childhood Education ) 

- · Learning for Life·  (Hawke Report on Post-compulsory Education and 

Training) 

- ·Royal Commission on Social Policy Repurf 

- · Government Review of Te Kohanga Rea '  

- Kura Kaupapa Maori o Waipareira established (Kelston. West Auckland) 

- Kura Kaupapa Maori o Ruamataa establ ished ( Rotorua) 

- 520 Kohanga Reo 

1 989 - ·r omorrow.s Schools· (Ministry of Education response to Picot Report) 
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- ' Before Five' (Ministry of Education response to Meade Report) 

- ' Learning for Life' (Ministry of Education response to Hawke Report) 

- 'Tomorrow' s Standards: Assessment for Better Learning' Report 

- Kura Kaupapa Maori o Mangere established (Mangere Marae) 

- Te Kura Kaupapa Maori o Maungawhau established (Mt. Eden) 

- 570 Kohanga Rea 

1 990 - National Government elected 

- ' Report on Issues and Factors Relating to Maori Achievement in the 

Education System' (Wally Hirsh) 

- Education Act 1 989 (establishment of Tomorrow' s schools policies 

* Kura Kaupapa Maori included as a separate category within the

Education Act. 

* establishment of Ministry of Education

* establishment of Education Review Office

* established the New Zealand Qualifications Authority

* provided for Waananga establishment 

- Quality Education for All - Education Brief to the Incoming Government 

- six official Kura Kaupapa Maori Schools 

- 6 1 6  Kohanga Reo 

1 99 1  - National Curriculum Discussion Document 

- · Ka Awatea' Ministry of Maori Development Report 

- 630 Kohanga Reo 

1992 - Parents as First Teachers introduced 

- Student Loans Scheme introduced to allow students to take out loans. 

- 7 1  9 Kohanga Reo 

1 993 - The New Zealand Curriculum Framework 

- Maori Education Foundation becomes the Maori Education Trust 

- First two Waananga formal ly established in legislation: Te Waananga o 

Aotearoa (Te Awamutu ) and Te Waananga o Raukawa (Otaki) 

- 750 Kohanga Reo 
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1 994 - Todd Report 

- Lough Report 

- 28 official Kura Kaupapa Maori 

1 995 - Interim Reports of the Maori Affairs Select Committee 

- 775 Kohanga Reo 

1 996 - First MMP election 

- 43 official Kura Kaupapa Maori 

- Briefing for the Incoming Government (October) 

M aori Educational Crises in the 1 980s. 

The education reforms of the 1 980s contained very little which intervened significantly in the 

schooling crises related to Maori education. Firstly because Maori needs were not addressed 

to any great degree either directly or specifically within the new policies and secondly, 

because the reforms which were suggested for Maori contained elements that had been tried 

and which had fai led previously. The most meaningful change which occurred in this period 

of maj or educational reform during the 1 980s. was in fact the emergence of Te Kohanga Reo 

and subsequently the development of a primary schooling option based on this immersion pre

school programme, cal led 'Kura Kaupapa Maori ' .  

Kura Kaupapa Maori developed as ·resistance· initiatives to both the underachievement crisis 

faced by many Maori within existing state schooling options as well as a response to the need 

for language and cultural revitalisation. Kura Kaupapa Maori were started by Kohanga Reo 

communities outside of the ·mainstream· . state schooling structures. As a result of a 

· settlement' between the alternative schools communities and the state. (and as a result of the

1 989 Education Act) most of these schools now exist within the system as 'bona fide' state

school options. Despite their incorporation back into the state structures, these schools have

also managed to maintain some distinctive characteristics. although it is also true that some

of the freedoms which were enjoyed in the alternative phase have been lost in various

compromises with state regulations and structures . For example. the whanau management

227 



Section Three : Chapter Two 

structure has had to make space for the official state management structure of a 'Board of 

Trustees' - this has caused major problems for some Kura as these two structures are often 

put into conflict with each other. The arguments developed here are that the changes necessary 

for Kura Kaupapa Maori schooling mostly occurred externally to (and perhaps in spite of) the 

original Tomorrow's  Schools reform package, even though a Kura Kaupapa Maori Working 

party was belatedly established to contribute to the 'Tomorrow' s Schools' reforms. In these 

terms, the emergence of Kura Kaupapa Maori provide a manifest critique of the Tomorrow's 

Schools reforms. In fact, it was argued successfully by Te Kohanga Reo communities as part 

of the establishment case for Kura Kaupapa Maori (Maori Primary Schooling), that the 

Tomorrow' s Schools reforms were inadequate to such an extent (despite the 2 1  pupil 'opt out' 

clause suggested by the Picot report that if a minimum 2 1  students parents wished to opt out 

and begin their own schooling initiative they would be allowed to) that they precluded the 

establishment of these schools within a reasonable time span and that therefore, separate 

legislation would be required, (although this was not the only reason for legislation). 

Of interest in this chapter are the reasons why these schools were developed, the processes 

of development and the potential that these schools have to intervene within a general 

educational crisis faced by disproportionate numbers of Maori. These issues have been dealt 

with in other parts of the thesis, ar.d form the basis of the next chapter in this section. 

The reform context of the 1 980s and the emergence of the economic debate into the publ ic 

domain made clear to many Maori that Maori cultural struggle (oppression) could not be 

separated from the economic struggle (exploitation) and that there needs to be an 

acknowledgement of the dialectic between these two positions. It was also becoming clear that 

in order to develop meaningful transformative action. that both the cultural and the economic 

impediments had to be controlled. It therefore became necessary to devise appropriate 

strategies and responses which took account of Maori cultural aspirations on the one hand and 

mainly working class ( and underc lass) social posit ioning on the other. Thus the context for 

the Tomorrow's  Schools reforms (fol lo\.ving the Picot Review of 1 988)  and the emergence of 

the Kura Kaupapa Maori alternative schooling initiative. needs to be understood within a 
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political economy of over-lapping educational, cultural, political and economic influences. 

Furthermore, the wider structural context of the education reforms of the 1 980s, that is, how 

the issues here in New Zealand are informed by international trends and influences, are also 

important factors to be understood. Generally speaking, the economic ' crisis' in New Zealand 

developed in a structural relation to a world wide economic crisis, which in New Zealand was 

manifested in persistent and high levels of unemployment and in an increasing national debt. 

The pressure of rising and seemingly permanent unemployment has had the effect of creating 

a series of legitimacy crises within the state structures generally and within education and 

schooling particularly. Thus unemployment not only created a credibility crisis for the Welfare 

State it has also put severe pressure on the credibility of schooling and education. Some 

examples of schooling crises which have emerged alongside escalating public concern over 

unemployment and subsequent calls for educational reform, are exemplified here; 

1 .  A rrisis of educational underachievement 

Schools generally are blamed for failing to adequately produce competent and 

appropriately credentialed students and are therefore seen as being directly responsible 

for unemployment. 

1 1 .  A crisis of  the instrumental view of  schooling 

The hegemonic belief that ' good schooling' and ' good credentials '  wil l  get you a 

· good job' has been undermined by an unfolding reality where well qualified students

also failed to get jobs as there were just not enough jobs avai lable. 

1 1 1 .  A crisis of knowledge in schools 

The curriculum has been criticised as being irrelevant and therefore incompatible with 

the job market. 

iv. A crisis of egualitv 

' Inequality' has persisted as a significant outcome of schooling despite the belief and
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support for the egalitarian intentions of New Zealand schooling as prescribed in the 

Beeby dictum extolling social objectives aligned with 'equality' .  

v. A crisis of declining societal standards

Schools  are perceived as failing to adequately influence pupils with appropriate

integrating behaviours such as 'citizenship' ,  'national pride ' and ' moral ' standards.

vi. A crisis of State responsibility 

The boundaries governing the State' s  obligations in education have become blurred as

the state seeks to divest itself of economic responsibility (in this sense 'blame' )  but

at the same time maintain power and control .  An important project faced by educators

is the necessity to reconstruct the state' s  responsibilities and to prevent the State from

opting out of its obligations to protect and to maintain democratic principles for all of

New Zealand's  citizens.

Such cnses (and others not mentioned here), to some extent influenced both the initial 

Tomorrow' s  Schools changes and also subsequent educational reforms. What essentially was 

a legitimation crisis for state education and schooling, subsequently became ' exported ' onto 

parents and the local communities through the devolution policies within the new reforms (a 

critical interpretation is that · devolution' policies have simply been a way for the state to 

abdicate its responsibilities and export them onto parents. communities and teachers). Under 

the devolution policies, schools, and therefore teachers, parents and communities, suddenly 

assumed increased responsibility for the delivery of education, although the real power 

associated with policy formulation and decision-making remained within a smal ler. more 

streaml ined and centralised state structure. The shift of responsibility to parents and 

community was skilful ly facilitated through the development of common sense bel iefs related 

,,,' to the origins of schooling crises: thus ideologies such as · fall ing standards· .  ' interest group 

capture · . ' teacher incompetency ' .  · o\'erly l iberal curriculum· .  and · greater parental input 

needed· were freely · sold' and · bought' in this context of state self-preservation. The 

fundamentalist doctrine of the ' free-market' which was used to attack and dismantle the 
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welfare state structures was also employed to facil i tate the restructuring of schooling. The 

extension of libertarian economic ideology into education and schooling subsequently saw the 

incorporation of 'free market' ideology into schooling and a corresponding flood of new 

economic rhetoric; pupils became ·, consumers'. administrators were termed 'managers· and 

the use of concepts such as ' accountability ' .  ' excellence' . ' efficiency ' ,' ' standards' ,  · choice' 

JUld 'freedom of the individual ' became common place. The National government of 1 99 1  

took the original Picot reforms developed under Labour even further, to the point where the 

reductionist economic logic of the 'free-market' has been inserted into almost every aspect 

of schooling policy. The l iberal instruments of ' equity ' ,  ' social justice' and ' Treaty of 

Waitangi ' provisions which the Labour government had put in place, were simply removed 

by 1;Jational when they came to power, in order to allow for a fully 'non interventionist ' ,  free

market oriented education system. 

While schooling and education had undergone major change at all levels, very few of the 

educational reforms, in terms of structural change had been specifically targeted at what was 

arguably the most apparent crisis in New Zealand schooling - that which related to Maori. For 

example, Maori were, and remain, over represented in almost every statistical analysis of these 

crises: in truancy rates. underachievement rates. retention rates and in expulsion rates. Even 

more alarming perhaps. has been that with the dismantling of the welfare state. Maori people 

more than any other minority interest group have been affected. This is because, Maori as a 

group constitute the major recipients of welfarism in New Zealand. The contradiction for the 

state posed by Maori people and their · cultural baggage· was not missed by the opportunist 

proponents of New Right reform. For example. at the National Party Conference (May 1 990), 
V

a standing ovation was accorded M.P .  S imon Upton 's  speech in  which he claimed that Maori 

people \Vere making unjustifiable demands on CrO\vn resources by being overwhelmingly 

dependent on the welfare state ! Thus. Maori people. in th is interpretation. choose to be 

unhealthy. unemployed: and deliberately poor ! 

During the I 9 80s. Maori language. knowledge. ' al ues and cul ture \Vere bei ng di rectly 

undermined by both the economic ( l ibertarian ) and the moral ( authoritarian) sectors of the 
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./ 
New Right in an attempt to dismiss the viability and legitimacy of Maori language, knowledge 

and culture, simply because new right theory was incapable or unable to explain or deal with 

notions of ethnicity. The disconcerting element contained within the New Right attacks on 

Maori language, knowledge, values and culture was that nothing substantive in the way of a 

positive structural intervention, from the Maori point of view. was being suggested as an 

alternative . .I The pervasive feature of these attacks was the dominant Pakeha cultural

perspective and the assimilationist stance which was almost always adopted. 

The criticisms levelled against Maori were inevitably made from a monocultural ethnocentric 

Pakeha standpoint ( c .f. Sexton 1 990). For example the equity provisions in school charters 

were criticised as ' unfairly' advantaging Maori and that everyone, Maori and all other ethnic 

groups including Pakeha, should receive the same treatment: (horizontal equity) .  In another

example, a Pakeha community in Christchurch complained about having ' taha Maori '  forced 

upon them by ' l iberal' school policy; in the same week yet another Pakeha community from 

the same city complained about the development of ' separatist' schooling for Maori in 

Christchurch because Maori parents who had apparently become frustrated at not having their 

needs met within their local school had decided to opt out and start their own school.  The 

contradiction here was that on the one hand Maori were accused of ·ramming it down the 

throats of Pakeha · when they tried to influence existing structures from within: and then on 

the other hand. were accused of · separatism· and · apartheid" schooling when they attempted 

to meet their schooling and cultural aspirations for themselves. In the 1 980s climate of general 

hostility toward things Maori in schooling and education. very few. if any, meaningful 

interventions were proposed or initiated by the Ministry of Education which reinforced, 

supported and/ or proactively co-opted Maori cultural aspirations in ways which Maori people 

themselves desired. 

The attacks on Maori people. language. knowledge and culture were exemplified in the 
/ 

· sexton Report ' ( 1 990). which was a · selected ' piece of research commissioned by the New

Zealand Business Round Table. ( see a critique o f  this in S m ith . Marshal l and Peters - 1 99 1  ) ;

and in public statements made by Government M.P .s: for example. i n  Rob Munro ' s  (M.P .
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Invercargill) attack on the judiciary when the Courts ruled in favour of Maori claimants in a 

' airwaves' Treaty claim (e.g. April 1 99 1  ) ; in John Banks' (M.P. Whangarei) attacks on Maori

crime rates on talkback radio (e.g._ April 1 99 1 )) .  Such vitriolic attacks coincided with the

ascendency of the New Right authoritarian ideology and this trend sho,wed links to similar 

moral and conservative actions in both Britain and the .United States (see, .lesson, et.al . ,  1 988r 
Racist ideologies and racist policies were instruments used by N'ew Right advocates, including

politicians of all political persuasions, to deal with the anomalies which Maori (who had a 

Treaty contract with the Crown) posed for the free-market. While, concepts such as ethnicity, 

race and culture were difficult and unwieldy phenomena for New Right advocates to deal 

with, in that it contradicted reductionist economic theory implied in New Right thinking, the 

Treaty was soon to become a bigger thorn in the sides of the free marketeers. For example 

the privatisation of state assets could not proceed without consultation with the Maori Treaty 

partner (the other owner of the assets ! )  - this formed the crux of the issue with respect to the 

New Zealand Maori Council ' s  case to the High Court and the eventual stifling of the State 

Owned Enterprises Act - 1 986. A fuller account of this action initiated by the New Zealand

Maori Council is contained in Walker ( 1 990: 263 ) . As a consequence of the Treaty

impediment. the Government has attempted to initiate a programme to obtain ' full  and final ' 

settlement of Treaty claims by the year 20 1 0 . If  this can be achieved then the free-market wil l

be able to be fully applied without the blockages or impediments from Maori and the Treaty . 

In this sense. the free-market is put into direct opposition to the Treaty of Waitangi . 

A further' 
difficulty which Maori generate for the free-market advocates is in the emphasis

within new right logic on individualism (Hayek 1 97 4) which stands in contradiction to the 

Maori propensity towards · col lective' and · group' values. behaviours and customs, such as 

may seen in the social structures of iwi (tribe) hapuu ( sub-tribe) whanau ( extended family) 

and the values implied in social practices such as utu (reciproc ity) manaaki (hospital ity). aroha 

(respectfulness). whakapapa (kinship), tuakana - teina (sibling obligations) and 

whanaungatanga ( familial relations and obligations). However. the general inability of the 

New Right advocates to adequately account for culture is also shared by some traditional 

Marxist writers who have shown a reluctance to acknowledge the necessity of Maori to 

233 



Section Three : Chapter Two 

maintain their cultural elements in respect of class analyses involving Maori. Unless all 

analyses (including market and class analyses) can also satisfactorily account for Maori 

language, knowledge and cultural aspirations, then new right theory at one extreme and 

traditional Marxist theory at the other extreme will only have a limiteq effect in adequately 

analysing or developing appropriate interventions for Maori . The development of a 

'contextualised' or . ' organic' theory of transformation in this regard is a very much needed, 

and I would suggest, an urgent project for social policy reformers given the increasingly 

hostile attacks being perpetrated against Maori within the current climate of new right 

theoretical ascendency. 

The 'Ka A watea' Report, produced by a Ministerial Planning Group in 1 99 1 ,  makes an 

observation on the need for effective reform. The Report makes the point that meaningful 

reform is only possible when it is able to co-opt the goodwill and support of those for whom 

the reform is intended. The point is, (as a final reflection on the sordid history of .policy 

failure with respect to transforming Maori crisis circumstances), that reforms in respect of 

Maori need to align with the deeply held cultural aspirations of Maori people before they 

stand a chance to even begin to be successful. The rise of Kaupapa Maori as theory and praxis 

provides for some optimism here. 

Part B. 

Economics, Education and Politics and the Ro le of Hegemony in the Refo rm s. 

The final section of this chapter draws on Gramsci · s notion of · hegemony ' in order to show 

how Maori themselves have been drawn into supporting and complying with the market 

reforms begun in the 1 980s. These comments here connect and bui ld on the discussion of 

hegemony in Chapter Five. Section Two, which explored the critical work of Gramsci . In the 

example developed here. the critical notion of hegemony helps explain Maori compl iance in 

contributing to their own oppression. exploitation and marginal isation (and/or offering l ittle 

or no resistance · to them. 

234 



Section Three : Chapter Two 

The struggle by dominant Pakeha interests to assert and promulgate hegemony within Maori 

has been a major strategy adopted by interest groups promoting the new economic reforms. 

The ' hold' exerted by and through 'hegemony' needs to be undone through the cycle of 

'conscientisation, resistance and trans.formative praxis '. As such, hegemony must be actively 
' 

challenged through the development of counter-hegemonies. To this extent Kaupapa Maori 

frameworks become extremely important. Indeed, to hold a 'Kaupapa Maori ' stance, is to be 

concerned and cognisant of contested power relations and interests; it pre-supposes a critical 

understanding of hegemony and how it operates . 

. Thus, hegemony does two things; 

1. it faci litates the domestication of dissent

ir. it engenders consent for the ruling class (or dominant interest group), for

example 'dominant: Pakeha: state: Crown ' interests as opposed to

'subordinate(d): Maori: Iwi: Treaty ' interests.

Since 1 984, New Zealand has undergone considerable educational and economic reform. l n  

this climate of flux and change, Maori interests have been made highly vulnerable to 

. appropriation by non-�aori interests. Of particular concern is the way in which the

educational reforms have been ' bought' into uncritically by many Maori and the seemingly 

passive acceptance of these vital changes, despite the fact that they may be no better off or 

indeed, worse off. This chapter undertakes a critical investigation of the way in which the 

·new speak' of the education reforms has been constructed to appeal to and to co-opt Maori

compliance with the new economic vision underpinning the reforms. Thus a major focus of 

this work is on exposing the ways in which ·meanings· and ' interpretations· of key ideas 

driving the reforms have been specifical ly targeted to engender the support, participation and 

co-operation of Maori . It i s  argued that much of the symbolic rhetoric giving impetus to the 

education reforms, for example. ·choice · .  · Jess state and more parental control ' .  

· accountabili ty · .  ·efficiency'  and ·privatisation ' .  has been carefully se lected to sell the reforms.

Many of the ideas encapsulated within these short statements have a direct and distinct appeal 

to many Maori people, who historically have had few options. little cultural influence. poor 
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achievement outcomes and only a minor decision-making role within schooling and education. 

It is as a result of these marginalised circumstances that there is an inevitable attraction to the 

promise of ' real ' social, political and economic betterment contained in rhetoric which appears 

to align with Maori cultural aspirations and needs. 

An effort is made here to unpack the ways in which the reforms have been construed 

ideologically as 'commonsense' ,  as ' reasonable' and as ' acting in the best interests of Maori ' .  

Of significance, i s  why the educational reforms for a long while, remained mostly 

unquestioned by Maori, despite the potential at that time (and which has since proven to be 

true) for little or no change to their existing dire circumstances. In this sense, there was very 

little critical commentary advanced by Maori which challenged the ' sleight of hand' policy 

approach of 'putting old wine into new bottles ' . The apparent domestication of Maori dissent 

can be understood theoretically as the control over the meanings and interpretations of key 

terms and ideas. Such ideological control provides a fundamental way by which dominant 

interests are able to be sustained within society. These meanings are produced and reproduced 

by a range of official sources as well as an array of media outlets. A key accomplice to the 

education reforms of the 1 980s in New Zealand has been a largely uncritical media who have 

been mostly happy to accept the critiques of education and schooling by government and big 

business interests and to subsequently attack schools. the curriculum, teachers, Unions, 

administration and academics in concurring with their calls for economic reform. 

In the last decade Maori people have paid a high price for both the free-market driven 

economic and educational reforms. Unemployment and other social indices still place Maori 

in a vulnerable and politically unstable position within New Zealand society. Despite thi s  kind 

of reality it can be claimed that at one level select Maori interest groups and individuals have 

participated with and given consent to many aspects of the reforms. One effect of such 

consent is that the reforms have been given a degree of legitimacy internationally in relation 

to serving minority group interests. 

What is of interest here is the way the economic reforms have been bought into by Maori 
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through hegemony. That is, what are the ways in which Maori consent has been manipulated 

and co-opted on the one hand and dissent and opposition managed and marginalised on the 

other hand?. This discussion is followed by an analysis of two 'myths' which have been an 

important ' selling' point of recent educational reforms to Maori . The larger question being 

asked here is whether or not these educational reforms have meaningfully addressed Maori 

educational crises or have they simply reformulated these crises within a different educational 

model which will continue the same or worse outcomes for Maori, although some caution 

needs to be adopted in how we might analyze and view the new reforms for Maori as Apple 

warns; 

' Up til l  now, I have been rather negative about reforms such as voucher plans,

tax credits and the like. However, I do not want to dismiss the possibility that

such. proposals do signify a partial breaking in the power of the state, a

different balance of contending forces within the state apparatus itself, and

henre can be used for progressive ends. Such a plan could in fact be employed

to create models of socialist action. That is it could create schools that would

be laboratories for the development of socialist alternatives to our dominant

education models. This i s  not unimportant. We have Jost our own history of

socialist education and, in  essence, are faced with starting anew. Alternative

pedagogies and curricular models need to be developed in an atmosphere that

fosters such a process. Voucher plans might actually provide some of the

conditions, if used carefully by committed groups of people. '  (Apple, 1 982:

1 27)

a. Hegemony. 

A key theoretical understanding to the arguments presented here is the notion of hegemony 

and its role in weakening Maori opposition to the prescriptive will of dominant interests. In 

particular. the ways in which Maori resistance to cultural oppression and economic 

exploitation is dissipated and undone. can be significantly explained within Antonio Gramsci '  s 

( 1 97 1 ) notion of ' hegemony " .  Gramsci employed this critical tool within his writings to help 
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explain the rise of fascism in Italy under Mussolini. Gramsci was seeking to explain why, 

despite the fact that for most Italian citizens the rigid and austere social, political and 

economic conditions created by �he Fascist state developed by Mussolini, were not openly 

resisted by the citizenry given that such conditions should h�ve contradicted their 

commonsense cultural conditioning. I n  this sense Gramsci was attempting to theorise how the 

oppressed are co-opted into participating in forming and contributing to their own domination. 

A subtlety to be understood here is the extent to which the oppressed take on as 

commonsense, understandings which are contradictory and thereby sustaining their oppression, 

and exploitation. A distinction is drawn between external , co-ercive forces such as the police, 

the army, regulatory legislation and so on to enforce conformity, versus an internalised, 

ideological formation of ' common sense' acceptance of dominant will. 

What is important in the New Zealand social context of unequal power relations between 

dominant Pakeha and subordinate Maori interests, is that a critical interrogation employing 

the concept of hegemony is revealing of many of the complexities of how assimilation, 

colonisation, oppression, exploitation and/or domination is both produced and reproduced. The 

struggle for ideological consensus has been a historically important factor in the politics of 

Maori - Pakeha interrelations since early contact. In more recent times, the struggle to 

establish the new economic shape of education and schooling following the 1 988  Picot 

Review of Educational Administration. has resulted in making more over! the previously 

submerged function of schooling and education - its role  as a key site for the i nsertion of 

dominant hegemony. 

b. Creating the Conditions for Hegemonv. 

Recent reforms in New Zealand education have to be read within the broader aims of social 

and economic restructuring. The important point here is the inextricable link between 

economic reform and social reform. Thus the reform agenda, including those elements 

specifically targeted at education and schooling. need to be seen as forming two distinct 

impulses; an economic reform movement couched wi thin libertarian economic principles and 

a social re form programme couched within conservative and authoritarian retrenchment 
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idealism. The context of struggle between dominant Pakeha and subordinate Maori interests 

within the new reforms ought to be understood as occurring concurrently in both the economic 

and social domains. A further dynamic adding to the complexity of this situation is the 

simultaneous action of de-constructing prevailing ideologies and practices while at the same 

time promoting and constructin_g the ' new' reform agenda. Thus the approach to economic

reform in New Zealand in the l 980's  has involved the dual concerns of dismantling the 

welfare state on the one hand and promoting the new economic agenda of the 'free market' 

on the other. Associated with free market principles is a growing emphasis placed on key 

ideas such as ' individual rights and freedoms' ,  ' competition' ,  ' choice' , ' efficiency and 

accountability' . Such emphases on free market values can be generalised as being 

contradictory of a Maori cultural propensity toward values such as ' collectivity ' ,  ' group 

responsibility' ,  ' co-operation' , ' consensus' and so on. 

The b inary opposition of ' de-construction' and 'reformation' is an important concept to 

understand in analysing how and why hegemonies are promoted and sustained. Thus with 

respect to Maori, it is important to know where Maori ·are af or have ' come from· in order 

to compare or understand the full significance of what new reforms might offer. For the most 

part, the current crises endured by Maori people across a range of social indicators (e.g. in 

comparison to non- Maori, Maori suffer disproportionate levels of poorer health, rates of 

incarceration, educational underachievement, short l ife expectancy. etc) are not acceptable  and 

therefore as a group are extremely open to seeking change of these conditions. In this sense. 

the urgent desire for change has made Maori more susceptible to the promises contained in 

these new ideologies and practices. 

The attack on the welfare state and its associated ideals by new right reformists has also been 

waged through hegemony. Many Maori have supported these beliefs uncritically and have 

succumbed to hegemonic ideology. Some examples of hegemonic thinking used to undermine 

the welfare state are: 

·Nev,: Zealand 1 s  l iving beyond its means and needs to cease l iving on

borrowed money · 
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' New Zealand can no longer afford to pay for the Welfare State' 

' Let those who use public services, such as health, education pay for the 

service' 

The problem with promulgating such beliefs is that contrary to the implied assumptions, not 
' 

everyone starts on an equal footing. Those who are already wel l  off economically wil l  be able 

to cope better with the consequences of the ' user pays' principles embedded in these 

comments, while those already socially and economically disadvantaged wil l  continue to 

struggle. The economic ' level playing field' is a myth, the reality of which, is cunningly 

disguised and con�ealed within hegemonic discourse. Thus, in Gramsci ' s terms, hegemonies 

are formed when the socially and economically disadvantaged take on the false consciousness 

of these ideologies as acting in their best interests as ' common sense', when in reality, by 

accepting the logic of these beliefs. they are in fact contributing to their ongoing exploitation 

and oppression . .  

Hegemony has played a vital role in promoting and sustaining the new free market driven 

reforms within education and schooling. For example a few of the commonly accepted beliefs 

are given here (although many of these hegemonies have begun to fall apart as the promises 

implied have fai led to materialise) ; 

' Schooling and education has been captured by the professionals such as 

teachers' 

· School ing and education has become overly bureaucratic'

' Parents must have more control and power in the education of their children · 

' there is a need to ensure that pupil consumers get value for the money which 

has been invested in Education· 

' Parents ought to have real choices for the schooling of their children · 

Education and schooling reform was sold to parents on the promises similar to those implied 

above, more control over schools, more · say in children' s schooling, more school choices, 

. improved curricul um options and so on. While some of these items have indeed occurred 

many have not. For example. many parents believed that they would have power and control 

over their local school through the nev,: Board of Trustees structure. In fact what has happened 
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is that there has been an i llusion of power and control shifting to parents and local 

communities. In reality what has happened is that parents have gained management 

responsibility of schools but real power and control remains within a streamlined central 

bureaucracy which continues to exercise power through other structural m�ans. For example, 

by controll ing funding flows to schools and by directly diminishing parental potential to 

influence the learning domain by prescribing almost ninety percent of school charters in non 

negotiable regulations. Add to this the multiple accountability regulations which pertain to 

schools, Principals, teachers, administrators, Board of Trustees members and parents, then the 

freedoms implied in the new reforms begin to fade. Hegemony also operates in this situation 

when parents genuinely believe that they have gained power and control over the schooling 

of their children. The subtle distinction to be made here is that what parents have in fact got, 

is more responsibility and accountability upon themselves; the central bureaucracy has neatly 

abdicated this role (and the financial burden associated with it under the old system of · 

Education Boards) without relinquishing power, control and authority. Hegemony operates 

when many parents still buy into the Board of Trustees structures believing that they have a 

good deal of autonomy and power to influence education. 

c. Developing New Myths. 

The co-operation of Maori in forming their own oppression and exploitation is attained 

through hegemony. Within education. new 'myths' which contribute to the ongoing 

domination. marginalisation and assimilation of Maori have evolved within the new 

educational reforms of the 1 980's. These ideologies are taken for granted as acting in the best 

interests of Maori and are accepted unproblematically. Some examples of hegemony which 

have been inserted within Maori communities and which uphold the new economic 

restructuring of education and schooling as being positive, usdul and transforming for Maori 

are developed here. 

i. The Mytlr of ' Tino Ra11gatiratanga '. 

This myth has arisen out of the free-market reforms through the restructuring strategy of 

'devolution · .  Devolution as a social policy. impl ied the shifting of power and contro l from 
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the central bureaucratic structures to local communities. Two key areas where devolution was 

a key strategy for inserting free-market reforms was education and Maori affairs. In education 

more power and control was ostensibly to pass to Boards of Trustees of schools. In Maori 

affairs a new programme ter_med ' Iwi Development' (tribal development) was initiated with 

the principal aim being to 'down-size ' the central bureaucratic stmcture of the Maori Affairs 

Department and to replace this with a small central office while iwi or tribes would constitute 

local committee structures to exercise more self management and control .  

Iwi development was carried out as an overt restructuring initiative but was also aided by 

many Maori influenced by hegemony. Examples of these hegemonies included; 

' Maori would have more power and control to exercise tino rangatiratanga -

self-determination and autonomy over their own lives' 

'that economic resources would be more evenly shared across Maoridom and 

that tribes would be able to develop a measure of economic self sufficiency' 

What in fact has happened is that tribes have restructured themselves into small bureaucracies 

(as required by the state authorities) and which subsequently have a dependency relationship 

through these local bureaucratic structures to the Central government agency - the Ministry 

of Maori, who control funding flows, set policy and control accountabilities. 

A number of hegemonies have emerged which have a common link to i llusions of assuming 

some form of ' tino rangatiratanga· . Many Maori operating within Board of Trustee structures 

for example, have mistakenly assumed that these structures give Maori some form ' tino 

rangatiratanga' with respect to being able to exercise control on behalf of Maori interests 

within schooling and education sites. The contrary outcome, based on bitter experience, has 

exposed the strong influence and control maintained by the state. State control is even 

apparent in the ostensibly totally Maori educational sites of Te Kohanga Reo pre-schools and 

Kura Kaupapa Maori schools. 

Bulk funding and voucher svstems for Maori create a similar illusion of g1vmg tino 
� . 

rangatiratanga to the consumer (consumer sovereignty).  The problem of state derived funding 

242 



Section Three : Chapter Two 

and the necessary accountabilites associated with this will ensure central state control and 

power being maintained by non Maori interests. 

ii. The Myth of the Autonomous Chooser. 

This myth derives from the free-market context. It implies that within a free market structure 

that consumer sovereignty and therefore consumer 'demand' will shape the ' supply' end of 

the market. In this meritocratic view, competition will create an atmosphere where the 

strongest and best will come to the forefront. This approach is to be seen underpinning the 

new developments in both the health and education sectors where individual health units and 

schools are expected to compete against each other for clients. When this approach is linked 

with 'user pays' (consumer sovereignty) market forces wil l  determine which agencies will  get 

more support and funding. In this logic, there is a correlation between what counts as 

' successful' and numbers of fee paying clients. 

The free-market attempts to create choice for the consumer. It is argued, that consumer 

sovereignty wil l  save costs if societal services are organised around principles of consumer 

demand. Unnecessary spending can be better controlled and because of the user pays principle 

if you do not use the services your contribution is significantly diminished. For many people, 

particularly Maori the notion of the autonomous chooser is  a myth. There are many other 

variables which impact on an individual \Vith respect to choices being ' freely' made. For

example important variables related to race, class and gender may heavily influence what

choices are in fact available. As well the myth of the ' l evel playing field ' i s  often taken for 
granted by adherents of choice theory - the assumption being that everyone has an equal 

choice with respect to such things as access to schooling, health provision and so on. The

reality for most Maori is that they do not have the same choices with respect to schooling

options if you live in West Auckland ( emergent working-class) as opposed to Epsom (middle

class) in central Auckland for example. You certainly have restricted schooling options if you 

are a solo parent with limited i ncome and do not have a car to transport children to a school

of your choice. 
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The hidden dimension of choice theory is that it provides another means of abrogation of 

responsibly by the state. School related problems become the fault of the schools, the parents, 

the families or the individual l earners themselves. For example, from the official point of 

view, a lag in capital works in a school is more likely to now be i11terpreted as the fault of 

school mismanagement with regard to prioritising the expenditure of the school budget rather 

than a lack of sufficient capital funds from the central authority. Similarly, learning difficulties 

and outcomes of underachievement are more likely to be explained as poor school choices 

made by the student and parents rather than a structural anomaly related to issues such as the 

curriculum being a reflection of culturally selected forms knowledge. 

Conclusion. 

Without elaborating in too much detail, what these myths exemplify are the complex ways 

in which ideas claimed to work at one level for Maori interests can work against those same 

interests either at another level or when placed in relation to the wider context of educational 

reform. One of the dangers for Maori education is that while concentrating on the details and 

specifics of policies which are developed around Maori education, there is  a loss of the 

overview of where education is heading generally. In the last decade educational reform, l ike 

health, justice and other social policy reforms. have kept people busy reacting and 

repositioning themselves in order to cope with constant engagement in change. This has 

included having to learn and unlock a new · corporate' language and a new state ideology. It 

is time now. to reflect on the consequences of change for Maori education. A key q uestion 

here is whether or not the improvements which may have occurred as a result of the reforms, 

are indeed a consequence of the reform process or would they have happened anyway? Has 

the gap in achievement levels between Maori and non-Maori changed for the better? Has the 

quality of education improved for Maori children? Is there commitment to long term 

development of Maori language education and greater control by Maori over their education 

or are these temporary measures put in place until Maori can be re-assi mi lated into a new 

· settlement ' ?  Consideration of these questions \Viii help to make greater sense of the long term

implications for Maori of the educational and economic reforms. 
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The extension of 'free market' logic into schooling and education ought to be continued to 

be vigorously resisted by Maori pe�ple, given that support for meritocratic principles and 

structures will only serve to entrench inequality as the inevitable and 'common sense' outcome 

of New Zealand schooling. The consequences of such a scenario for those already 

disadvantaged within present structures do not look good. While some groups wil l  benefit 

(mainly those who are benefitting in the present structures) significant numbers of New 

Zealanders, and probably d isproportionate ratios of women, Maori, and working class will 

continue to be disadvantaged. 

The efforts of those who would seek to reduce education and schooling to purely economic 

considerations also needs to be challenged by professional educators. The diverse cultural and 

class composition of New Zealand society should suggest that a major project for state 

schooling and the education system is to struggle against societal inequalities. New Zealand 

can not afforri to entrench inequality as a taken for granted outcome of schooling. In this 

sense, Beeby's  dictum on equality of opportunity is worth striving for, even if we do come 

up short. The potential of schooling and education to provide for social and economic 

mobility needs to be protected by all those engaged in the professional activity of schooling 

and education. 

Finally, Kura Kaupapa Maori intervention strategies, linked closely to the ideals and principles 

of Te Kohanga Reo, offer a completely new alternative intervention strategy to the Maori 

schooling crises. The emergence of Kaupapa Maori out of the New Zealand context as a 

theory and transformative praxis, provides exciting potential for an intervention into Maori 

schooling, education and social crises more generally .  In terms of a long-term Maori language 

and cultural survival strategy, Kaupapa Maori intervention in the form of ' conscientisation, 

resistance and transformative praxis' may be the last real opportunity to effect some 

meaningful transformation of these conditions. The hope i nvested by M aori in the Kaupapa 

Maori intervention strategies is summed up in the following statement; 
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' Kura Kaupapa Maori is here to stay . . . . .  and its going to happen with you or 

without you . . . . .  our people have had enough . . . .  ' (Fieldnotes: Maungawhau 

Kura Kaupapa Maori Parent) 
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Chapter Three. 

Kaupapa Maori as Conscientisation, Resistance and P raxis: 

Contesting Education in Aotearoa 

A ue, ta Apirana 

A hakoa kua ngaro koe 

I enei ra 

Ka larai kia luluki e 

0 lumanako, e Kora e 

A ue, Ta Apirana 

Kore rawa koe e warewaretia 

Nga tohutohu 

Kia mau le mauri e 

Kei le aroha ra, e Ta. 

Aue Ta Apirana. 

Alas, Sir Apirana 

Although you have been lost 

From these times 

We will strive to complete 

Your aspirations. e Karo 

Alas, Sir Apirana 

J'ou 11'ill never be forgo/fen 

J'our teachings you have le.ft 

Preserve your spirit 

We long .for you. e Ta 

(Note: A Ngati Porou action song. This song commem orates the contribution of Sir A pirana N gata who was champion 

of M aori Language. knowledge and culture: he was also vital ly interested in Maori success within the Ec;lucation 

system. This song was written by Tuini Ngawai of Ngati Porou - circa 1 960s . )  

Introduction. 

This chapter introduces a range of Kaupapa Maori (Maori principles and phi losophies) 

transformative developments, initiated by Maori in the 1 980s. The ' institution - mode' 

framework of analysis. which is discussed in more detail elsewhere in this thesis is used as 

a means to understanding the potential of Kaupapa Maori approaches in intervening in Maori 

educational crises. Kaupapa Maori initiatives develop intervention and transformation at the 

level of both · institution· (by establishing alternative structures ) and ·mode' (by developing 

. alternative pedagogy, practice and administration). A fundamental premise here, is the taken 

for granted position of the val idity and legitimacy of Maori language. knowledge and culture. 
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In more specific terms, Kaupapa Maori projects share some common objectives. These 

common objectives are derived from the critique of the educational and economic terrain 

explored in the previous two chapters of this section. These common objectives have formed 

out of the cycle of 'conscientisation, resistance and transformative praxis ', and they apply the 

structural analyses learned from the struggles against the economic reforms of the I 980s. 

Some of these common objectives are; 

i. countering the demise of Maori language, knowledge and culture; through

developing strategies for the revitalisation and survival of Maori language knowledge 

and culture. 

ii . countering the poor educational outcomes for Maori stude:"!ts: through developing

learning interventions. 

iii. countering the lack of power and control over key educational decision-making;

through developing increased control over important schooling and educational 

decisions. 

iv. countering the reproduction of dominant Pakeha cultural, political and soc10-

economic interests; through developing a focus on Maori cultural, po litical and socio

economic concerns. 

v. countering dominant pakeha ideology; through developing conscientisation and

counter-hegemonic practice and praxis. 

vii . countering the marginalising of Maori language. knowledge and culture: through

developing and asserting the valid ity and legitimacy of Maori language, knowledge 

and culture . 

vi i i . countering structural impediments related to the manipulation of such structural

elements as economics, power and ideology through developing critical understandings 
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and actions within a cycle of 'conscientisation. resistance and praxis '. 

The above statements explain not only what Kaupapa Maori stands ' against' ,  but also what 

it stands ' for' . This ' way of talking' is important, in that it embraces the dialectical and 

oppositional meanings embedded in the notion of resistance. The notion 'Of ' resistance' also 

implies a ' collective agreement' (Leroy Little Bear - B lackfoot, First Nations: personal 

communication, 1 996) to move away from one set of conditions and towards another set. The 

critical variable in the New Zealand context of Maori - Pakeha social relations, is the societal 

context of unequal power relations between dominant Pakeha and subordinate Maori interests 

as has been discussed in the previous chapter. Kaupapa Maori transformative initiatives have 

been developed by communities of Maori, to counter what is perceived as an ' educational and 

schooling crisis' facing Maori . These resistance actions have also developed strong counter

hegemony and practices which focus on a critique of the assimilatory influence of dominant 

Pakeha cultural, political and economic interests within the taken for granted 'mainstream' 

education and schooling system. In this sense there is simultaneously a 'purging and 

cleansing' of the hegemonies which pertain to the existing system of education ideology and 

practice and an attempt at a new ' formation' of education and schooling options. 

This chapter introduces three key Kaupapa Maori strategies developed in the 1 980s; 

l .  Te Kohanga Rea - Maori immersion pre-school initiative 

11 . Kura Kaupapa Maori - Maori immersion primary school ini tiative 

i i i . Waananga - tribal terti ary institutions

An important argument in this chapter is  that the struggle to develop meaningful 

transformation of the educational crisis faced by Maori in the 1 9 80s. has shifted from the 

previous focus of · fixing up ' the learners or the existing school ing. to now developing a dual 

focus on both the · mode· (what happens in learning contexts ) and the · instituti o n ·  ( the 

structure of the learning context). Kaupapa Maori transformative strategies have a dual focus 

on the · mode" and · institution· in developing change. 

The Struggle for ' mode'. 
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A major site of struggle with regard to the practice of New Zealand schooling has occurred 

over the ' selection of knowledge' and in issues related to the ' control of knowledge' .  The 

continued deterioration of Maori language and culture is v iewed as deriving from antagonistic 

policies and practices which have been informed by conservative, traditional Pakeha ideologies 
' 

of colonisation such as the ' taken for granted' need to ' civilise' Maori, the superiority of 

western forms of knowledge, and the global need for English language. Generally these 

policies and practices no matter how well intentioned, have been influenced by the 'hidden 

curriculum' (Apple, 1 979:84) of colonising intent; the overt and covert assimilation of Maori 

into the cultural norms of dominant Pakeha society. 

For the most part, the ' official ' history of Maori and Pakeha interrelations has been interpreted 

within a dominant Pakeha perspective. Pakeha people, have been able to influence what 

should be counted as the valid or ' official ' history of Maori and Pakeha interrelations. The 

control of knowledge ( c.f. Young, 1 97 1 ;  Whitty, 1 985 ;  Vansina, 1 97 1 )  through the control 

of ' what counts' as history has been a powerful agency for the sustaining of Pakeha 

domination in New Zealand society (c.f. Shuker, 1 987).  The ability to define history, has 

provided powerful political advantage to Pakeha people.  Pakeha colonising actions, policies 

and practices are sanctioned, justified, rationalised or redeemed within illusions of ·saving' 

' civilising' and 'properly educating' the Maori . These i l lusions of ' bringing Maori into 

civil i sation' are also sustained by a ' false consciousness' of 'justice' ' fairness' and/or 

' equality ' ,  and which subsequently serve to reproduce the status quo social relations of  

Pakeha dominance. For example, Maori resistance to Pakeha attempts to access Maori land 

by force, are often described in the Pakeha literature as the ·Maori ' wars' ,  [for example A.J .  

Harrop' s 1 93 7 book, 'England and the Maori Wars ·, in which Maori are depicted as the 

aggressors] ; land confiscations i nvolving thousands of acres of tribal lands have been recorded 

as ' punishment measures' taken against Maori tribes for fighting against the Crown in  defense 

of their lands. [for example, see 'Raupatu: The Confiscation ol the Waikato and Tribal 

Attempts to Seek Redress ·. R.Mahuta and J. Ritchie: 1 98 8 :  which cri tically analyzes the fact 

that Maori are portrayed as receiving a ·just' punishment by way of land confiscat ions] � 

excessive rates of Maori underachievement within the State school ing system. are sti l l  
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regarded by some as the failure of Maori pupils inhibited by their social and cultural 

circumstances [this has been critically described as a 'victim blaming' scenario] . 

The effective control and domination of Maori has been managed in a variety of more subtle 

ways, other than direct force and coercion. This has been developed through the manipulation 

of numerical strength within the egalitarian structures of democracy, within hegemonic 

discourses upholding Pakeha cultural dominance, within the 'co-opted' reconstruction of 

history designed to protect Pakeha interests and within institutional and modal frameworks of 

schooling. Arguably, a more effective and more potent means of establishing and maintaining 

Pakeha dominance has been through hegemonic control exerted over Maori; firstly through 

a 'positive' mode by upholding and reinforcing Pakeha actions and assumptions, and secondly 

through a ' negative' mode, by undermining and attacking Maori opposition, for example by 

trivialising the legitimacy and validity of Maori language and culture. Pakeha defined history 

has played a significant role in developing and promoting the ' taken for granted-ness' of 

Pakeha knowledge, language and culture, and conversely the ideological subversion of Maori 

knowledge, language and culture. 

A good example of ideology being contrived to ·undermine Maori cultural norms is contained 

within the very debate of what constitutes valid New Zealand history. Whereas Pakeha 

historical interpretation has tended to recognise the notions of · factual · .  'observable'  and the 

'written word' as more acceptable forms of historical evidence, the validity of oral tradition 

as history ( c .f. Vansina. J . ,  1 97 1 )  has almost always been regarded suspiciously as ' inferior· 
. . 

evidence; this being exemplified by the use of marginalising rhetoric such as ·mythologies ' ,  

' superstitions ' ,  ' folk-tales' and ' legends' (c .f. Vansina, 1 97 1 ;  Hopa, 1 988) to describe oral 

traditions. Maori people did not have a written language in the European tradition, a situation 

which has been turned to Pakeha advantage through the association of Maori ' illiteracy' with 

notions of inferior knowledge structures. thinking modes and cultural practices. (c .f. Fanon, 

1 967:  Freire. 1 97 1 : Jenkins. 1 99 1 ) 

Undermining and demeaning the worth of Maori knowledge, language and culture. had the 
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matching effect of elevating the merit of Pakeha cultural norms as being, not only more 

useful, but also superior. This in turn enhanced the assimilation potential of Maori knowledge, 

language and culture; as a consequence, colonisation would be able to proceed more quickly 

and more easily. Ideologies related to the ' superiority of Pakeha cultural norms ' and 

conversely the ' inferiority of :Maori cultural norms' have been promoted and practised since 

the arrival of the first Europeans, to the extent that they have become hegemonically 

internalised by many Maori as well as Pakeha. Within this debate little credence has been 

attached to a Maori interpretation of this situation; to the powerful symbolism embodied in 

the traditional practices of carving (whakairo ), weaving (raranga), tattooing (ta moko ), mimeo

graphics or specific oral traditions, such as genealogical recital (whakapapa), singing (waiata), 

speech-making (whaikorero). Collectively, these particular traditions performed for Maori 

people, what writing has done for Pakeha and other cultures. Maori have always been a 

' literate' culture. For the most part, Pakeha people have been unable to ' read' ,  interpret or 

give credence to the legitimacy of Maori literary traditions. Maori perceptions of valid history 

based upon oral tradition have lacked acknowledgement and validity within most Pakeha 

definitions of history, because the writing of history in New Zealand has both intentionally 

and unintentionally served the interests of dominant Pakeha society. 

The original hegemonies which have underpinned the colonising activities of the first 

Europeans who arrived in New Zealand remain relatively intact; as effective, as potent and 

as dangerous as they were when original European settlement began in earnest. These 

ideologies have remained influential, submerged beneath the surface of New Zealand society. 

thoroughly imbued into all of the societal structures including the education system. The 

significant point here is that these ideologies are often shared by Pakeha and by many Maori 

in the latter case, in the form of hegemony (c.f. Gramsci, 1 97 1 ) . 

Two of the forms through which hegemony militates against Maori interests are the belief in 

' the superiority of Pakeha knowledge and cultural norms· and the belief in ' the li berating 

potential of Pakeha knowledge and learning · .  It i s  the negative interpretation of these 

assertions which cut at the heart of Maori knowledge. language and culture. the contrary belief 
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'that Maori language and culture is inferior to that of the Pakeha' and ' that it is of l ittle 

practical use within the modern technocratic society' as defined by Pakeha. 

These and other hegemonies have become entrenched within both !he institution and mode 

of state education. The education system has provided fertile ground for the continued 

propagation of these ideologies. 'Self preserving' mechanisms contained within the 

institutional and modal contexts of the school ing system also ensure that honest endeavours 

to deal with the overt symptoms of Maori educational crises are seldom successful. The 

counteractive influence of dominant ideologies work beneath the surface of educational 

structures to maintain the status quo . Solutions which are intended to alleviate Maori 

difficulties within education and schooling rarely acknowledge, confront, or deal with the 

influence of these 'hidden' forces. Until they are recognised and effectively control led for, 

educational outcomes for most Maori within the Pakeha: state : dominant · system',  wil l  

continue to be an 'unequal experience' ,  contradicting the prevalent liberal view of New 

Zealand educ'1tion, related to outcomes of equality. 

A feature of Kaupapa Maori resistance is its endeavour to deal with the persistent, inhibiting 

ideologies that continue to saturate state education structures. Previous efforts to manage the 

difficulties created for Maori within education, have generally been additive, ' sticking plaster' 

measures, designed to respond to the ·visible' aspects of dysfunction (Smith, G. ,  1 98 8  [b ].  

1 98 8  [ d]) .  These measures have failed to significantly ameliorate the educational crises faced 

by Maori pupils such as disproportionate and high levels of underachievement, (see Royal 

Commission on Social Policy, 1 988 ;  Hughes, D. and Lauder, H. ,  1 988 )  disproportionate early 

leaving of school by Maori pupils (Treasury, 1 987 :  227-228) ,  excessive truancy by Maori 

pupils (Te Kupenga Truancy Project, 1 996), fewer Maori students engaged in tertiary 

education (Treasury, 1 987 :  23 1 ), and so on. Measures employed to address these issues have 

generally failed to respond to the deeper forces involved such as covert ideological influences 

or the context of power relations from which these ideologies have been derived. 

In summary, what is at issue here, is whether the dominant Pakeha education system m 
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general, and schooling in particular will ever be able to provide a mode of education which 

can free itself of its historical colonising 'baggage' and genuinely meet Maori students needs 

and aspirations. The emergence of the Kaupapa Maori alternative education models  heralds 

the recognition by increasing numbers of Maori parents that existing schooling modes of 

education are unable to provide complete support nor attend fully to their preferred language 

and cultural needs. In this sense, Kaupapa Maori initiatives have set in place powerful, 

alternative structures which endorse the validity and legitimacy of Maori knowledge, language 

and culture, and which penetrate dominant Pakeha constructions related to the selection and 

control of knowledge. The structural constraints behind New Zealand state schooling are being 

demystified and the ' reproductive' intent of dominant Pakeha ideology, knowledge, skills, and 

culture is being laid bare. 

The Struggle for ' institution' .  

Kaupapa Maori resistance strategies, in seeking alternative structures and sites. also provide 

a critique of the existing institutional frameworks. The notion of institution refers not just to 

physical structures but also to institutional structures which classify and frame education and 

schooling experience and which �as been thoroughly explicated in the work of Basil Bernstein

( 1 977) .  However, there is an important distinction to be drawn between the ' physical ' and the 

'philosophical · dimensions couched within the notion of institution. These two components, 

although separately considered, are both equally important components. Rau Hoskins provides 

a good example of these intersecting elements, commenting; 

'Te Kura Kaupapa Maori o Ruamataa (near Rotokawa on the eastern side of 

lake Rotorua) is perhaps the first example of a Kura which grew from these 

conditions. Unhappy with the layout and design of the buildings offered them 

by the Ministry [of Education] the whanau redesigned their school to 

accommodate their own Kaupapa Maori pedagogies and curriculum. This 

involved the orientation of their Kura to Te Motu Tapu a Tinirau (Mokoia 

Is land), the provision of large open plan teaching spaces as well  as creating an 
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environment capable of facilitating all the aspects of Maori welcoming 

processes. The Ministry took this design and with some tweeking and some 

hard negotiations on the part of the whanau they arrived at a mutually 

acceptable design solution. ' (Hoskins, 1993 : 5 )  

The impetus for changing the ' institution' context was as much the result of the inability and 

unwillingness of existing state education structures to change and to sufficiently accommodate 

the Kaupapa Maori needs as it was the result of a proactive initiative. However, it has become 

very clear that the institution itself must have an alignment of the physical and philosophical 

components of ' institution' .  It is the rupture of these two elements within state institutions 

which has contributed to causing problems for Maori and subsequently has led to them 

seeking alternatives outside of the state. In the words of one Kura Kaupapa Maori parent; 

' We don't want to share a school; we want our own site and our own buildings 

where Maori have tino rangatiratanga over everything that happens and we 

don't have to ask permission of the Pakeha principal . '  (Fieldnotes: Maori 

parent; [negotiation with Inspectorate] ; 1 989) 

Three examples of Kaupapa Maori resistance initiatives which have made change at the l evel 

of institution are explored in more detail here. Te Kohanga Reo and Kura Kaupapa Maori 

have attempted to varying degrees to change both 'mode' and ' institution ' .  The Waananga

developments have concentrated on changing institution with Jess emphasis on changing mode. 

a. Te Kohanga Reo.

Literally translated Te Kohanga Reo means · the language nest' , in practice they are pre-school 

Maori language and culture learning centres. The general aim of teaching and learning within 

Te Kohanga Reo is to provide a language saturated context to enable the natural immersion 

of the learner within a supportive language and cultural environment. A typical language nest 

might consist of twenty pre-school children of varying ages, from babies of six months old 

to children up to six years in age. The chi ldren are immersed in a range of structured and 
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'natural ' cultural and language learning activities. This process is assisted by adult faci litators 

(Kaiako ) ,  helpers (Kaiawhina), nannies (Kuia) and in a few cases, older men (Kaumatua) . 

Methods of organisation vary from · Kohanga to Kohanga according to the facilities and 

resources available, and in accordance with the 'whanau kaupapa' ,  the ' collective' 

manageme�t philosophy. Maori cultural values practices and philosophies are employed on 

a 'preferred' basis and these may be influenced by tribal and regional considerations. There 

are probably as inany variations in Kohanga organisation as there are Te Kohanga Reo in 

existence. Most Kohanga share some common organisational, management, pedagogical, and 

philosophical bases which are overseen from a central bureaucracy - the Te Kohanga Reo 

National Trust. For example, a common philosophical concern in the support for Maori 

language revival and survival; support for the legitimacy and validity of Maori knowledge and 

culture; the use of whanau (extended family) management principles and community support 

networks.; increased Maori autonomy over key educational decision-making. At another level, 

they share resources, knowledge and administrative structures. 

The concept of Te Kohanga Reo was first proposed at a hui (conference) for Maori leaders 

in 1 980.  The first manifestation of the idea was established in February 1 982 in the 

Wellington region at Pukeatua. Since this beginning the growth of Te Kohanga Reo has been 

spectacular. For example: 

Figure 1 .  . 

'Showing Fast Initial Growth Rate of Kohanga Reo ' 

1 982 December 50 

1 983 October 1 48 

1 984 August 240 

1 985 August 326 

1 986 August 428 

1 987 May 480 

1 988 August 520 

[current data: 630 in 1 99 1 :  8 1 9  in 1 994 (from Ministry of Education - Nga Haeta: 1 994)] 
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Te Kohanga Reo have been established throughout New Zealand in many different sites 

including private houses, church buildings, rented buildings, attached to schools and on Marae. 

The generic term used to incorporat� the many different patterns of organisation, pedagogy, 

and unifying principles is ' Kaupapa Maori ' - Maori philosophy and 
,
Principles. Each year a 

National Conference is held. During this hui (conference) the kaupapa of Te Kohanga Reo 

is re-affirmed, through the sharing of resources, ideas and strategies. The reaffirmation of the 

core kaupapa Maori principles are also facilitated through a sophisticated communication 

network and administrative structure which has the National organising committee of the Trust 

at the centre and a network of dispersed regional committees working at a local level, and 

which in turn, liaise with individual Kohanga Reo whanau (management groups). 

The rapid development of Te Kohanga Reo is significantly attributable to the consciousness 

raising of the Maori language survey conducted under the auspices of the New Zealand 

Council for Educational Research (NZCER) throughout New Zealand by a team of researchers 

led by Dr Richard Benton (Benton, 1 978, 1 9 8 1  ) . Benton' s findings identified a rapidly 

diminishing Maori speaking population, in ' imminent' danger of losing its indigenous 

language altogether (Benton, Ibid) . Beyond this, Benton' s work has led the way in developing 

positive strategies to arrest the decline of Maori language. Maori concern with this crisis 

situation revealed in the work of Benton, produced the 'consciousness' out of which the 

radical innovation of Te Kohanga Reo. as a vehicle to regenerate the revival and survival of 

Maori language emerged. 

The strength and vitality of Te Kohanga Reo lies in a number of considerations. 

1 . Te Kohanga Reo are sustained by an almost universally shared ideology among 

Maori that urgent steps need to be taken to ensure the survival of spoken 

Maori language . 

2 . Te Kohanga Reo has proved successful under Maori organisational and

administrative autonomy.
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3 .  Te Kohanga Reo have served as politicising and conscientising agencies; Maori 

parents are now more aware of the education process and in turn are becoming 

more expressive about their needs and subsequently more demanding and 

questioning of the functioning and practices of schooling. 

4. Te Kohanga Reo is successful; while  there are a number of different methods

of organisation most Kohanga can be regarded as being successful in that they

are producing children with wel l  developed fluency in Maori language.

Some interesting statistical data exemplifies the growth and success of Te Kohanga Reo. 

a) Te Kohanga Reo is the l argest growth area within Earl:' childhood education,

since its beginning in 1 98 1 .  ( 45% percent of Maori chi ldren in pre-school

education were in Te Kohanga Reo in 1 994) .

b) It remains the fastest growing preschool service in 1 994.

c) It has an estimated potential pool of 33,000 Maori babies under the age of five 

and this figure is increasing. 

d) It has approximately, 1 3 ,000 children enrol led as at December 1 994.

e) Each of the 8 1 9  ( 1 994) Kohanga can be expected to produce several five year

olds ready for primary school each year. which puts increasing pressure on 

local primary schools if there is no Kura Kaupapa Maori option. 

b. Kura Kaupapa Maori.

The critical question of ·what happens to five year olds once they have graduated from the 

Kohanga Reo and are ready to go to school?' underpins the development of the Kura Kaupapa 

Maori resistance strategy in primary schooling. In  New Zealand. children must attend school 

when they turn six years old (although most enrol when they are five years old), and 
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currently, they are legally required to attend a state school, be in an official 'home school' 

situation or attend some other officially accredited institution until they are sixteen years of 

age. Schooling is compulsory, and the . state has a responsibility to provide appropriate and 

accessible schooling for all children. Almost all New Zealand children attend state schooling 

in their primary years. Most of the children graduating from Kohanga Reo are entering into 

state schooling situations, which are inadequately resourced with staff, materials, skills to meet 

their specialist learning needs nor do the schools reflect a culturally appropriate environment 

which supports and maintains the Kaupapa Maori impetus of Te Kohanga Reo. It is still a 

common experience in 1 996, (some fourteen years after the beginning of Te Ko hang a Reo) 

for many Te Kohanga Reo children who only have the option of a local state school, to 

experience the loss of the language and cultural gains made within Te Kohanga Reo. There 

are not enough specialist Kura Kaupapa Maori primary schools to meet the demand, and 

current Ministry policy is to 'drip feed' five new Kura Kaupapa Maori schools into the system 

each year. 

It was as a result of the inability of the existing state schooling options to cater for the needs 

of the Te Kohanga Reo graduates that the alternative schooling strategy of Kura Kaupapa 

Maori was begun. Its beginnings are to be found partially in the Te Kohanga Reo movement 

itself, in the outcomes of Maori conferences and hui in the 1 980s as well as in the Maori 

primary schooling initiative taken by the Waititi Marae, Te Kohanga Reo community in 1 9 85 .  

However, the term ' Kura Kaupapa Maori ' was developed by a group of Maori parents in 1 986 

who were associated with the Awhireinga Te Kohanga Reo (Auckland Teachers College) and 

Natari Te Kohanga Rea (Blockhouse Bay), who were meeting to decide withdrawing their 

chi ldren from the state schools due to the situation of language loss being suffered by their 

children who had come out of Te Kohanga Reo. It was this group of parents who developed 

the notion of Kura Kaupapa Maori schooling - at one meeting (May, 1 986 at the Auckland 

Teachers College) it was clearly stated that an aim was ' to put the label Kura Kaupapa Maori 

on the lips of everyone in the country within two years' (Fieldnotes: Natari Te Kohanga Reo 

parent 1 986). It was also decided by this group of parents not to emulate the Waititi model 

which was perceived as simply developing an extension of the Kohanga Reo and only catered 
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for their own Kohanga Reo children (the parents at this meeting had previously approached 

the Waititi School in an attempt to get their children in and were turned down) . Instead, it 

was agreed that what was required was a new schooling type which would provide for the 

obvious burgeoning influx of Te Kohanga Rea children who were now beginning to land on 

the ' system' .  From that meeting it was decided to set up the first 'Kura Kaupapa Maori 

School ' .  This school brought together children from Te Awhireinga Kohanga Reo and Natari 

Kohanga Reo. It was established, after negotiations with the Auckland Teachers College, as 

a one year pilot project in a classroom on the Teachers College site. 

Key events in the 1 980s leading up to the establishment of the Kura Kaupapa Maori 

alternative schools , outside of the state are indicated in the following diagram; 

Figure 2. 

Early events. 

1 . 1 982 Te Kohanga Reo; Pukeatua; Maori language intensification programme 

2. 1 984 Maori Education Development Conference; Maori educationalists meet at

Ngaruawahia; 

3 .  1 984 Te Kohanga Review team hear widespread complaints and document 

testimonies of children's  bad experiences with schooling. 

4. 1984 The Hui Taumata - The Maori Economic Development Conference.

The development of Kura Kaupapa Maori Schooling during the 1 980s was mostly outside of 

the formal state schooling system, in an alternative state until formal legislation was passed 

in 1 990 (the Education Amendment Act 1 989) provided for its official inclusion as a bona 

fide full state schooling option. Although the state was gradually won over to provide 

increasing support to the schools during the 1 980s, the states support even with legislation has 

been measured and in the eyes of the communities waiting for their schools to receive official 

recognition and funding support the progress is too slow. The history of Kura Kaupapa Maori 

establishment up until the Act was passed in Parliament in 1 990 is tracked out in the 

following chart. 
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Figure 3. 
Early Kura Kaupapa Maori Establishment. 

1 . 1 985 Hoani Waititi Kura; Keep own Te Kohanga Reo children into a schooling 

programme 

2 .  1 986 Awhireinga TKR and Natari TKR explore a number of options with the 

Department of Education; including negotiating to take over parts of existing 

' uneconomic' schooling sites. 

3 .  1 987 Awhireinga TKR and Natari TKR decide to withdraw their children from state 

schools and establish a Kura Kaupapa Maori; this first school was established 

at the Auckland Teachers College in June; Te Kura Kaupapa Maori o 

A whireinga. 

4. 1 988 the Awhireinga Kura shifted from the Teachers College to West Auckland; re-

established in vacant buildings at the Kelston School of the Deaf (after an 

initial occupation by parents); this school was called the Waipareira Kura 

Kaupapa Maori; this school gradually trained teachers who went on to establish 

other schools. 

5 .  1 988 Ruamataa (established in Rotorua) 

6 .  1 988 Picot Review: Kura Kaupapa Maori Working Party 

7 . 1 989 Mangere Kura Kaupapa Maori (at Mataatua Marae in August); Maungawhau 

Kura Kaupapa Maori ( at Auckland Col lege of Educati on in August):  both of 

these schools were established with teachers trained at Waipareira Kura. 

8 .  1 989 Legislation altered; Education Amendment Act 1 989 includes specific provision 

for Kura Kaupapa Maori school ing options. 

9 . 1 990 Otara Kura Kaupapa Maori; this  school was also established with assistance

from Waipareira Kura. 

1 0 .  1 990 Palmerston North (January ) 

[Since this time the state has been establ ishing Kura Kaupapa Maori schools at the rate of around five schools per 

year - the current ( J u ly. 1 996 ) number of K ura Kaupapa Maori schools nationally is 43] 
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Kaupapa Maori Schooling is based on Maori philosophy and principles of education which 

take for granted the validity of Maori knowledge, pedagogy and cultural practice. It continues 

the philosophies and principles of Te Kohanga Reo, by continuing 'total immersion' schooling 

in Maori language and culturally preferred practices . Kaupapa Maori schooling provides for 

Maori parents a schooling option not provided for within the conventional state schooling 

structures, despite representations from various Maori groups and organisations for the state 

system to do so. 

Kaupapa Maori schooling asserts the right of the tangata whenua, (the indigenous people) and 

their culture to exist and continue to flourish in Aotearoa, the land in which the language and 

culture are rooted. Whi le the revival and survival of Maori language is of central importance, 

Kaupapa Maori schooling is not a retrenchment in the traditional past, rather it is concerned 

to provide. opportunities for Maori chi ldren to participate in and contribute fully to the whole 

of New Zealand society. A Kaupapa Maori education is not perceived by parents as a choice 

of Maori culture to the exclusion of Pakeha culture. The outcome of the total immersion 

experience for pupils is bilingualism and biculturalism. The dominant influence of English 

language and Pakeha culture is so powerful outside of the school that the children learn 

Pakeha culture and language at home and in the wider community. Formal English language 

skills are introduced at around age ten and eleven and are systematically taught through a 

curriculum called 'Pakeha sh1dies' (this example from Te Kura Kaupapa Maori o 

Maungawhau) .  Kaupapa Maori schooling has assumed the power to choose those aspects of 

Pakeha culture (and to what extent) to which they are to be supported within the curriculum: 

Kaupapa Maori Schooling is able to offer all of the existing New Zealand primary school 

curriculum through the medium of Maori language . 

The inability of state primary schooling to adequately provide for the Maori language and 

cultural needs of Te Kohanga Reo graduates precipitated the initial establishment of Kaupapa 

Maori schools outside of the state system. without state funding or state teachers and with 

limited material resources. Peter Sharples, one of the principal figures in the founding of the 

'Hoani Waititi Kura' - the first alternative Maori language School to be established, listed the 
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following contributing factors leading to the establishment of the school ;  

frustration with waiting for the system to move towards suitable 

programming for Te Kohanga Reo graduates ;  realisation that the system did 

not have sufficient resources; the desire to ensure that 'what' wa� taught and 

' how' it was taught was tuturu Maori (authentic Maori] based on the principles 

and practices already established in Te Kohanga Reo; to have the power to 

e nsure that what was to be taught and how it was to be taught were decisions 

based on Maori principles' (Sharples, P. in Smith, G., 1 988 (a] : l  l ) . 

The major impetus for Kura Kaupapa Maori schooling was the growing Maori parental 

dissatisfaction with state schooling responses to meet their Te Kohanga Reo children ' s  needs. 

In I 983,  soon after the start of Te Kohanga Reo. this urgent call to quickly gear up schools 

for the future waves of Te Kohanga Reo graduates was made by the author in paper written 

for Principals and Department of Education officials; 

' The initial conception, implementation and maintenance of this programme 

[Te Kohanga Reo] has been completely in Maori hands and under Maori 

control .  The programme has proven highly successful as far as it goes and the 

'ball '  is now in the hands of the schools who are to receive these children . .  . l t  

is  to be hoped that the schools will fulfil their part of this challenge . . .  and that 

these programmes be accepted on the basis that these children are entitled to 

expect their needs to be met by New Zealand schools. ' (Smith, G. ,  I 983 

[a] : I 0) 

The state largely ignored the challenge implied here and failed to show much initiative at all 

with respect to the pressing needs of Te Kohanga Reo . It is a further indictment of the 

government and its associated agencies. that the success of Te Kohanga Reo and Kura 

Kaupapa Maori has been as the result of Maori resistance and opposition developed mostly 

outside of the state, and owes little to the proactive intervention or the foresight of the state 
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schooling structures. The education system failed to respond with appropriate programmes to 

the satisfaction of Te Kohanga Reo parents when the need · was great and urgent. This 

tardiness may have been understood if the Department of Education had a successful record 

in Maori · education which it was reluctant to change - but this was not the case. 

This reticence on the part of the state to respond adequately to Maori needs and aspirations 

is bound up in the politics related to power and control over Maori, as well as an economic

agenda (the free-market) which is antagonistic to any form of ' state intervention' into what 

i s  perceived as the ' level economic and social playing field ' .  The free-market principle of 

'horizontal equity' - that idea that ' equity' occurs when everyone receives the same treatment 

and has the same opportunities (the idea that the existing playing field is already uneven is 

ignored in this thinking) is argued as being 'fair' and ' socially just' . 

At the present time ( 1 996) there are forty eight Kaupapa Maori Schools ( 43 officially funded; 

5 independent of the state) in operation. Most of these schools in the first instance have been 

established by the initiative and collected resources of the Maori parents and communities 

involved, and the state has come on-board somewhat belatedly after the schools and 

communities have 'proven' themselves. In this way, the schools are not quite the same as state 

schools and there is still an element of struggle in an alternative and oppositional context, 

before the state steps in with support. The establishment of Kaupapa Maori schooling and the 

growing. and as yet, unfulfilled demand for such schooling, is an endorsement of the view 

that present state structures are inadequate (and historically have been ineffective) in the 

delivery of education to Maori people. The existence of Te Kohanga Reo and Kaupapa Maori 

schooling critically confront traditional Pakeha notions related to the meanings of 'education· 

and ' schooling ' .  They not only set in place substantive initiatives toward the revival and 

survival of Maori language and preferred cultural norms, they serve a political function in 

conscientising Maori parents to the submerged structural impediments which need to be 

confronted in developing emancipatory outcomes. 

Finally, the development of these schools have to be seen in the light of the admission of 
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failure by the Ministry of Education, who, seemingly, matter of factly, note in their Annual 

Report 1 994/95 and the Ministry of Education Brief to the Incoming Government - 1 996, that 

the achievement gap between Maori and non-Maori is  widening. An interesting point to note 

in the Brief to Government (Ibid), is that Kaupapa Maori initiatives are now a ' taken for 

granted' schooling option of the state which represents may represent progress (from the ' state

interest' point of view) in a state settlement/ incorporation/ domestication although a critical 

Maori perspective may interpret this trend as being assimilatory/ colonising/ dominating. A 

second interesting turn of events relates to the language used in the Brief where the notion 

of ' Kura Kaupapa Maori ' is re-interpreted as ' Maori Medium Education' (pp.24-26), this too 

represents incorporation and domestication of the politically powerful concept of Kura 

Kaupapa Maori. Thus the power to name the world is again taken out of Maori hands (control 

is exerted by Maori because they control the meanings of this notion through Maori language, 

by re-interpreting, the notion in English as 'Maori Medium Schooling' - all of the Western 

theory, knowledge and pre-conceptions related to First Language Medium Schooling is able 

to ' re-name' Kura Kaupapa Maori in Pakeha terms - in this way Pakeha: dominant : state 

interests are able to exercise more control over these schools, in ways in which they have not 

been able to do so to date. 

c. Waananga. 

Another resistance initiative undertaken in the 1 980s was the development of Waananga or 

alternative tertiary institutions . Currently ( 1 996) there are two officially established Waananga 

under the 1 989 Education Amendment Act, and a third Waananga in the process of being 

formally recognised. The three existing Waananga all exhibit different features. The first 

Waananga to be established formally was Te Waananga o Aotearoa in Te Awamutu, whose 

academic mission might be described as being more akin to the vocationally oriented 

Technical Institute structure. Te Waananga o Raukawa in OtakL is more a tribal university 

which concentrates on some specialist degree programmes. Te Whare Waananga o 

Awanuiarangi is another tribal university. which specialises m a range of academic 

programmes at undergraduate and graduate leveL including Ph. D .  studies. Awanuiarangi is  

discussed in more detail by way of providing understanding through examining a specific case 
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study. The author teaches post-graduate programmes in this site and is an educational advisor 

to the Establishment Committee. 

A case study - Te Whare Waananga o Awanuiarangi. 

Te Whare Waananga o Awanuiarangi was officially opened with an appropriate dawn 

ceremony on the 1 0th of February 1 992. It had been in development phase for about six years 

prior to the actual opening date. Its broad aim is to develop the iwi members of Mataatua (a 

collection of tribes who descend from the ancestors of the Mataatua canoe) to take greater 

control over all aspects of their lives and to develop the human potential of the iwi to 

facilitate change for themselves. The specific goals of the Waananga are laid out in their 

Calendar; 

- to provide opportunities for people of the Mataatua region to participate in higher 

education and learning and to make that experience a rewarding and fulfilling one. 

- to assist and encourage students to strive towards hohonutanga me te whanuitanga 

o te matauranga. [depth and breadth of scholarship]

- to help raise the educational standards among the young people and stimulate their 

interest in learning, 

- to establish and develop a learning environment to learn effectively and staff to teach 

and undertake research, 

- to help enhance the integrity of Maori culture in the region, to help combat racism 

with knowledge and to encourage positive attitudes towards cultural diversity, 

- to help develop Te Wheke a Toi ( international outreach) concept of reaching out into 

the international world for ideas and knowledge. 
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Awanuiarangi i s  an iwi (tribal) planned and organised tertiary institution and is located within 

the traditional tribal boundaries of the Mataatua canoe descendants. It is concerned to develop 

and advance the social and economic well-being of the tribal groups of Mataatua. Marie 

McCarthy ( 1 994) has noted in her thesis in regard to the establishment of A wanuiarangi; 

' It then followed that under the mandate of The Whare Waananga Act of N gati 

Awa 1 99 1 ,  an establishment committee was formed which worked towards the 

development of the whare waananga. In late 1 99 1 ,  having negotiated with the 

Ministry of Education, a funding arrangement was reached whereby the 

University of Waikato and Waiariki Polytechnic would act as conduits for 

Equivalent Full Time Student (EFTS) funding. In 1 994, Awanuiarangi 

successfully negotiated the accreditation process with the New Zealand 

Qualifications Authority and is now working through the registration process 

with the Ministry of Education. They have also opted to operate under one 

conduit, Waiariki Polytechnic. 

In 1 992 Awanuiarangi completed its first year. One of the highlights in terms 

of the programmes offered was the overwhelming interest of over two hundred 

enrolments in a Waiata course and later a Performing Arts course. 

Awanuiarangi offers a wide variety of courses that have been fully accredited 

and approved: Diploma in Maori Studies, Diploma in Maori Leadership, 

Bachelor in Maori Studies, Bachelor in Maori Education, Diploma in Teaching, 

Masters in Maori Studies and Masters in Indigenous Studies . '  (McCarthy, M., 

1 994 :88 )  

The unique features of Te Whare Waananga o Awanuiarangi have been described by Hirini 

Moko Mead, (the principal figure in the establi slunent of Awanuiarangi), and this author, (as 

educational advisor to the Establishment Committee of Awanuiarangi ) in a combined 

submission to the Ministry of Education ( 1 996). The fol lowing points speak to the unique 

features of Awanuiarangi as a Waananga institution: 
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1 .  It is an iwi based ' House of Higher Learning' (in this case the Wananga was 

initiated by the Ngati Awa people, for all the tribal groups who trace descent from the 

Mataatua canoe.) 

2. It places a strong emphasis on teaching, learning and administrating through ' te reo

Maori and tikanga Maori' and thereby contributes to the overall development of the 

lWl. 

3 .  It contributes to the urgent need for the revitalisation of Maori language and culture 

for Maori people generally and for Mataatua descendants more specifically. 

4. It encourages participation of the people into higher learning at the tertiary level and

thereby enhances the opportunities for iwi (tribal members) to access, participate and 

achieve within an ' iwi friendly' learning environment. In this way a more relevant 

tribal context is provided which optimises learning potential . 

5 .  It allows iwi to manage. teach, research and learn in an institution over which 

meaningful ' rangatiratanga' (control)  is maintained over key educational decision 

making. 

6. It maintains the validity and control of Maori knowledge within Maori hands and 

thereby diminishes and controls against the potential for further assimilation of Maori. 

(this point is associated with concerns to protect the Cultural and Intellectual Property 

Rights of Maori). 

7. It encourages and uses Maori pedagogy although not necessarily exclusively, and 

draws upon the Kaupapa Maori frameworks enhanced in Te Kohanga Reo and Kura 

Kaupapa Maori Models. (the ' Te Aho Matua · - Kaupapa Maori Framework is also 

acknowledged here . )  
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8 .  It advances Matauranga Maori, Maori Knowledge and all knowledge(s) more 

generally, based on sound research and high quality scholarship. 

9. It democratizes education (education by the people, for the people) as compared to

conventional ' externally imposed' options. This trend towards democratization 

conforms with the ' Tomorrow Schools' policy directions (and more latterly in the 

Ministerial document, 'Education in the 2 1 st Century' [ 1 994] policy framework) which 

emphasises local control, choice and community input into education. 

1 0. It develops self-esteem, pride and mana amongst the tribal group and also amongst 

Maori more generally. 

1 1 . It provides a formal point of outreach for sharing and developing relations with 

other cultures and peoples through the common pursuit of academic study, research 

and teaching in higher education. (Te Wheke a Toi principle - international outreach 

principle as contained within the Waananga Charter) 

1 2 . It provides a positive and proactive outreach initiative into other Higher Education 

institutions within New Zealand and into New Zealand society more general ly. 

1 3 .  It provides a forum for critically analysing current issues and has a responsibility 

to not only act as the critic and conscience of Mataatua, but also of the wider national 

and international communities. 

1 4. A Whan� Waananga (or Waananga as described within the legislation) has always 

been an institution of higher learning and its focus should always be at this level .  

1 5 . Any definition of Whare Wananga (or Wananga as abridged within the Act) must 

encompass all of the above points. 
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While the institution of 'Wananga' is given mandate within the Treaty of Waitangi,  The U.N. 

Indigenous Peoples Charter (Draft, 1 994 ), Current Ministry of Education policies such as the 

Education Amendment Act 1 989, the Ministry of Education' s  Ten Point Plan for Maori 

Education 1 994 and the Towards the 2 1 st Century Policy document, 1 994, the establishment

of these institutions has not been straight-forward. All of these institutions have had to 

struggle against dominant: state: Pakeha bureaucracy to become established. 

Concluding Critical Commentary. 

In all of the Kaupapa Maori education sites, a semblance of autonomy has been gained, 

although major concessions have had to be made to the New Zealand Qualifications Authority 

who oversee, manage and control the content and structure of curriculum in all education sites 

in New Zealand, except some aspects of University degree programmes. The New Zealand 

Qualifications Authority in this role is able to exercise enormous power with respect to the 

control, selection and ownership of Maori knowledge. The 'catch 22' for Maori is that the 

only way to get official accreditation of courses, or funding for programmes, or official 

recognition of students credentials is through ·the ' gate-keeping' ,  state : dominant: Pakeha 

structures of the Qualifications Authority. In this interpretation, the state is able to control and 

assert dominant: Pakeha: state interests through regulations and state structures. Thus the 

control of education and schooling by state : dominant: Pakeha interests is ' assured' through 

controlling the allocation of resources (the Ministry of Education). the control l ing of the 

curriculum and its associated structures (the New Zealand Qualifications Authority) ,  the 

controlling of assessment and evaluation of education ( the Education Review Office).  Thus 

the shallowness of the rhetoric of 'devolution of control and power' to local communities is 

exposed as being illusory - what is devolved is  responsibility (and the exporting of problems 

and crises on to communities), with the ' rear power remaining at the centre. These 

' obstructions · make it extremely difficult for Maori attempting to create 'valid' alternative 

Kaupapa Maori options. 

A crucial understanding here is that meaningful transformation for Kaupapa Maori must take 
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account of the following factors; 

i. mode - pedagogy 

- curriculum 

- evaluation 

ii. institution - physical component 

- philosophical component 

iii. structural politics - economics

- power 

- ideology 
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- constructed notions of democracy 

The important point here, is that transformation of 'mode' and ' institution' are not sufficient 

in themselves; the political context of unequal power relations and associated structural 

impediments must also be mediated. 

Recent trends toward increasing critical attention upon the functioning of the ' system' and on 

' struc11:1ral ' issues, have had to cut through embedded ideologies that protect the system from 

being questioned too deeply. S ince the 1 980s and the war of position (and manoeuvre) over 

the economic reforms, engaged in by dominant Pakeha and subordinate( d) Maori interests, 

Maori have become well informed about structural analyses of their various crises. The 

education system and its various structural manifestations are no longer seen by Maori as 

·unproblematic' nor to be simply ·taken for granted '  as acting in the best interests of Maori .

Many of the difficulties experienced by Maori people related to the assimilation of their 

language and culture are maintained within the dominant Pakeha contrived structures of state 

education. I ntervention strategies designed to alleviate these difficulties have been attempted 

at various intervals throughout the history of state schooling. Policy trends which are 

detrimental to Maori interests and contained within themes related to · accommodation ' ,  

' assimilation' · integration' ,  ·b i  cultural ism' and ·multicultural ism' have been at the core of  

official policies. At a more direct level.  within schooling, intervention strategies have ranged 
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from the use of ' religion' as a teaching medium with the intent of ' civilising' the early Maori 

population, through to current influences employing sophisticated ' problem-solving' theories 

to take account of Maori inadequacies such as ' cultural deprivation' and 'skills deficiencies' . 

In spite of the ' good intentions' implied within these initiatives, the crises facing Maori within 

education have remained. 

Two important factors have been consistent in these early intervention endeavours into Maori 

education crisis, first, that the difficulties faced by Maori within education have inevitably 

been perceived by dominant Pakeha structures as being the ' Maori problem',  the failings of 

Maori people and the detrimental effects of their social and cultural baggage; second, 

intervention strategies have usually been developed, organised, sanctioned and implemented 

by dominant Pakeha interest groups (c .f. Smith, G. ,  1 988  [b] , 1 988 [d] ). 

Kaupapa Maori resistance is an entirely different intervention strategy than those that have 

been less than successfully attempted by Pakeha in the past. Kaupapa Maori initiatives are 

clearly Maori in design, content and practice. The initial establishment of Kaupapa Maori 

resistance strategies outside of the system calls into question the accountability of the 

functioning of the education system which is sustained by the prevalent liberal ideology of 

acting in the best interests of all the groups it serves. Implied in the establishment of these 

alternative educational initiatives is an analysis of. and a response to the unequal power 

relations exemplified within state schooling. that is. that schooling serves dominant Pakeha 

interests. Maori people, in moving outside the state system, have assumed greater autonomy 

over key educational decision-making and Maori interests are more assured through the 

determining of crucial educational questions such as those related to the control of knowledge. 

A necessary prerequisite to this position is the unshackling of the inhibitive dominant forces 

historical ly imbued within the state system and conversely the reassertion of ideological 

support for the validity and legitimacy of Maori language and culture. Kaupapa Maori 

resistance strategies directly challenge ideologies of domination aimed at undermining and 

destroying the credibility of Maori language and culture, subversive ideologies such as ' Maori 

language won' t  get you a job ' ,  to " its a technocratic world we live in, Maori language can' t  
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cope with modern needs' (for further discussion on similar 'depositing mythologies' see The 

Report of the Waitangi Tribunal related to Te Reo Maori and Claim Lodged, 1986 :  3 1 -34). 

What is implied here is the cycle of transformation of conscientisation, resistance and 

transformative praxis. 

Kaupapa Maori resistance has engaged the deeper meanings of state schooling; that such 

schooling consists of a selection of socially constructed knowledge, the choice of which has 

been made by dominant Pakeha groups to serve their own interests. Kaupapa Maori strategies 

question the right of Pakeha to dominate and exclude Maori preferrecl interests in education, 

and asserts the validity of Maori knowledge, language, custom and practice, and its right to 

continue to flourish in the land of its origin, as the taangata whenua (indigenous) culture. 

Dominant group influence is brought to bear on what is to count as acceptable knowledge. 

Such knowledge is maintained and protected by gate-keeping strategies such as culturally 

biased methods of evaluation which ensure that ' success' within the acceptable knowledge 

code is nearly always predetermined by the dominant group ( c.f. Mitchell, 1 984 ). ' Gate

keeping' i s  also seen in the establ ishment of curriculum hierarchies which reflect the 

endorsement ef the dominant culture and the relatively low priority given to those areas which 

do not conform to the norms. values and expectations of dominant group decision makers (c. f. 

Gadd: 1 984). ' Gate-keeping' is also seen in  school timetabling manipulations where relatively 

' low status' subjects such as Maori studies and Maori language are often presented as options 

to more ·academic· subjects such as maths, physics and chemistry . 

It is not only aspects of 'knowledge selection and control '  that are confronted by Kura 

Kaupapa Maori resistance initiatives. the construction of the total school environment 

including the · culture · of the learning context is also brought into question. To use Bourdieu's  

term (see Harker, R . .  in  Codd. Harker & Nash. 1 990).  the ·habitus· of state schoo ling 

connects more with middle-class Pakeha culture than with the backgrounds, home-l ife, day 

to day experiences. culture. customs and practices of Maori students. 'Habitus' influences 

education and schooling both at the level of ·mode· and ' institution ' .  The overwhelming 
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presence of Pakeha within the power positions of schooling ensure that dominant Pakeha 

interests related to the preservation of Pakeha cultural capital are maintained. Schools actively 

protect the privileged position of dominant groups by creating and then upholding the integrity 

of the accepted cultural capital, through overt actions such as policy creation or covert means 

such as ideological subversion and, or endorsement. This may be assisted through a variety 

of gate-keeping measures such as the fostering of dominant ideologies (c.f. S imon, 1 982) the 

manipulation of resources ( c.f. Douglas & Barrett-Douglas, 1 984 ) , the imposition of economic 

sanctions ( c.f. Bedgegood, 1 980), the ' co-option' ,  'marginalisation' and hegemonic influences 

on Maori individuals working for dominant Pakeha interests (c.f. Smith, G. ,  1 988) or the 

deliberate manipulation of government policies, such as immigration policy ( c.f. Simon, 

1 988) .  

The state education structures in  New Zealand are locked into a cycle of social and cultural 

reproduction of Pakeha cultural norms premised on the imperialistic presumption of the 

superiority of Pakeha defined cultural capital. Maori people are beginning to see through the 

veil of ' myth and magic' (see Smith, L . ,  1 986) that underpins the false promise of the Pakeha 

education system. 

Recent policy initiatives in Maori education, (see Treasury Briefing Papers. 1 987; Picot, 1 988; 

Royal Commission on Social Policy. 1 988 :  Hawke, 1 988;  The Education Act, 1 989; Education 

For the 2 1 st Century. 1 995 : Nga Haeata Matauranga. 1 994- 1 995;)  tend to replicate the errors 

of the past, which for the most part have been the result of Pakeha solutions based on Pakeha 

perceptions of the problems. However, Maori people, through the development of Kaupapa 

Maori schooling have signalled quite clearly that they have developed a collective 

consciousness, critique, resistance and transformative praxis to the dominant Pakeha processes 

of reproduction imbued within state schooling, and are prepared to challenge the structural. 

modal and institutional forms of domination in a more co-ordinated way. For example, see 

the Kaupapa Maori Audit Matrix in Chapter Two. Section Five. As such, Kaupapa Maori 

schooling develops a transformative praxis which works against the deterministic impulse and 

reproductive role of state schooling. Kaupapa Maori as ·resistance· directly confronts the 
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cultural reproduction of Pakeha norms, the legitimising ideologies underpinning Pakeha 

political dominance, and the social reproduction of Maori into predetermined labour categories 

by dominant Pakeha capitalist interests (c.f. Bowles and Gintis, 1 976), in a way that few 

intervention measures have been able to achieve in the past. 

Recent developments within New Zealand education indicate a recognition of a strong link 

between education and ' free market' economic philosophies. These market-driven policies 

have viewed education as being accountable in terms of outcomes related to economic 

productivity and follow similar developments within educational policy in both Great Britain 

and North America. The likely effect of such economic reductionism upon Maori people will 

be to further undermine Maori language and cultural interests, making them even more 

susceptible to the colonising processes of assimilation. Essentially, the same subversive 

ideologies which sustain dominant Pakeha interests in wider society will remain embedded 

within the educational structures. A greater emphasis upon the relationship between education 

and the economy has already seen the creation of 'new' ideologies containing the ' old' 

subversive agendas. For example, Maori language and culture have how been placed under 

even greater pressure to demonstrate an economic 'worth' and vocational relevance; the 

counter logic of this notion resurrects traditional dominant ideologies related to the inferiority 

of Maori language, culture and knowledge, and thereby questions the value of such cultural 

items within a modern, economic, technocratic: Pakeha world. The vulnerability of Maori 

language and culture has never been greater. Whereas the state has failed to support Maori 

cultural norms to any meaningful degree in the past, this · indifference· has undergone radical 

change. The new state bureaucracy has moved from passive indifference to an open attack 

upon the validity of Maori cultural norms. using the · new· liberal weaponry captured from 

the New Right, exemplified in terminology such as · accountabil ity · .  " individual freedom· .  

' excellence ' ,  · competition· and · standards · .  

Under the guise of the · free-market ' philosophy where market forces wi ll be  determined by 

consumer demand. an il lusionary effect has been constructed. The devolution of the control 

of education to the consumers at the local level is a misnomer. The real outcome is to be the 
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devolving of greater responsibility to the local level and a corresponding increase in the power 

of the state : Pakeha: dominant interests. Given the state's  past record in relation to Maori 

education, language and cultural interests the outlook appears bleak for Maori language and 

cultural survival. 

Resistance measures to intervene in the colonisation of Maori have taken many forms and 

have been located ill a variety of different sites both within and outside education. Certainly, 

Maori people have always been wary of the assimilationist tendencies of Pakeha education. 

Maori have resisted the assimilation inclinations of dominant Pakeha culture in a variety of 

ways, through both individual and collective actions. Within schooling, Maori resistance 

initiatives are discernible in the high levels of, pupi l  absenteeism; truancy; early school 

leaving; disruptive school behaviour; underachievement; and at times overt cultural expression. 

Kura Kaupapa Maori has moved Maori resistance to another level and another site. It stands 

in contrast to the oppositional behaviours discernible within State schooling. Maori parents, 

advocating ' kaupapa Maori' strategies have chosen to resist inhibiting influences of state 

schooling by moving outside the system, by withdrawing and establishing alternative 

structures over which they have almost complete control . Withdrawal as a strategy needs to 

be seen clearly as a culturally appropriate response to be made by Maori, particularly when 

considered within the cultural framework of mana (prestige), whakaiti (humility). whakama 

(reserved-ness) .  In another sense. Maori people have been able to critically analyze and 

respond to the present dominant strategy of engaging and dissipating Maori time and energies 

in attempting to transform the existing inhibiting structures, a futile exercise that subordinate 

Maori people were always destined to fai l  in. Kaupapa Maori resistance has signalled that 

Maori people are no longer prepared to follow Don Quixote· s example of charging at 

windmills ! 

The emancipatory potential of alternative schooling structures for Maori people is relatively 

more assured through controlling the social and cultural reproductive forces of schooling. 

However, other structures have to be created which offer genuine change and are not simply 
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' brown' versions of the same old ' systems' ,  e.g. curriculum initiatives such as the teaching 

of political literacy ( c .f. Freire, 1 97 1 ;  Lankshear and Lawler, 1 987), to preserve the internal 

workings of these schools from the external pressures of a societal context of dominant 

Pakeha power relations. 

Kaupapa Maori resistance has decoded the ideological interests of dominant Pakeha society 

which have imbued the modal and institutiomd structures of schooling, such as in 

administration, pedagogy, curriculum and evaluation, architectural design, and so on. Kaupapa 

Maori initiatives have asserted its own Maori logic and understandings to counter the 

subversive trends of dominant Pakeha ideologies. Whereas state schooling has been sustained 

by covert ideological assumptions such as the superiority of Pakeha cultural norms; Kaupapa 

Maori schooling takes the validity and legitimacy of Maori knowledge for granted. It is this 

counter logic/ hegemony which underpins the radical pedagogy of such schools. 

The lessons learned in the early stages of Kaupapa Maori resistance outside of the state 

system, through having to pay the state in order to rent rooms to develop Kaupapa Maori 

schools, through having to pay teachers salaries, through having to produce the material 

resources, through having to pay for the upkeep of buildings, through having to have young 

children travel great distances and for long periods of time to get to the school, have resulted 

in Maori parents having to become politicised in order to clearly understand the enormous 

contradictions of their situation. The struggle has tested and hardened their pol itical 

consciousness and determination. While it is accepted that such hardships are unjust, they have 

also had the effect of forging a strong commitment to the Kaupapa. The cultural, social, 

political, economic and educational contradictions implicit within the Kaupapa Maori struggle 

go far beyond mere cultural difference explanations between Maori and Pakeha: they are 

contradictions that connect with broader oppositions between the state and the individual ; the 

colonisers and the indigenous people; the powerful and the powerless: the oppressors and the 

oppressed. 
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Kia hiwa ra, tatou nga iwi, 

Whaia te mana, 

A nga tupuna. 

Ehara taku toa 

I te toa takitahi,-

Engari, takimano 

No aku tupuna. 

I pepehatia, 

E aku matua 

I tohea ai nei kona ra. 

Ehara taku toa 

I te toa takitahi; 

Engari takimano. 

No aku tupuna. 

No aku tupuna. 

Section Three : Summary 

"Section Three. 

Concluding Commentary. 

Ehara Tako Toa. 

Let the people be well alert, 

Pursue the integrity, 

Bequeathed from the ancestors. 

My valour is not 

that of a single warrior; 

but, of the many collective forces 

Which derive from our ancestors 

It 1 1 ·as a common saying. 

by my forebears and 

handed down .from those times. 

.\fy valour is not 

that of a sinile 1l'arrior: 

but, of the many collective forces. 

Which deril'e .fi"om our ancestors. 

Which derive from our ances10rs. 

( Note: This song was composed by (Sir)  Ki ngi lhaka and made famous by the Auckland Angl ican Maori Club; circa 

1 960s) 

This section has discussed multiple levels. forms and sites of historical struggle within 

education and schooling for Maori .  This complex history of struggle is understood po litically 

within a Gramscian ( 1 97 1 )  analysis related to 'war of position ·. in which both dominant 

Pakeha and subordinate( d) Maori interests are engaged in proactive and reactive contestations. 

The Section as a whole attempts to clarify how some influential. structural impediments. 

namely. power. economics and ideology. are · constructed · .  · asserted · .  ·applied' and 'j ustified' 
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over subordinate(d) : iwi: Maori interests .Qy dominant: state: Pakeha interests. These relations 

of dominance are developed and sustained through both coercive policies and regulations 

derived from, on the one hand, the manipulation of structural factors related to power, 

ideology and economics, and on the other hand, through the manipulation of the consent of 

Maori themselves, within hegemony. Each of the chapters in this section, show different ways 

in which the ' cultural oppression' and 'economic exploitation' of Maori may occur. N one of 

the chapters, on their own gives a total explanation of how Pakeha dominance is asserted -

they collectively work to contribute some understandings of the complexity of the 'war of 

position ' as conducted across the contested t�rrain of education and schooling. 

Chapter One has recounted a history of struggle for Maori within schooling and education 

dominated by monocultural Pakeha interests. In this chapter, the arguments are developed 

within a ' reproductive type' (following, Bourdieu ' s  ( 1 977) insightful concepts of social 

reproduction, cultural reproduction and the critical notion of habitus). This chapter argues that 

the reproduction of Pakeha: state: dominant interests is enabled through and because of the 

existing relations of Pakeha dominance (power) and Maori subordination (powerless). Formal 

schooling since its inception in New Zealand, has been demonstrably exposed as a major site 

for the production and reproduction of dominant Pakeha interests. The major example of this, 

which is used in chapter one to illustrate these processes is the struggle for control over 

knowledge. Two slightly different arguments are mounted; one locks into the understandings 

built on Michael Young 's  work related to the crucial issue of ' What counts as valid 

knowledge?' .  the second forms around Geoff Whitty 's  critical analysis of ' what is taught' in 

schools, the critical importance of which is embedded in the question, ' How is school 

knowledge 'selected' (politically constructed) into the curriculum?' .  This chapter attempts to 

expose the way in which the structural element of ' power' works - that is, how the often 

submerged and subtle nuances of dominant and subordinate 'power' relations are played out 

in the ' lived' reality of Maori experience. 

Chapter Two has examined the contestations and implications for Maori of the economic 

reforms since the 1 980s. In particular, it has been concerned to show the interface of 
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education, culture and economics as forming distinct as well as interrelated sites of struggle. 

The different line of argument taken in this chapter, aligns with a ' critical' ,  political economy 

approach, informed by a mixture of critical thinkers such as Habermas, ( 1 976, 1 987,  1 990), 

Apple, ( 1 979, 1 982), Bowles and Gintis, ( 1 976) and Offe, ( 1 984). A key issue here has been 

the way in which the struggles over the economic reforms has had the outcome of politicising 

many Maori to the deeper structural impediments related to education and cultural crises 

derived from factors related to the manipulation of economics. This chapter has attempted to 

summarise the way in which economic factors have impeded the l ife-chances of many Maori 

with respect to more equal outcomes in education and schooling, and also, to achieving more 

success with respect to the revitalisation of Maori language, knowledge and culture. This 

chapter has attempted to expose the structural element of ' economics' - and therefore argue 

that a critically informed economic analysis must be included in order to make meaningful, 

the cycle of 'conscientisation, resistance and transformative praxis ' .  

Chapter Three focuses on Maori themselves and critically examines the way in which many 

Maori have become overtaken by hegemony to the point where they may contribute to 

upholding dominant: state: Pakeha interests, as a ' taken for granted' part of their lives. They 

do this, (trapped within ' common sense' ideologies), even though they may in fact be 

contributing to their own oppression and exploitation. An important understanding here, 

(contrary to some uses of this concept) is that complicity \Vithin dominant hegemony does not 

automatically put this group on the ·other-side· for evermore. What it does represent. is that 

this that this group are all potentially ·win-able' ,  back to a critically conscientised position. 

This chapter attempts to reveal the structural element of ' ideology' - in this sense the ' minds' 

of Maori are to be considered a site of struggle and part of the ·contested terrain' in a 'war 

of position '. 

Finally, this section as a whole shows that a reproduction analysis and argument may be 

overly simplistic in attempting to account for the multiple levels. shapes and sites of struggle 

which occur in the 'war of position ' between Maori and Pakeha interests. A more complex 

analysis which begins to speak to submerged structural impediments needs to inform any 
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meaningful construction of Maori 'conscientisation, resistance and transformative praxis '. 

Such analyses have begun to inform the new formations of educational resistance by Maori 

in the 1 980s and 1 990s. In the overall context of this thesis, Kaupapa Maori strategies are 

representative of these new formations of 'conscientisation, resistance and trans.formative 

praxis '. The papers contained in the following section (in Section Four), chart the 

development i:wer twenty years of these structuralist oriented resistance initiatives, exemplified 

in Kaupapa Maori strategies. 
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Section Four. 

'Maori Education Struggle: 

Organic Intellectual Praxis, Transformatfon 

and War of Position' 



He Whakaarara Pa. 

Tenei te pa 

A, tenei te pa! 

Tenei le pa tuwatawata 

Te aka i houhia, 

0 ko rota, ko au e! 

Section Four. 

Introduction. 

Section Four : Introduction 

A Chant to Maintain Vigilance. 

This is the strong-hold, 

This is the fortress.' 

This is the pallisadedfort 

Secured with the forest vines, 

And here within. am /! 

(Note: This is a traditional chant which was cal led out intermittently throughout the night, by sentries in times o f  

s iege; t h i s  was to ensure a l l  those i n  the vi l lage, that t h e  guards were awake and alert. This c a l l  comes from the 

Wanganui area.) 

The chapters in this section represent a ' selection' of previous writings by the writer of this 

thesis. These papers work across two main audiences, the Maori community and the academy. 

I n  this sense, these papers and this thesis as a whole, represent the dual responsibilities of the 

author with respect to the pursuit of both 'organic' and 'traditional ' intel lectual work. 

These papers reflect a range of views and analyses developed in response to the multiple 

circumstances of Maori crises within education and schooling dating from the 1 983  until the 

present ( 1 996), a period of about twelve years. The majority of these original writings form 

critical commentaries. on the educational and school ing developments of  the 1 980s to the 

present day. Two significant events for Maori occurred in this period: the beginning of Te 

Kohanga Reo in 1 982 and the beginning of the neo-l iberal economic trend under the incoming 

Labour government of 1 984. The development of Te Kohanga Reo has had a positive and far 

reaching impact on the subsequent development of Maori educational resistance and 

educational transformation. The economic reforms begun by Labour in 1 984 and consol idated 

by the new National government in 1 987, have also impacted on Maori s ignificantly. albeit 

mostly in damaging ·and negative ways. particularly in the initial stages of the reform process. 
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The papers which form the basis of the chapters in this section are also important from the 

point of view of showing the complexity of ' the struggle' with respect to multiple sites, 

levels, intersections and nuances of these contestations during this period. For example these 

papers represent the author's  work in both the academic context of the academy and the 

organic practice from within the community. These chapters are also a collection of insights 

into a fundamental contestation between dominant Pakeha and subordinate( d) Maori interests 

within education and schooling. In many ways, the 1 980s have seen a convergence of several 

crises within Maori communities and which have resulted in the new innovative resistance 

initiatives adopted by Maori in response to several crises including those associated with 

education and schooling. At one level schools became sites of struggle to confront the 

assimilationist tendencies of mono-cultural, Pakeha dominant schooling; at another seemingly 

contradictory (of the previous point) level. Maori were viewing education and schooling as 

the 'means' by which to intervene and transform Maori society more generally. 

The papers selected into this section come out of a complex context of multiple struggles, in 

multiples sites and conducted at many levels. This context. is marked by several crises which 

circumscribe the political, educational and cultural politics which Maori are attempting to 

negotiate in this period. A plethora of smaller crises collectively bring pressure on the state : 

government in that these smaller crises build an umbrella · rationality crisis' related to the 

erosion of popular and public support for government. A range of crises can be identified 

within education and schooling which collectively undermine the legitimacy of state schooling 

for MaorL as well as contributing .to a wider rationality crisis. Several points of crises have 

emerged within education and schooling with respect to Maori_ including; 

i. a crisis of educational underachievement (Maori are the most visible group of

those who do not succeed in the schooling and education system; this has been 

a historical and recurring situation despite attempts by officials to develop 

policy to overcome this) :  

- a crisis of knowledge e.g constructed histories 
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- a crisis of curriculum e.g. selected knowledge 

- a crisis of pedagogy e.g.  cross-cultural l earning and teachi ng methodologies 

- a crisis of teacher education e .g. few Maori teachers; mono-cultural teachers 

- a crisis of assessment e .g .  culturally biased national standards assessment tests 

1 1 .  a crisis of welfarism under the new economic restructuring (Maori are 

overwhelmingly the major beneficiaries of welfarism given their socio

economic positioning) 

- a crisis resulting from the attack on the ideology of welfarism by the new 

right 

- a crisis resulting from the reification of individual choice, freedom and 

accountability 

- a crisis resulting from the ·user pays' economic philosophy; those that use the

system more should pay more 

- a crisis of unemployment which impacted on Maori disproportionately in that 

they occupied high risk, transitory occupations. 

1 1 1 .  a crisis of the ongoing survival of Maori language and culture (Maori language 

is found by Benton ( 1 978) to be in imminent danger of dying out unless urgent 

remedial action is taken) 

- a crisis in schools and education given that the validity and legitimacy of 

Maori language and knowledge is not taken seriously in schools. or the wider 

society 

- a crisis of diminishing native speakers 

- a crisis of hosti l ity to languages other than english as exemplified m the 

· English Only" movement

- a crisis of i ntoleranc e of other cultures other than the · mainstream ·  english 

language and Pakeha culture. exempl i fied i n the ·one New Zealand· movement 
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and rise of right wing lobby groups such as ' White Power' 

1v. a range of crises related to Maori socio-economic positioning (Maori are 

i nevitably in the worst case scenario of most of the socio-economic indices) 

- a crisis in education and schooling 

- a crisis in (un)employment 

- a crisis in health 

- a crisis in criminal offending and incarceration rates 

- a cns1s m mcomes 

- a crisis in housing 

v. a crisis of political representation and democracy (democracy at either the

national or local committee level, often does not work for Maori as a

numerical minority. given the ·one person, one vote' and 'majority rule'

system of democracy)

- a crisis of relative under-representation [on a population basis] in Parliament 

(although MMP which wil l  be introduced in 1 996 may change this) 

- a crisis of hegemony related to Maori bel ieving that democracy as applied in 

New Zealand is · fair and jusf and always works in their best �nterests

- a crisis of the distinction bet\veen ·representation · and · voice· 

- a crisis of non participation in key policy decision-making 

- a crisis of iwi (tribal ) political representation and influence 

- a crisis of govermnent (mis)management of Maori affairs 

v1r._ a crisis of legitimation with respect to the Treaty of Waitangi (the Treaty of 

Waitangi is increasingly being used to substantiate Maori rights and grievances 

through the Waitangi Tribunal ) 

- a crisis of legitimacy of the rulings of the Tribunal (they can only make 
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recommendations to government who in turn have the power whether to act or 

not - in 1 970s and early 1 980s very little support from government was 

forthcoming with respect to settling claims and grievances 

- a crisis related to the debates over the Bill  of Rights as a replacement for the 
' 

Treaty of Waitangi 

- a crisis of heightened Maori dissent focused on the broken promises of the 

Treaty and exemplified in maj or protests; e.g. The Land March, the Bastion 

Point occupation, the Maori Day of Action (Maori students refused to go to 

school for a day). This crisis was also exemplified in the formation of 

significant Maori protest groups; The Te Reo Maori Society, Nga Tamatoa, He 

Taua, Ahi Kaa, Te Roopu Matakite. 

The pressure of these collective crises on Maori individuals. families and groups during the 

1 980s ' weighed heavily' to the point that the conditions for resistance and transformation to 

occur, were created. Namely, the acknowledgement of a crisis situation, the motivation to do 

something about it, a conscientisation of the politics of the situation, and space and means to 

act. Looking back, many of the crises identified in the 1 980s have not been overthrown; many 

sti l l  prevail. some have been restructured into different formations, others have simply been 

argued into abeyance. What is going on here. can be described theoretically as the ' structure -

agency· tension. The notion of · space· becomes a very important concept in mediating the 

tension between the deterministic imperatives on the one hand and the ' resistance ' actions of 

people on the other. What has often been ·won· through Maori resi stance, has not necessari ly 

been a · revolution· of the fundamental structural conditions which have led to the crises. but 

a · re latively autonomous space· in which the · weight" or burden is temporarily suspended or 

alleviated through liberal · sticking plaster· remedies. For example. the way in which the Taha 

Maori curriculum initiative attempted to provide remedy for Maori underachievement: it has 

not done this but it has created some space in the curriculum for other initiatives to occur and 

has also served a useful consciousness raising function amongst Principals, teachers and 

parents.  
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These somewhat complex understandings of Maori crisis in education and schooling, will 

hopefully assist in bringing some clarity to what is projected as 'resistance' in this work, in 

that it becomes quite a complex concept when put into the arena of Maori experience. In 

examining the Maori context it seems that resistance has at least two forms; 

- reactive resistance (the agenda is set by the dominant group; it becomes a defensive 

response from Maori to Pakeha) 

- proactive resistance (the agenda is set by the subordinate group; it assumes a positive 

and proactive response taken by Maori for Maori) .  

Thus it is the concurrent development of critique and response which l eads into the cycle of 

'conscientisation, resistance and transformative action - praxis '. 

Another point of clarification, deriving from the analyses of Maori resistance formations in 

the I 980s, is that in some circumstances, ·conscientisation · has evolved out of transformative 

praxis and has not necessarily been fully formed prior to transformative action being 

undertaken. For example, many Maori have become politically conscientised as a result of 

involvement in Te Kohanga Rea, Kura Kaupapa Maori and Waananga rather than having a 

conscientised pol itics before they became involved. This point speaks back to, and expands 

the narrow interpretation of ' resistance' ,  which suggests that conscientisation has to be a prior 

condition. Thus the model used in this thesis, which incorporates the tril-ogy of 

'conscientisation '. 'resistance · and j;raxis ·, should not be seen as a hierarchical or l ineal 

progression, where one has to pass through a pre-requisite stage before progressing to the 

next. Rather, the tri logy should be seen as a circular formation. where people may enter at any 

point and fulfil the j ourney in either direction within the circle. This circular conception of 

'conscientisation. resislance and praxis · has the added advantage of keeping the 

transformation outcomes visible and · up front' . 

The papers contained in section Four represent a selection of papers. They attempt to show 

praxis in action, and therefore demonstrate e\·o lving ideas. developing conscientisation and 

resistance by Maori in the 1 980s and 1 990s. The papers speak to multiple circumstances and 

represent a range of sites of struggle between dominant Pakeha and subordinate Maori 
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interests. The papers restate some key ideas often - this is important within the context of 

developing conscientisation, resistance and transformative praxis, in that the key 

understandings have to be clearly embedded and clearly understood across the whole 

community of interest. This is how discursive symbols of resistance are created - for example 

the term ' Kaupapa Maori ' itself was deliberately fashioned as a resistai;ce rallying point. This

is also how counter-hegemony is formed - this is an integral part of what is attempted to be 

represented in these papers in this section. In this sense, it is the praxis of the author and the 

praxis of Kaupapa Maori as a resistance initiative which is portrayed in the formative, 

developmental progression of Kaupapa Maori in the 1 980s. 

Finally, these papers could easily have been added as an appendix .md therefore marginalised 

outside of the text. The reason that they have been included in the thesis text itself is that they 

represent _the ' praxis' of the author over the last fifteen years or so. In a sense they are held 

to be part of the text because of the argument that has already been made. regarding the 

dialectal relationship of theory and practice. The papers are also important in that they show 

process and development of Maori struggle - despite the overlap of ideas in the content. What 

is also important is the range of audiences to which the papers are addressed - these vary 

greatly and reinforce the notion of multiple levels, sites and forms of struggle. Nor do all of 

the papers need to be read to make sense of this thesis. However, they are all important to the 

critical notions developed and modelled in this thesis with regard to; 

1 . modelling and practising organic intellectual work

11 .  developing conscientisation, resistance and transformative praxis

I l l .  developing discursive symbols of resistance

iv. developing col lective allegiance to the · kaupapa' (organising phi losophy)

v. providing a forum to critique and publ icise more widely the i1movative ideas

vi. making · space· amongst traditional academics and also within the academy for

Kaupapa Maori theory and praxis.

vu . Engaging in intel lectual praxis
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Summary. 

The following papers have been selected to represent some of the written work of the author 

since 1 98 1 .  A more comprehensive·, (although stil l  only a selection) outline of written work 

is contained in the bibliography. The reasons that these papers have been chosen are; 

L they represent a lineal progre:ssion of the Kaupapa Maori struggles through 

time, from the 1 980s to the present, 

II .  they proj ect different aspects of the struggle and build out the notion of 

' multiple  struggles at multiple levels, in multiple sites, 

m .  they model the changing position of the author as a result of praxis; from 

struggling to change the · system' .  to moving outside of the ' system ' ,  

1v. they model different audiences which need to be politically engaged with -

through 'war of position ' 

v. they show the complexity of the interrel ation of the politics related to culture,

education and economics.

Each of the papers is contextualised within their individual chapters with Introductory and 

Concluding commentaries. The papers are l i sted here to give the reader a preliminary 

overview o f  the whole selection. the topics explored, the audiences and smal l insight into what 

has been achieved. 

1 .  'The Role of Schooling and the Challenge of Te Kohanga Reo ' .  ( 1 983) .  

This paper was published while the author was stil l  a practi sing teacher at Bai ley Road 

SchooL South Auckland. At this time I was also a Te Kohanga Reo parent. This paper 

extends the address given to the Auckland Primary Pri ncipals Association Conference, held 

at El lerslie .  It was sent out widely to several key people and organisations: the Minister of 

Education ( Merv Wel lington}. Auckland Education Board. the Auckland Primary Princ i pals 

Association. a selection of key cultural ly  ori ented schools. Auck land Primary School 
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Inspectorate, Auckland Branch of NZEI (of which I was an active member and to which I was 

invited to speak at a Branch meeting) . This paper was also tabled at the West Auckland 

Committee of Te Kohanga Reo Whanau. This paper was widely discussed and given support 

by various groups. Offi cially, very little movement was made with respect to schools changing 

to accommodate the new influx of Te Kohanga Reo graduates. What this paper did do 

politically was to confront the state early on with some of the key issues and therefore help 

to precipitate a quick response (albeit one of seeming indifference and inaction) - this paper 

is important in that Maori (certainly our whanau) were able to gauge quite early that the state 

would react only slowly and mostly inadequately. 

2. 'Akonga Maori' . ( 1 986)

This paper builds on a Keynote Address to a National Teach er· s Refresher Course organised 

by Massey University, and held at Queen Victoria School. Auckl and - January. 1 985 .  The 

original address spoke to the issue of cross cultural learning and teaching styles. This paper 

has became a reading for several University courses at Victoria, Massey, Waikato and 

Auckland. It was published in the Auckland College of Education Resource Readers - Nga 

Kete Waananga. Vol.  IL 1 986. This paper has influenced at least three theses produced in 

the Education Department at the University of Auckland - Kaai. 1 990; Hohepa, 1 99 1 ;  Royal

Tangaere, 1 992. This paper chal lenges the taken for granted teaching methodologies practised 

and taught in the teacher " s colleges at that time. Most importantly, it begins to establ ish 

through 'lmr of position · the val idity and legitimacy of Te Kohanga Reo and its learning 

methods. This paper begins a struggle with traditional intellectuals and the taken for granted 

practices and pedagogy of New Zealand school ing. 

3. 'Taha Maori: Pakeha Captu re' .  ( 1 988.  1 990)

This paper was first del ivered in 1 985 at the NZARE conference held at the Epsom Teachers 

Secondary College under the title of · Taha Maori : a Pakeha privilege · .  That paper was 

subsequently publ i shed by Delta 3 7. 1 986 - ( the Journal of the Education Department of 
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Massey University). The paper presented here is a reworking of that original paper which was 

published under the current title i n  ' Pol itical Issues in New Zealand Education ' ,  Codd, Harker, 

& Nash (eds.)  in 1 990. This paper has worked since 1 985 to provide a critique o f  state 

education policy formation more �generall y  and the policy of Taha Maori more specifically. 

This paper has been widely read and quoted and has been extremely influential at the o fficial 

and community levels. It has influenced schooling practice with respect to all ocation of 

resourcing for Maori programming. It develops a strong critique of the state motivation with 

respect to policy formation for Maori. In this sense it develops a war of position approach,

with respect to state: dominant: Pakeha interests within education and schooling. Finally, it 

raises the issue of alternative Kaupapa Maori schooling. 

4. 'Pikau : A Burden for One 's Back' . ( 1 988)

This paper derives from an Address to 'Te Huinga Rangatahi "  approximately one week after 

the report was released. Subsequently these notes were collated into a Seminar presentation 

delivered · in the Education Department at the University of Auckl and ( 1 988) and were then 

along with other seminar presentati ons collated into a special edition of ' Access ' , Vol. 7, 

1 988.  (the Journal of the Policy Studies Group in the Education Department. at the University 

of Auckland). 

This paper provides an in�depth analysis of the Picot Report ' s  implications for M aori . This 

anal ysis did not hold out much hope for any change to Maori conditions in schooling and 

education. This analysis has over time proven to be quite acc urate in its assessment i n  that 

very l ittl e  in terms of structured inequalities as outcomes school ing experience have changed 

for most Maori. This paper also begins to embed the critique of the state and to argue for 

alternative Maori school ing options. This critique associated with other voices l ed to the 

retrospective establishment of other committees to address Maori issues more appropriately: 

e .g .  Te Runanga Matua. Maori membership belatedly added to most Tomorrow' s Schools 

worki ng groups. the establishment of a separate Kura Kaupapa Maori working group. the 

inc lusion of Mr. Wi l l ie Kaa on the overseeing executive for Tomorrow' s  schoo l " s  pol icy 
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formation process. 

5 .  ' In Absentia: Maori Education Policy and Reform'.  ( 1 99 1 )  

This paper was presented at the ' Policy for Our Times Conference' organised by the Policy . 

Research Institute from Massey University and held at the Quality Inn Conference centre, 

Wellington. Over three hundred people attended, mostly policy developers and analysts from 

across the private and public sectors. This presentation was made as part of a panel discussion 

which included, Professor Ivan Snook, Professor Hugh Lauder, and Ros Noonan the General 

Secretary for NZEI. This paper has been published, the presentation made into a video 

resource. The content of the paper sets out the critique of state education, analyses some of 

structural impediments which state initiated reforms and policy seem not to be able to deal 

with, finally Kaupapa Maori education initiatives are supported as a viable and meaningful 

intervention for Maori educational underachievement. 

6. 'For Sale: Indigenous, Language, Knowledge and Culture'.  ( 1 993)

This paper. in various reworked forms was presented at three key venues; 

i. ' The Culture Grab : The Commodification of Maori Language and Knowledge ' ,  

paper presented at the Confronting Racism Conference; The University of  Technology, 

Sydney. Australia ( 1 993 ) 

ii . · For Sale: Indigenous. Lamrnage. Knowledge and Culture ' .  Invited Keynote paper; 

World Indigenous People' s Conference on Education, Woolongong, Austral ia. ( 1 993 ) 

i i i .  ·The Commodification of Maori Knowledge and Culture : Dangerous Goods for 

Sale ' . Invited Keynote Address: First International Conference on the Cultural and 

Intellectual Property Rights of Indigenous Peoples: Whakatane. New Zealand. ( 1 993 ) 

These papers have also been widely publ ished. The main i ssue here is the attack on Maori 

knowledge from the new · market led' economic reforms. These papers critiq ue the ·hidden 

curriculum · of these reforms for Maori . These papers begin to mount the · war o f  position· 
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against the structural implications of economic reform. These papers and associated activities 

in the 1 990s have moved to develop more structuralist inclined resistance initiatives. 

These papers have had a wide impact, are quoted widely and have served a major 

conscientising role with respect to the notion of commodification. 

7. 'Whakaoho Whanau: New Formations of Whanau' .  ( 1 995)

This paper has been- published in ' He Pukenga Korero ' ,  Vol. I . , No. 1 ,  1 995 . This paper 

examines the key role which whanau plays with respect to developing Kaupapa Maori 

interventions. It is argued that the success of revitalisation of Maori language and culture is 

relative to the successful revitalisation of the whanau structure and practices. This paper builds 

on the widespread development of Kaupapa Maori education interventions. This paper cal ls 

for a concerted effort to revitalise the potential of the whanau to intervene in Maori crises as 

a new major political initiative. 

Finally, it needs to be understood that there is l ittle critical commentary on these papers. 

There are several reasons for this; 

1 .  there i s  little written critique of  these ideas by  Maori - the critique is often made in  

oral form at Hui and meetings. Such critique. with respect to the praxis of  the author. 

has often been used to reshape and reform the ideas surrounding Kaupapa Maori 

development. To this end these papers represent a selection of changing and evolving 

ideas which have been developed in response to critical feedback and discussions with 

various Maori communities and forums. 

1 1 .  there is  l ittle critique that comes from Pakeha. This reflects the political volatil ity 

associated with Pakeha entering into Maori debates related to Maori issues. however 

it may also reflect Pakeha indifference to Maori " things' general ly. 

u1. there is now a gro\ving academic engagement by Maori scholars with Kaupapa Maori 

which is apparent within some theses coming out of Auckland. This thesis. given that 

it is a primary · foundation writing· on Kaupapa Maori (and in the spirit  of praxis). 

\Vi l !  generate debate. critique and expansion of Kaupapa Maori ideas. 
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Chapter One. 

' The Role of Schooling and the Challenge of Te. Kohanga Reo. '  

Introduction to Context: 

This paper was written in 1983, approximately one and half years after the beginning of Te 

Kohanga Reo. It represents the concern o.f both Maori parents of Te Kohanga Rea children and 

the concerns of teachers faced with the prospect of an sudden influx of Maori speaking pupils into 

schools. Parents were concerned that schools were ill-prepared, had few resources and did not 

have a good record of meeting Maori students needs historically. The over riding fear was that 

the gains made in the pre-school initiative of Te Kohanga Reo would be lost on entry into the 

state schools. On the other hand schools and Principals were equally concerned of the pressures 

on teachers and resources given that most did not have any Maori speaking teachers in their 

schools. (This worry was exacerbated by the legal requirement that children were entitled to 

attend their neighbourhood school). 

The reason that this discussion paper was produced was to force schools and Department o.f 

Education officials to plan for a major if!fiux o.f the graduates o_(Te Kohanga Reo. It vt·as initially 

presented to an Auckland Principal 's Conference, to a Maori hui (gathering) , sent to the Minister 

of Education al that time - the Honourable Mervyn Wellington, and distributed to some key 

Auckland schools and the teachers unions. The inLention was to folloH! up on an open letter 

written by the author in 1982 to the j\;f}nister of Education calling on the Minister to declare what 

the National government 's policy was on Maori education and what was being done ahout Maori 

schooling crises. 

It is important to note that the arguments mounted here are for an accomodation with the existing 

school 5ystem. This course o.f action needs to he read against the political context of the time. 

This was one of the .first papers ll 'hich raised the challenge to schools with respect to meeting the 

5/Jeciaf needs of Te Kohanga Reo. A t  the time of lVriting a conservative mood prevailed with 
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respect to schools relating to Maori language, knowledge and culture. The suggestions in this 

paper to develop bilingual units and resources largely failed because schools and the system 

moved too slowly and were overtaken by the influx of Maori speaking children. It was the 

inadequate response from the system: state that eventually led to Maori opting out of 

'mainstream ' schooling, voting with their feet and setting up their own schools. This paper 

provides an overview of the politics leading to Maori 'walking away ' from the system. 

The Schools Role in Relation to Te Kohanga Reo Development. 

(This paper has been produced to provoke more urgent thought and discussion about the ways in which schools may best 

meet the needs of bil ingual speaking children from Te Kohanga Reo. Since its beginnings last year, the development of 

these programmes have been extremely rapid, particularly in the Auckland area. Already it is obvious that the fast growth 

rate of Te Kohanga Reo will create chal lenges for state schools and the system more general ly .  This paper offers some 

tentative ideas to stimulate discussion on what might be done and does not purport to give 'the '  solutions as such. The 

comments made here mainly relate to the Auckland urban situation. Please be encouraged to make your thoughts known 

to those who will be making policy decisions concerning how schools might adequately meet the needs of Te Kohanga 

Reo children.] 

Pream ble. 

Graham Hingangaroa Smith 

Bailey Road School 

September, 1 983. 

In the past. there has been a great deal of reticence in introducing any form of Maori Studies or 

language programming in schools. Common reasons for this dearth have been, the lack of 

available resources; the lack of Maori pupils and therefore. relevance: the lack of suitable  and 

readily avai lable developmental programmes in the Primary schools; a widely spread sense of 

inadequacy on the part of the vast majority of teachers to support such a programme. 

The fact that many schools are able to participate in the present format ·of · Maori Language 

Week' , (a special week put aside by the Department of Education in whi ch schools  are 

encouraged to do some activities related to Maori language) demonstrates quite c learly that some 

of these problems can be overcome. Resources are becom ing a li ttle more abundant. simply 
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because the demand is greater (although recent financial curbs may again restrict this). Secondary 

School programmes are now more widespread and well patronised with respect to language 

studies. The compulsory component of multicultural education introduced into Auckland Teachers 

College; the development and introduction of a trial Maori syllabus for Primary Schools; 

specialist teacher in-service courses - all of these things together, tend to suggest that progress 

is being made, albeit, slowly. 

Within the Auckland urban area, the increasing acceptance of Maori elements in schools indicates 

that perhaps the time is right to introduce an even greater emphasis into Auckland schools on -

Maori language and culture studies. In those schools where programmes have already been 

successfully integrated into the full school curriculum, the major impetus has come from the 

' goodwill' of concerned School Principals. sympathetic School Committees, and/or the efforts of 

highly motivated individual teachers. However. the initiation and success of any such programme 

at present really begins and ends with the School Principal, rather than supportive official policy 

from the Department of Education. 

It is the. School Principal who has the power to finally decide what is to be taught in the school, 

guided by departmental requirements, community requirements, the 'National ' need and the 

pupil ' s  needs. 

While the idea of Maori Studies programmes in Primary Schools has met with general 

acceptance. including the Minister of Education, senior officials of the Education Department, and 

much of the general public, - very few programmes have materialised in schools on a permanent 

basis. Such programmes tend to vary markedly in quality. and will continue to do so unti l a 

definite · official " policy has been established and appropriate resource support given . 

In the struggle to meet the Departmental requirements with the Curriculum. some Principals, 

often supported by community representatives. have neglected to emphasise Maori Studies. in 
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order to emphasise certain other core subjects . However. there are some contradictions, for 

example - some schools can find room to include a large Maori content, and others can not -

some schools can have a full Maori Studies programme under one Principal and have it removed 

under another Principal. The ' agency' of the Principal is often determined it seems by personal 

interests and. choices as much as formal policy alignment.

That Maori language and culture should be taught in schools is now widely accepted, but the 

implementation of ' real ' programmes of significance into schools has yet to be realised. The 

arguments for the teaching of Maori language and culture are well known, however, two powerful 

and urgent reasons have recently emerged. First, a growing realisation that the demise of spoken 

Maori language is a very real issue, in fact a distinct possibility, and, second, that the response 

made by Maori people in an attempt to rescue oral Maori language -as in the development of the 

Te Kohanga Reo - pre-school innovation, . has now meant that schools are already faced with 

meeting the needs of an increasing number of Maori/English bilingual speakers. 

Background. 

The growth of Te Kohanga Reo throughout New Zealand, has been both rapid and widespread. 

In just over three years, thirty-two Te Kohanga Reo have been founded in urban Auckland alone. 

The momentum of these pre-school language ·nests' has been such that in Auckland, it has been 

suggested (Maori Affairs Officer - personal communication) that there could be up to forty Te 

Kohanga Reo within the Auckland Metropolitan area by the end of this year, 1 98 3 .  

This paper seeks to summarise the existing situation and in doing so, to also anticipate some of 

the needs which will be created by children from Te Kohanga Reo entering state educational 

institutions. The observations made here are based on the Auck land area only. but the suggestions 

made could well be applicable to other areas. This paper is not too concerned with the historical 

development of Te Kohanga Reo - this having been well covered by Fleras in his paper 'Te 

Kohanga Reo : Preparation for l ife or preparation for school'? ( see Fleras. A. .  1 983 ) .  
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111 .  compensatory education [bridging the achievement gap] : 

The first two objectives are stated as specific aims in the Maori Affairs Manual for Te Kohanga 

Reo (Te Kohanga Reo, Department of Maori Affairs, 'Te Kohanga Reo ' ;  government socrces. 

My observations to date would suggest that the previously stated obj ectives are not equally 

emphasised. Without any quantitative evidence at this stage, I would suggest that based on 

personal observation and personal contact with people involved in the Auckland Te Kohanga Reo 

scene, that the primary objective of the great maj ority is ' kia mau ki te korero Maori ' (grasp 

fluency in the speaking of Maori language). The two other obj ectives along with the philosophy 

of ' Tu Tangata' - the development of Maori identity and pride, are consequences of this 

overriding concern with enhancing the ability to speak the Maori language. 

The increasing momentum in the growth of Te Kohanga Reo has been such that institutions 

responsible for state education provision, namely primary schools and secondary schools, must 

now seriously consider the future rol e  that they will  play in both the maintenance of this 

momentum and in catering for the · specialist '  language needs of these children. This is a major 

challenge to the whol e  of the New Zealand education and school ing system. Three points arise 

here : 

I .  The needs of these Maori speaking pre-school children require an urgent response 

state schooling. 

IL What precisely are the · specialist' needs of these chil dren? 

m .  How can these needs · b e  catered for quickly. given the general context of 

widespread apathy to Maori programmes in schools and to supporting Maori 

language? 

298 



Section Four : Chapter One 

The growth of Te Kohanga Reo is attributable to a highly motivated section o f  the Maori 

population. The impetus given the movement by these people has been through both direct action 

and passive support. Te Kohanga Reo has been variously described by these supporter� as a 

' social movement' ,  a ' cultural renaissance' and as a · grass-roots revolution' (personal 

communications from Maori teachers and parents) . 

The dual, i f  unequal emphasis of ' whanau development' , and ' language development' has been 

embedded in the policy frameworks applied by the Maori Affairs Department when helping to 

establish new Te Kohanga Reo (see ' Te Kohanga Reo' ,  1 98 3 ;  Maori Affairs Department) . The 

reasoning of Maori Affairs is that a solid whanau (extended family) base would provide the 

foundation for the development and nurturing of the l anguage learning programme - so that the 

children might learn the language in a supportive. loving and caring environment. Maori Affairs 

policy in regard to Te Kohanga Reo has in my view correctly assessed the interdependence of 

these two concepts of whanau and language recovery; both have had to develop side by side, 

giving support to each other. It is to be hoped that when schools consider how to meet the needs 

of these children that this important combination of family development and language 

development is not overlooked. 

Points for consideration: 

1 . the Te Kohanga Reo movement is well established and is growing very rapidly; 

2. the Te Kohanga Reo are successful in that chil dren who are bil ingual speakers are 

emergmg:

3 .  the Te Kohanga Reo movement has far-reaching implications for a great many of

the Maori population particularly in the development of self-esteem and of a

positive cultural identi fy:

4. the size and scope of Te Kohanga Reo should not be underestimated by schools,

the Education Department or the wider New Zealand community.
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Within the next three years, Auckland schools will be faced with meeting the needs of an ever

increasing number of bilingual students. As yet no definite policy relating to these children and 

their needs has been set up by the Education Department. Departmental strategy at this stage 

(Auckland, 1 983) appears to be · in keeping with the Minister of Education ' s  most recent 

communication urging Departmental Officers to ' give support' to these programmes. At present, 

the Auckland regional office of the Education Department is seeking to co-ordinate information 

through surveys, suggestions and meetings in an effort to provide a practical and co-ordinated 

basis to the Minister 's  suggestion. 

While some people have been quite vocal and upset at the Minister 's  lack of definite policy, I 

personally think that his 'general statement' is in fact a very ' wise' political move albeit an 

unintentional one . A positive interpretation could be that he has left room for different ideas to 

be trialed - so that, for Maori parents, rather than being constrained by absolute "hard and fast' 

policy which may not work, there is an opportunity to develop some creative schooling responses 

with particular schools. We need to offer suggestions and set a number of trial methods in place 

immediately to cater for Te Kohanga Reo children 's  needs, and in this way help to form the 

policy.  

Over the last five years, it would be fair to say that a more enlightened attitude towards the 

teaching and learning of Maori language has developed, although thi s attitudinal shift _has not

been translated into actual programmes in schools. Richard Benton 's paper, ( 1 979), ' The Maori 

Language in the 1 9 70 's · ,  encouraged immediate action to arrest the demise of spoken Maori 

language. Benton 's (Ibid) national survey was thoroughly carried out and it is largely in response 

to his findings that Te Kohanga Reo as an urgent revitalisation strategy has been initiated. Many 

recommendations have been made in educational circles in respect of meeting the cultural needs 

and aspirations of Maori students and their parents. The most significant Maori pol icy 

development within the Education Department in recent years has been the report by the National 

Advisory Committee of Maori Education (NA CME ) and which was entitled " He Huarahi '  ( 1 980) .  
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Some of the more notable recommendations made by this Committee included such statements 

as; 

'that Maori l anguage and studies programmes be extended to all primary school s  

and that staff, resources and teacher training b e  provided' to ensure such 

development' ( 1 980: 20) 

Certainly had the above statement been adopted as policy, the current situation of crisis facing 

schools  in respect of Te Kohanga children's needs would have been eased somewhat. The same 

Committee makes other important recommendations; 

' that the Inspectorate encourage programmes of Maori language and studies in all 

schools and that Maori language linkage schemes between Secondary and 

Intermediate schools be further developed to include primary and pre-school 

institutions. '  ( 1 980: 20) 

While  the Department of Education Inspectorate, in my experience, have given support to a wide 

variety of Maori language and cultural programmes in schools. the ' linkage' of Maori l anguage 

between the various levels of learning is yet to be developed, We certainly need it now due to 

the advent of Te Kohanga Reo, 

A third important recommendation by this Committee was that; 

'serious consideration be given to extending the use of Maori as the medium of 

instruction to other Maori speaking areas where Maori is the home language; 

Secondary schools where it is  appropriate to teach a subject through Maori 

language, and selected schools in non-Maori speaking areas where there is 

community support' ( I  980: 20) 
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The suggestion being made here is a move towards bilingual education in certain areas. These 

recommendations made by this Committee of extremely wel l  qualified and respected educators 

indicate a most supportive stance towards the teaching of Maori language and culture. However, 

these suggestions originally made in the late 1 970's, remain to be implemented as formal 

Departmental policy. It is also difficult to see where these policy suggestions have ever been used 

as guidelines to other policy. That these recommendations were ever made is quite heartening but 

the emerging needs of the Te Kohanga Reo children require these recommendations and the total 

report to be treated more seriously than it has been to date. 

One response towards meeting the needs of Te Kohanga Reo children has been the trend of some 

schools to ' go it alone ' ,  to set their own policies and to advertise independently for Maori 

speaking staff to cater to their bilingual children's  needs. While the enthusiasm of these schools, 

Principals and communities is to be commended, this line of action is fraught with p itfalls. That 

these schools  are moved to do something on this fragmented basis, typifies the disorganisation 

and 'ad hocery' that exists in the Auckland Education Board area at this time. One wonders how 

soundly these programmes have been thought through - they certainly are not part of a totally co

ordinated plan or policy. Without knowing specific details about these programmes, one also has 

to be concerned about both the quality and longevity of such proposals, particularly as the 

Department may quash them at any given time. Should these programmes fail, they will only 

have served to undermine those programmes more carefully organised and which are part of a 

co-ordinated response. 

Points to consider: 

I . As yet there is no formal, overt Departmental Policy in relation to meeting the 

needs of Te Kohanga Reo children. 

2 .  There exists an enlightened attitude towards Maori language and Maori studies in 

schools, but it has yet to become official policy-. 

3 .  A carefully thought-out and co:..ordinated policy thrust is  required via supportive 
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legislation. 

Towards a P rogramme. 

Some confusion has arisen in defining a suitable programme to meet the needs of Maori speaking 

children when they arrive in Primary Schools from Te Kohanga Reo. One body of opinion 

believes that the needs of these children will be resolved by initiating language programmes and 

culturally appropriate reception classes in schools. While this may be necessary in the first two 

years, it should be realised that for the most part, Te Kohanga Reo children will already be 

· bilingual by the time they begin school - many will have over four years experience in the 

language nest context and therefore many will have Maori language as their first language by the 

time they go to school. The greater need then, is for a bilingual/ Maori medium presentation of 

the ordinary school curriculum, rather than maori language ' lessons ' .  The aim that al l schools 

should be working towards is the capability of providing at least a bilingual programme. 

Bilingual education implies the use of two languages to teach the present curriculum. The 

language learned in the Te Kohanga Reo thus takes on a functional relevance, also child_ren will

feel more comfortable in being taught in Maori as well as in English. Some Maori parents have 

also expressed concern that their children may be disadvantaged if the ordinary curriculum is 

sacrificed for the language ' lessons' approach. It is now well established that: 

'bilingual education has the potential to enhance the proficiency in both languages, 

cognitive skills and general school achievements by minority group children· .  ( 'Te 

Tatai Hono ' ;  NZEI : 1 98 1 : 3 1 )  

The setting up of Bilingual schools in urban areas will be different to that which will be required 

in rural areas. For one thing. in urban areas. Te Kohanga Reo children are concentrated closer 

together geographically and in greater numbers whereas in the rural situation, the children are 

more likely to be spread out and difficulties arise in attempting to centralize large numbers of 

303 



Section Four : Chapter One 

children i n  a very limited number of schools. 

In the short term, all schools need to maintain any existing bi-cultural programmes, such as ' Taha 

Maori ' programmes, maori language and culture programmes, the use of itinerant Maori teachers 

and any other resources they have at their disposal. Any redeployment of present resources should 

be an interim measure only. There wil l  also be a need to train new teachers and develop 

additional resources as quickly as possible in order to protect existing programmes and existion 

(albeit meagre) resource levels. 

Clearly there is a need to establish an urgent plan of action in order to accommodate these 

bilingual children. 

First priority. 

1 . Formulation of a departmental policy through the Department of Education, to 

provide an official guid� for schools. 

2 .  Utilize ' experts' i n  the formulation of this policy, for example, Education 

Department Officials and Teachers, Maori Affairs, and community experts - Te 

Kohanga Reo experts, parents. 

3 .  Adoption o f  a school policy and determination of practical programmes to initiate 

that policy; perhaps through trial programmes in key areas, using teacher and 

Departmental ; experts' . 

4. Undertake a needs assessment and creation of appropriate resourcing support as 

identified.

5 .  Personnel - bilingual speakers, preferably native speakers of the Maori language

need to be recruited and encouraged into teaching. Must be effective teachers of

the syllabus as well

6. Physical Resources - buildings, technical equipment, teacher aides, printed

materials etc . are required.
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7 . General teacher education as to the aims and methodology of policies and

programmes related to Maori language learning; teacher education so that general

teachers can support any specialist Maori programme that may be operating in the

school. There will also be a need for community education more generally to

inform (and undo) public resistance to the initiatives.

Second Priority. · 

1 . Development of a Maori Language Resource Centre as a central distribution point 

for resources and the development of new reso�rces. The Centre would also 

provide 'advisory' back-up for school programmes and act in a co-ordinating role 

for different school programmes. 

2. The wider implementation of programmes into more schools.

3 .  Increase Maori Advisers, Inspectors, Principals - more Maori need to  fill effective

leadership roles where they have a real opportunity to effect policy and thereby

assume more responsibility for own cultural welfare.

4. Maintenance of existing 'Taha Maori' programmes which emphasise the

integration of Maori aspects into all parts of the curriculum.

Points to consider: 

1 . Children who first arrive from Te Kohanga Reo may need direct language 

reinforcement. In the next two years this would be very necessary. Eventually 

children could well be fully bil ingual by the time they arrive at schools. that is. 

they will have a sound grasp of two languages. Their need will not be for a 

' language lesson· type of programme, but rather, the normal curriculum being 

taught to thef!l in two languages -a bilingual education. 

2. Urban needs will differ from the needs of Te Kohanga Rea children m rural

situations.

3 .  Initially. resources are going to be scant and will therefore. have to be carefully
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distributed and. managed. 

At the present time, the strategy which is mostly being used to cater for Te Kohanga Reo students 

· who are seeking entry into primary schools, is for each individual school
. 
to take responsibility

for the children �hat arrive from their local Kohanga Reo; that is, the Te Kohanga Reo children

attend their local school. Already, it is obvious that this is strategy is not working. Many parents

are complaining that schools do not have the resources or the expertise to cater for their

children 's  language needs (at this stage, these children have. had a very short time in Te Kohanga

Reo - children are going to arrive at schools far more fluent than they are now. More resources

are urgently required - but it is quite predictable that all schools will not be adapting to meet

these children' s  needs.

The advantages of an ' all - schools'  approach, are: 

1 .  avoids criticisms that the system i s  elitist and separatist i n  its approach: 

11. saves children travelling great distances : - time and cost factor;

iii. would involve all schools, and if the programmes were ' appropriate' this would

be an ideal situation, from a Maori point of view. An ' appropriate ' programme
I 

would depend on Maori speaking personnel and resources being available; · 

lV. would require a tremendous increase in personnel and resources; one wonders if 

the · system' can produce them in time as it does not have them at present. 

The disadvantages of this approach, are :  

1 .  further fragments already meagre resources; there are not enough Maori speaking 

teachers to go around all schools in the Auckland area: 

1 1 .  Maori speaking children will be deprived of suitable opportunities to speak Maori 

in the playground. as they will be in the minority. The pressure to speak english 

in playground situations will be increased where Pakeha children out number 

Maori: this is likely to have a detrimental influence on Maori language 
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maintenance and development. Peer group i nfluence in language development is 

extremely high at all age levels. 

m. European teachers from all schools are going to have to be trained to cope with

and relate positively to these children even though they may not be actually

teaching them. They will not be able to learn the languag� to an appropriate level

and one doubts that many would want to do this. This would involve training,

retraining, of hundreds of teachers. There is insufficient time for this.

iv. What progra.mme will be taught? The need of the great majority of these children

will be a bilingual programme.

v . Would be extremely difficult to bring a large number of schools into line with a

consistent standard of teaching. There will be too many variables to take account

of, for example, different school policies, different resources, different personnel,

different community support/pressures.

It is suggested that the 'broad brush' approach outlined here will be very difficult to sustain 

successfully. The most practical and feasible method of handling these bilingual children is by 

setting up bilingual units in selected schools. Schools would be selected on the availability of 

existing resource personnel and their locality, in that they would be central to a number of 

contributing language nests. The curriculum would be taught bilingually. It is envisaged that some 

of these children will have to be transported to these units or schools. There are existing 

precedents in Auckland for this to happen, for example. special education children. It is also 

noted that the Minister has specific powers under the Education Act to establish schools and/or 

units to meet special education needs . . 

The advantages of this approach: 

i .  Less schools involved and therefore more economically viable; 

11. People resources and physical resources will not be strained as much. Resources

can be concentrated in a small number of specially selected schools. and therefore
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the quality of the resources will be improved; 

ni. Fewer teachers wil l  need to be trained; training programmes can be developed 

slowly and not have to be rushed. Present resources may be able to cope with 

initial programme; 

lV. Concentrated units will allow for more convenient eval�ation of the effectiveness 

of the programmes; 

v. More Maori speaking pupils will be concentrated together and therefore, there will

be more opportunities for children to maintain spoken Maori in the playground;

vi. Because of the very few schools involved, the chances of the programmes being

successful improve.

The disadvantages of this approach are: 

i. Contains unsavoury connotations of ' busing' children and cuts against the ' local' 

neighbourhood schooling ' entitlement' of most New Zealand children; 

ii . Children will have to travel, which means time and money;

ui. Some reticence from some Kohanga because of strong tribal affiliations

particularly Tuhoe tribal Kohanga (I feel that this can be overcome).

Whatever approach is adopted. whether or not i t  involves any of the aforementioned suggestions, 

a major priority for the Department will be the development of workable policy followed by 

adequate resourcing. Bilingual programmes will need to be sustained by native speakers of the 

Maori language. At the present time there are very few native speakers of Maori currently 

teaching in Auckland Primary Schools .  Without having statistics available, it is suggested from 

personal observation. (I would estimate that there are less than fifteen teachers of sufficient 

ability; that is. native speaking Primary school teachers who are teaching in the Auckland urban 

area) . Many more teachers with this ability will be required to meet the needs of the Te Kohanga 

Rea children. It is also suggested that these people must be fully trained teachers. Teacher aides 

and one-year trainees (Maori language teachers) wi l l  only have a limited influence within a 
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bilingual education programme, having a role which wil l  be mainly restricted to language 

teaching. 

There is a need to anticipate the future requirements now, in order that people who have Maori 

language ability can be sought out and trained in time. Physical r�sources such as printed

material, equipment and facilities are virtually non-existent to adequately sustain a bilingual 

programme, and will therefore need to be developed. The need for resources will increase from 

year to' year as more and more children move through the different levels of the system.

Whatever programme is embarked upon, initially there will be a need to carry out various trials 

of a number of different methods of meeting these children's needs. For example, 

1 . some Te Kohanga Reo could be encouraged to retain their children for an extra 

year or two to solidly entrench the language before the children are exposed to the 

formal educational system. 

2 . Classrooms and teachers could be attached to selected Te Kohanga Reo and

operated by trained teachers as an extension of the Kohanga.

3 .  Alternative units or special schools could be developed on a trial basis, based on

bilingual models from overseas.

Most Maori people who have involvement with Te Kohanga Reo in Auckland, (and many of 

whom I have been working with), have expressed keen interest in the idea of a totally bilingual/ 

Maori special school to cater for the needs of their children; schools staffed by qualified Maori 

personnel. competent in Maori language and culture as wel l  as being highly skilled in teaching 

the curriculum. 

Points to consider: 

1 . That a 'unit ' approach be adopted in instigating programmes in selected areas 

where there is a concentration of a number of Te Kohanga Reo; 

2. That the children's  needs will be best catered for through a bi lingual curriculum
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in totally bilingually oriented schools rather than within language programmes; 

3 . Resource development (personnel and material) are necessary and an urgent

priority.

Conclusion. 

In the past, the call for Maoris to ' do something for themselves' has come from many quarters, 

including Maori sources. As far as the revival and retention of the Maori language is concerned, 

the innovative strategy for language revitalisation, Te Kohanga Reo, has provided an answer to 

this challenge. The initial conception, implementation and maintenance of this programme has 

been completely in Maori hands and under Maori control .  The programme has proved highly 

successful as far as it goes and the 'ball' is now in the hands of the schools who are to receive 

these children into their midst. 

It is to be hoped that the schools will fulfil their part of this challenge and react appropriately that 

is, that the programmes to meet the needs of these children are adopted, that these programmes 

are as soundly thought out and set up as Te Kohanga Reo have been, and that these programmes 

be accepted on the basis that these children are entitled to expect their needs to be met by New 

Zealand schools. It is well to be reminded that the Maori language survives only in New Zealand 

and is therefore, the responsibility of all New Zealanders. Almost all other languages spoken in 

this country survive in other countries; the Maori language belongs only to New Zealand. 

Many schools need to alter their attitudes towards teaching of Maori language and culture, 

particularly those that have indulged in ·patronising' gestures and 'window dressing ' .  Oral Maori 

language and its survival must take absolute priority - it is the spoken word that gives cr�dence 

to the customs, practices and culture. Those schools given to isolated ' Maori ' lessons and in 

having a ' Maori Club' and then feel that they have met the needs of their Maori children, need 

to rethink their strategies in the light of the emerging needs of Te Kohanga Reo children. The 

role of the Inspectorate becomes very important. The need to be more vigi lant and more vocal 

3 1 0



Section Four : Chapter One 

in asking schools to justify the lack of appropriate Maori programmes. 

What is being sought is not 'positive discrimination' programmes, but a guarantee of the right 

(under the Treaty of Waitangi, 1 840) of Maori children to have their needs met by the formal 

education system, in their own country . It will be hard work for .all concerned, and will involve 

many changes to the system as it stands riow. The existing political climate is not entirely 

conducive for a complete overhaul in the relationship between things Maori, and the Schools. 

Changes have to be careful to take account of the volatile and sometimes hostile political climate. 

As such many of the suggestions made here attempt to work co-operatively with the existing 

system. The challenge now is for the system and its policies to respond positively to these new 

Maori initiatives. 

A UTHOR'S NOTE: From the 30th June 1 9 83 to I st October 1 983, thirty-two more KOHANGA REO were established 

throughout New Zealand, bringing the total to one hundred and forty-eight units. 

Epilogue: 

This paper was written a few months after Te Kohanga Reo was established. It attempted to be 

pre-emptive of the new pressures which were going to obviously impact on Primary schools. The 

rapid growth of Te Kohanga Reo was already obvious and the education and schooling system 

ivere seemingly unconcerned. The development of Te Kohanga Reo also provided an opportunity 

to raise the profile of Maori educational and schooling underachievement more generally, which 

at the time of 1-vriting, was largely ignored by the state agencies. or ff taken 'seriously ' was 

responded to with liberal 'sticking plaster ' interventions. There was great despondenly amongst 

many Maori teachers ivorking 'in the system ' at this time, and there was a general feeling of 

'hopelessness ': that one was simply marking time and making no progress at all in affecting 

meaningful change for Maori. Until the advent and challenges brought by the emergence of Te 

Kohanga Rea, Maori educational need.s· were largely a 'non-issue ', and subsequently many Maori 

teachers felt overwhelmed in the face of the all pervasive Pakeha dominant bureacracy. One 
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certainly did not put one 's 'head up ' and criticise as you would inevitably make it hard for 

yourself in terms of career advancement and often, with respect to the social relations in the 

Pakeha dominant school environment. Taking into account the difficulties faced by Maori at the 

time of writing, the 'domestication ' of Maori critique and the general apathy of the 'system ', then 

this paper is quite challenging. 

As far as the ideas in the paper are concerned, the overall thrust was to make the 'system ' more 

accountable and responsive of Maori needs. For the next three years or so this was the major 

strategy which was being applied by Maori. It soon became obvious that the system was too slow 

and (we assumed) unwillingly to seriously respond to the new challenges implied within Te 

Kohanga Rea and that other strategies were required Thus this papu shows the early stages of 

resistance activity; it also shows the early thinking of the author. An  important point here is that 

the ideas and strategies contained in this paper were changed - this re.fleets both the praxis of 

the author and the resilience of the 'system '. 
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Chapter Two. 

'Akonga Maori. ' 

Section Four : Chapter Two 

This paper was first delivered in 1 986 to a National Teacher 's Refreshe� Course, Conference 

in Auckland; this version reproduced here is an edited reprint published in the Nga Kete 

Waananga Resource booklets (Smith, G. (ed) 1986).  It develops an early critique of the Taha 

Maori policy initiative developed in 1984 by the Ministry of education. The substance of the 

critique is developed out of research which examined the culturally specific teaching and 

learning nuances of a Te Kohanga Reo setting. The over-riding themes here are related to the 

following questions; 

i. what can be learned from the Te Kohanga Reo context which can be more widely

applied to develop intervention and transformation of the schooling of Maori more 

generally? 

ii. why is the 'akonga Maori ' approach likely to be more successful than the 'taha

Maori ' approach? 

An important point in regard to this paper is the use of the term 'akonga Maori ' (translated) 

· this term has multiple meanings. Maori teacher. Maori learner, Maori teaching, Maori

learning), bi1t is used in this paper in much the same ·way that the term Kaupapa Maori is

used today. In this sense. akonga Maori is the fol·erunner of the more political term 'Kaupapa

Maori '.

This paper makes some key sh(fts from the 1 983 paper discussed in the previous chapter. Jn 

particular, there is an increasing, critical questioning of the system and its structures. This 

structural analysis has been applied to understanding deeper issue's related to the curriculum 

which is beginning to be seriously interrogated on the basis of Michael Young 's (1 971) work 

and the critical insights of the nevi' sociology of education with respect to issues of the social 

construction. selected-ness and control of knowledge. 
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While this paper argues for the validity and legitimacy of Maori knowledge in its own right, 

it does not pull away from the state education system completely. The notion of Maori 

preferred teaching and learning methodologies is also speaking to teachers working within 

. conventional schooling situations. This is an important acknowledgement of the diversity of 

Maori aspirations and needs in education. Not all Maori parents want the same form of 

schooling and education for their children. . That is, Maori are not a homogenous, single 

thinking group with regard to education and schooling. Many Maori parents still want to send 

their children to conventional schools. The point that is being made, is that Maori parents 

should have a fair range of viable schooling options for their children, including Kura 

Kaupapa Maori (which at the time of writing is still not offered formally as an officially 

sanctioned pathway). 

Akonga Maori: 

Preferred Maori Teaching and Learning Methodologies 

Whakamaramatanga: Definition. 

The term 'akonga Maori' is used in this text to describe the preferred Maori way of teaching 

and learning. It does not necessarily describe the traditional (pre-contact) way of teaching and 

learning although akonga Maori in the contemporary sense is informed by traditional values, 

concepts and knowledge. Akonga Maori, as used in this meaning, emphasises the inter

relationship of teaching and learning, in that they are not understood as separate concepts ( c.f. 

Metge, 1 985) .  In a more traditional Maori world view, ' teaching' and ' learning' are perceived 

as being one in the same idea; thus as Joan Metge has amplified, the Maori term for ' learn' 

is ' ako ' and the Maori term for ' teach' is ' ako ' .  The epistemological basis of the Maori notion 

of ' ako ' differs significantly from the Pakeha (European New Zealander) notion, which 

constructs • teaching' and ' learning' as distinctly separate items and activities. It is this latter 

definition, that of the dominant Pakeha perspective, that has been most influential in the 

organisation of New Zealand schooling. The question raised here. is whether or not the new 

emphasis on developing 'Taha Maori' curriculum responses (the adding of Maori cultural and 

knowledge input into existing curriculum of the school e.g. maths, science, english, social 
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studies, technicraft and so on, will in fact have any effect on Maori educational performance. 

Apart from the obvious neglect of structural considerations · exemplified in the work of 

sociologists critically engaging with ' selection' of knowledge issues (e.g. Young, ( 1 97 1 ); 

Whitty, 1 985),  taha Maori programmes have assumed that the existing dominant P akeha 

pedagogy used in schools is; 

a. un-problematic with respect to Maori under-performance,

b. is based on a relatively superior form of knowledge which is regarded as more

' reliable' , ' scientific'  and ' accurate' ,  traditions,

This ' taken for granted' ,  uncritical acceptance of dominant Pakeha pedagogy is also sustained 

by a false consciousness that preferred Maori methods of learning arid teaching are; 

a. associated with ' primitive' thought and therefore relatively inferior

b. ' quaint' cultural icons, which are good ' fun' but not to be taken too seriously

c. irrelevant to the needs of the 'modern' world

Introduction 

This paper addresses a critique of the Taha Maori curriculum initiative in state schools, 

through a consideration of the implications arising from the culturally preferred styles of 

' learning' and ' teaching' as observed within the Maori pre-school institutions of Te Kohanga 

Reo. Te Kohanga Reo ' teaching - learning' methodologies, (akonga) are couched within 

preferred Maori language, knowledge and cultural structures. It is proposed that an 

examination of these ' preferred' strategies used within the Kohanga context, will assist state 

teachers toward critical understandings of the newly proposed 'Taha Maori' programmes. 

Within the New Zealand context it is the dominant Pakeha culture that is the overwhelming 

culture of the school, in the curriculum, administration, pedagogy, governance, language, 

values, policy and political aspects. It is predominantly the dominant Pakeha culture which 

imbues the total New Zealand education structures. and as suggested within New Sociology 

of Education analyses related to theories of reproduction ( c .f. Bourdieu. 1 977).  it is the 

interests of the dominant group which are preserved and maintained by these structures (c.f. 
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Smith, G., 1 984). While some minor concessions to Maori educational needs have occurred 

these have usually been in the area of inconsequential curriculum adjustments, with little or 

no credence being attributed to the · practice of preferred Maori learning - teaching

methodologies, although it must also be conceded there has been very little information 

available which identifies these methods. However, some information is available but it needs 

to be carefully gathered from a range of varied sources (e.g. Salmond, 1976; 1 986; Metge, 

1 986; Pere, 1 984; Holmes, 1 984;). Certainly, there has been l ittle in the way of structural 

analyses or change. The emergence of Te Kohanga Reo has done much to assert the validity 

and legitimacy of akonga Maori, and therefore, with increasing numbers of successful (fluent 

Maori speaking) Te Kohanga Reo graduates entering state schools, it is now appropriate to 

investigate this area in an effort to pre-empt the needs of these pupils. The continued over

representation of Maori pupils generally, within the crisis statistics of educational 

underachievement should, on its own, require all concerned with education to carefully look 

at the transformative aspects of Te Kohanga Reo. Thus, to consider the situation of Maori 

pupils, not just from the perspective of what has gone wrong, but more importantly to 

consider what can be done in positive and affirmative ways to alter this situation. A more 

fundamental questioning needs to be asked of educational structures in respect of the relevance 

of ' What is being taught?' and ' How it ' s  being taught?' in schools. 

This paper proposes that some of the solutions to the learning predicament experienced by 

Maori within the education and schooling, may be discovered within the structures of Te 

Kohanga Reo as an alternative, culturally based schooling structure and which has evolved 

out of Maori communities. However, these comments should be tempered somewhat by the 

acknowledgement that some of the pedagogy and structures observed within Te Kohanga Reo 

are also shared by many teachers within the state school context. There are two aspects to this 

point, firstly Maori have borrowed extensively from existing pedagogical approaches within 

state institutions and have ' culturally adjusted' and then incorporated these strategies into the 

Kohanga setting along side Maori methods, values, language. knowledge and so on; secondly, 

some of the techniques, methodologies concepts and values are held across cultures and 

therefore are not necessarily attributable to any one culture in particular. 
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A necessary prerequisite to a fuller understanding of the interface of 'Taha Maori'  (a state 

organised and initiated programnie within state schooling) and of ' Akonga Maori' (preferred 

Maori teaching and learning within .alternative Maori pre-school institutions) is a wide ranging

discussion of some fundamental educational issues. These issues can be portrayed as tensions 
' 

which exist between polarised positions, of state control and tino rangatiratanga (self

determination), as well as between dominant Pakeha cultural interests and subordinate Maori 

cultural preferences. 

While this paper is ultimately concerned with considering a summary of small-scale 

observations and research of ' akonga Maori' as practised in a Te Kohanga Reo site, it also, 

by contrast, develops some preliminary, critical understandings of Taha Maori as a state 

schooling initiative. As such, this work may be conceived of as a comparative study of state 

state educational interests and Maori altern�tive educational interests. Some insights into the 

development. structure and practices of the innovation of Te Kohanga Reo are described and 

compared with (the mostly problematic) structures and practices of the state schooling system. 

Some discussion of the theoretical underpinnings which inform these two distinctive 

approaches are outlined here. 

Theoretical Discussion. 

In order to gain some insight into what Te Kohanga Reo has to contribute to the 

understanding of Taha MaorL it is useful to compare the theoretical basis underpinning each 

of these programmes. These theoretical positions align themselves with some generalisations 

that can be made about each; 

i. Taha Maori.

Taha Maori is essentially Pakeha defined and designed programme (developed by the 

Department of Education for the state) .  As a policy initiative. it has been created to 

address the perceived needs of all pupils in all state schools .  It is intended to 

' indigenise' the schoo I curriculum by adding Maori components to the existing 

subjects. Due to the fact that approximately eighty per cent of pupils in schools are 
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Pakeha, it can be argued that the programme is more about enhancing the education 

of Pakeha pupils, Maori . Maori pupils, the group in ' crisis' within schools, the group 

for whom the Ministry has claimed the programme is designed to help, and group 

Whose ' budget' has funded the development of the initiative have been marginalised 

outside of the influence of the policy. Other problems relate to the teaching of taha 

Maori programmes, because ninety five per cent of the teaching force is Pakeha, Taha 

Maori implementation is almost totally reliant upon (mostly untrained and unskilled) 

Pakeha teachers. 

ii. Te Kohanga Reo.

In contrast to Taha Maori, Te Kohanga Reo is a Maori defined and designed initiative. 

It began as an alternative pre-school, Maori immersion programme in 1 982. It has 

grown very rapidly and expanded into several hundred sites. It is now administered 

and co-ordinated by a centralised body, the "Te Kohanga Reo National Trust") .  As it 

is primarily designed to address Maori pre-school children and their language needs, 

Te Kohanga Reo has since its ' birth' ,  been concerned to reflect Maori preferred styles 

of management, administration, curriculum (not a formal curriculum), pedagogy, 

values and culture. Te Kohanga Reo is almost totally dependant upon Maori 

personnel, ' kaiako ' ,  ' kaumatua' ,  'kuia' and so on, all of whom are selected for their 

ability with language and culture. 

Two distinct " theories' . (speculative sets of principles) which develop and support conflicting 

interests can be identified as underpinning each of these educational strategies. The first, · self

esteem theory' gives impetus to Taha Maori programmes; second. 'validity of knowledge 

theory' underpins the drive within Te Kohanga Reo . 

i. Self-Esteem '.theory '.

Self-esteem theory forms the basis of the Department of Education ' s  offic ial rationale in 

respect of Taha. Maori (c .f. Taha Maori in School: c.ettinR Started. 1 984) .  This theory can

be summarised as a ·panacea · approach. Maori content (knowledge. language and culture) 
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within schooling and education is developed only insofar as to facilitate ' real' learning; that 

is, the status quo, ' taken for granted' ,  monocultural curriculum. In other words, this strategy 

merely makes cosmetic change and can be summed up in the popular quote ' a  spoonful of 

sugar helps the medicine go down' . Another, concern is that self-esteem strategies continue 

the 'victim blaming' orientation of Pakeha defined explanations, in that onus for change is put 

back on the Maori learneL Structural issues are not seriously questioned or challenged at all, 

for example ' What counts as knowledge? ' or the unequal power relations context between

Maori and non-Maori New Zealanders. 

Where Taha Maori programmes are directed at the education of Maori pupils, it is mostly 

with regard to facilitating an improvement in Maori school perf�rmance within the ' taken for 

granted' system of schooling. Thus, in making Maori pupils more 'comfortable' at school it 

is assumed that they will be better able to handle ' learning' ;  learning which has been, for the 

most part, defined by the cultural parameters and knowledge selections of the dominant 

Pakeha population. Taha Maori is an effective strategy to assist the education of Pakeha p upils 

with cross-cultural insights and knowledge. While this in itself is an important and positive 

function, its limitations with respect to Maori education need to be clearly acknowledged. It 

has been more concerned for the development of 'biculturalism' within Pakeha students,  and 

to also develop, in theory, if not yet in practice, a unique New Zealand system of schooling 

thfough attempting to ' indigenise' the school curriculum and also indigenise the non-Maori 

New Zealand population. Some critical questions ought to be raised here with re�pect to

politics of Maori as the indigenous people and the ownership and property rights which extend 

from the notion of ' tangata whenua · (glossed as the indigenous people, or literally the 'people

of the land ' )  and which is inscribed within the Treaty of Waitangi signed in 1 840.

While ' self-esteem theory' can be commended for its intent, in reality it has a major flaw -

it continues the emphasis on deficit approaches in its use of Taha Maori as a means to 

' improve and uplift the victim' to fit into the taken for granted · status quo' of existing system 

of dominant Pakeha social relations. Taha Maori is used as a means to · re-cast' Maori pupils 

to fit the · mould' of the pre-ordained Pakeha schooling system. That is, Maori pupils are still 
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seen as a ' problem' .  The deep structures related to economics. power and ideology, remain 

unquestioned. For example, the structured superiority of Pakeha knowledge forms remain 

unchallenged. The main criticism <_>f ' self-esteem theory' is to be found in the self-preserving 

mechanisms of the liberalist structures which seek to avoid addressing more fundamental 

changes necessary to recognise the validity of different cultural forms of knowledge, in this 

case, Maori knowledge forms. 

ii. Validity of Knowledge 'theory '.

Maori aspirations and interests as articulated through Te Kohanga Reo make clear statements 

about Maori knowledge being 'valid' and ' legitimate' .  Maori knowledge, sometimes 

generalised in terms such as ' matauranga Maori ' ,  ' tikanga Maori ' or ' mohiotanga' is still 

important within the Maori language idiom, in Maori ritual situations and hui and within 

specific Maori learning contexts such as Te Kohanga Reo. Maori values, knowledge, world 

view and epistemology are stil l  very much present today within the thinking and actions of 

many Maori people who operate through the medium of Maori language. Te Kohanga Reo 

(language nests) are sites which are potentially able to both produce and reproduce Maori 

modes of thinking, knowledge and values and world view . . 

Te Kohanga Reo employ culturally sympathetic methods of education which have moved to 

embrace the cultural and social needs and concerns of its pupils and their parents. Validity of 

knowledge ' theory ' invokes some fundamental structural changes with respect to the power 

and control over knowledge, thus. within Te Kohanga Reo. Maori knowledge and Maori 

methods of teaching and learning are recognised as being legitimate and acceptable. 

Such ' theory' also has political significance, in that the ' theory' recognises the political 

importance of controlling knowledge; control over knowledge systems facilitates the 

maintenance of wider political control within society more generally. The political 

ramifications of · controlling' knowledge are implicit in the following questions: 

i ) What counts as knowledge?

ii) How is such knowledge produced?
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iii) Do different groups in the community value different forms of knowledge?

iv) If so are these fairly represented in the school curriculum?

v) How is knowledge transmitted in the classroom?

vi) Who has access to this knowledge �n� who controls -this access?

vii) Whose interests does this knowledge serve?

viii) How do prevailing methods of evaluation (tests, examinations, etc. )  serve to

legitimise existing forms of knowledge?

ix) What ideological appeals justify the system?

[From P.K. Ramsay Ed. , 1 984; following Michael Young: 1 97 1 ]  

The following i llustration i s  used i n  order to further illustrate the significance of the validity 

of knowledge ' theory' .  The following illustration contrasts valid Pakeha knowledge with valid 

Maori knowledge. The less than subtle difference is, that one knowledge form is accepted as 

' legitimate' knowledge within the schooling system, the other is not. The following example 

illustrates this point: 

' If a plant were to be described in terms of sepals and calyx, petals and 

corolla, stamens and stigma, waxy cuticle, epidermis, palisade cel ls. 

chloroplast, stoma, transpiration, photosynthesis, etc . ,  we would stand a good 

change of being credentialed with a pass in School Certificate Biology . . . .  ' 

'Yet, if we were to describe the same plant in terms of Tane-mahuta, life and 

death (mate atu he tete kura ara mai, ra he tete kura), mediation between 

different levels of tapu, medicinal uses, food uses, etc. ,  this knowledge is not 

regarded as ' acceptable' within the credentialling processes of our school 

system . . .  

[This example from Hiwi Tauroa; Personal communication: 1986] 

While these two culturally defined positions appear contradictory. both views can be supported 

as ' legitimate' as they provide complimentary perspectives in building a more complete 

knowledge understanding for Maori pupils. Maori people have often stated that they want 
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excellence in both, ' Pakeha knowledge' and 'Maori knowledge' in the education of their 

children. It is not a choice of one position over another as some opponents o f  Maori 

knowledge being taught in schools, believe. Opposition to Maori language, knowledge and 

custom is often perpetrated through the articulation of contrived �depositing myths' . For 
. . 

example, 'Taha Maori won 't get you a job! '; 'Maori knowledge belongs to the past, it is of 

no practical use in the modern, technological world in which we live today '. 

The Current State of Maori Education 

Developments within Maori education have been particularly significant during the last two 

years. Many of these developments reflect societal shifts in respect of increased concern for 

' equity' and ' social justice' . This trend has also been reflected in schools with growing 

emphases upon the accountability of the educational structures. This ideological shift, couples 

with an . emerging politicisation of Maori people through Te Kohanga Reo, has seen an 

increase of Maori opinion and interest in education. Furthermore, these opinions are being 

strongly and consistently articulated by an increasing number of Maori individuals and groups. 

This momentum associated with the analysis and development of Maori education is also 

apparent within the wider Maori community, outside of formal education structures. Maori 

have become increasingly critical of the recent reforms and have begun to formulate strong 

critique of the ' hidden curriculum ' (see Apple, 1 979, 1 982; Giroux. I 983)  of Pakeha power

and control .  As well, some changes and new strategies (which are ostensibly intended to 

support Maori cultural and educational aspirations) have been developed · within state 

schooling. for example; 

L Taha Maori - to introduce a Maori dimension into NZ schooling. 

ii. Bilingual Schools - selected schools, teaching both the Maori and English 

language. Many rural schools have become bilingual. Other schools have developed 

specialist classes or units. 
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i i i . Maori Language Syllabus - a 'non-compulsory' syllabus to be trialled m 

primary schools.

However, other strategies have been developed outside of the state, that is from within Maori 
' 

communities. These community developments can be interpreted as a direct result of the 

frustration of Maori with the non-performance of the state schooling system. For example; 

i. Te Kohanga Reo - Maori language nurseries for pre-school Maori children. 

u .  Alternative Schools - two schools to date which have been developed 

specifically to cater for Te Kohanga Reo graduates. 

Taha Maori :  Some Issues for Consideration 

According to the Department of Education booklet, 'Taha Maori Getting Started ' ( 1 984), the 

intention of Taha Maori is stated as being; 

· . . . the Maori dimension or literally the Maori side. In the education process, 

Taha Maori is the inclusion of aspects of Maori language and culture into the 

philosophy, the organisation and content of the school. In  the curriculum it is 

not a separated out compulsory element. Pupils should not go into the 

classroom to 'do' Taha Maori . Aspects of Maori language and culture should 

be incorporated into the total life of the school :  into its curriculum. buildings. 

grounds. attitudes. organisation. It should be a normal part of the school 

climate with which all pupils and staff should feel comfortable and at ease. '  

(Page 1 )  

The scope of the challenges suggested here are very broad and are aimed at intervening in the 

whole of New Zealand society. Within this definition. the success of Taha Maori wil l  not only 

require the · goodwil l '  of the dominant Pakeha population. but also require some major 

structural adjustments both within schooling and within wider society to be successful. 



Section Four : Chapter Two 

Schools, incorporating Taha Maori programmes, are perceived as ' agencies of change' which 

can stimulate wider societal transformation in regard to the acceptance of the validity of Maori 

language, knowledge and culture. The historical record of Pakeha abilities to nurture Maori 

culture is extremely poor and does not auger well for a successful outcome given its heavy 

dependence on Pakeha people. The difficulties of achieving this ' lofty' aim, are also suggested 

in the following paradox which educational theorists throughout the world still' can not fully 

agree upon . . .  whether; 

'Society is the product of schooling, or schooling is the produrt of Society '. 

The enormity of the task facing teachers and schools should not be underestimated. Already 

Pakeha resistance to Taha Maori initiatives have surfaced within blatant racist oriented 

commentaries and actions (for example the phenomenon of ' White flight/fright' is becoming 

more common, that is, the withdrawal of Pakeha children out of schools required to teach the 

Taha Maori curriculum);  scathing criticism within curriculum review submissions (see Review 

submissions in 1 987  Report) ; outbursts by individual Pakeha principals and teachers through 

the Media about being forced to teach programmes which they are i ll-equipped to do, the lack 

of resource support, the ' lowering of educational standards' etc. 

Analyses of the expressed resistance to Taha Maori reveal hegemonies based on fallacies, for 

example : 

'Tahci Maori is about catering for Maori aspirations, such as 1\1aori languaRe. within 

the system ' 

This is incorrect: first. it is intended to be directed at all pupils in all schools; second. it is 

more to do with developing biculturalism within the dominant Pakeha population than with 

providing for Maori cultural aspirations. 

'Taha 1\1aori is an initiative that has heen contr.ived hy Maoris and is heing forced ' 

on to Pakeha pupils '. 
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This too is a fallacy. First, 'Taha Maori' is an official policy initiative evolved by the 

Department of Education as a response to the need to be seen to be providing a more 

culturally equitable system of education; second, Taha Maori is also about the volution of a 

unique New Zealand system of Education, such as may be attained through ' indigenising'  the 

present curriculum. 

Other hegemonies supporting Pak:eha resistance can be seen in statements such as 'Taha Maori 

won 't get you a job '; 'Taha Maori will lower the standards of education '; 'It 's a Pakeha 

world '; all of which are based on a false presumption related to the superiority of Pakeha 

culture over Maori culture, and perhaps herein lies the real need for Taha Maori in schools -

to provide a culturally informed education for Pak:eha. However, this would again represent 

a capture of the Taha Maori programme by Pak:eha needs; any Maori programme which is 

initiated by the state, ought to in the first instance, be concerned with re-establishing the 

worth, the validity, the legitimacy of Maori knowledge. 

Te Kohanga Reo. 

Literally translated, Te Kohanga Reo means ' the language nest' . Te Kohanga Reo are pre

school total immersion Maori language centres, catering for children from six months o ld to 

six years of age. Te Kohanga Reo. as language revital isation initiative, was first proposed at 

a Hui Whak:atauira - a Maori leaders gathering in 1 980, and the first manifestation of the idea 

opened February 1 982 at Puke-atua in Wainuiomata. The original idea came out of ' think 

tank' convened by Kara Puketapu (the Secretary for Maori Affairs) of senior Maori Affairs 

Officers - the idea was sanctioned and endorsed for action at the Leaders conference (Iri 

Tawhiwhirangi - Personal Communication). Since this beginning, the growth of Te Kohanga 

Reo has been both rapid and widespread. Within New Zealand, Te Kohanga Reo have been 

established throughout the length and breadth of the country. The concept of Te Kohanga Reo 

as a means of revitalising language has been examined by Aboriginal Groups in Australia, 

Inuit and Indian groups in Alaska and Canada, and American Indian groups in the United 

States. Te Kohanga Reo for expatriate Maori_ children have been founded in Hawaii, 

Singapore, Brisbane. Sydney and Salt Lake City. 
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The priority concern of Te Kohanga Reo is for the revitalisation of spoken Maori language; 

'Kia whakatipu ai i te reo' .  This language revitalisation project is facilitated by each Te 

Kohanga Reo establishing very strong whanau (traditional extended family relationships)

structures ,.within which to nurture the learners and the language context. Families are

encouraged to learn the language around and alongside their pre-school children, so that the 

teaching and learning of Maori language is facilitated in a supportive, loving and caring 

environment. It is this whanau (extended family) base that contains and supports the Maori 

pedagogy, or Akonga Maori. 

The rapid development of Te Kohanga Reo is attributable to a deep concern among Maori 

about the imminent ' death' (Benton, 1 978) of spoken Maori language. Since its beginning five 

years ago, the growth of Te Kohanga Reo has been impressive as reflected in the following 

statistics: 

t. two thirds of growth recorded in New Zealand childcare numbers from 1 98 1

to 1 985 was in Te Kohanga Reo

1 1 .  it is now the fastest growing pre-school service

ni. it has a potential pool of 3 5,000 Maori babies under the age of give years.

iv. it has approximately 8 .000 children enrolled as at December 1 986

v. National total of Te Kohanga Reo is 460 as at December 1 986

vi. a breakdown of Te Kohanga Reo in the Auckland region; 105  full-time, many

more part-time

In less than six months time the first graduates from Te Kohanga Reo who wil l have had 

almost five years exposure to Maori language. wil l  be required by law to enter a state school 

or some other approved form of schooling. (In Ne\v Zealand al l chi ldren are required by law 

enter school by the age of six years) . Taha Maori will not be sufficient to cater for the needs 

of these pupils. Maori resistance to what is beihg offered within state schooling is being 

expressed in many different ways by Te Kohanga Reo parents through the withholding of 

their children for as long as possible from having to attend unsympathetic schools ;  through 

overtly attempting to change schools to be more accommodating of the language needs of 
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their children through the establishment of alternative schools (e.g. Hoani Waititi Kura in 

West Auckland); and as Metge ( 1 976) has suggested in · attempting to explain Maori 

educational underachievement in general, through the conscious rejection of present forms of 

schooling by deliberately 'failing' (c.f. Willis, 1 977), by refusing to participate in the Pakeha 

dominant educational structures and processes. 

While the last three years have seen a number of new developments and initiatives in Maori 

education, the discrepancy between what actually happens in state schools and the perceived 

needs of these pupils is extreme. Unfortunately, it is clear that most 'mainstream' primary 

schools are not, as they are presently organised, capable of meeting · Te Kohanga Reo 

graduates' language needs. The state school system as it is presently structured, poses some· 

dangers for Te Kohanga Reo graduates who stand to ' fail ' within the mono-cultural status-quo 

system because of inadequate programmes which cater to their specialist needs. Worse still, 

they could well be exposed to programmes counter productive of the original intentions of Te 

Kohanga Reo. 

Some of the challenges posed by Maori aspirations for state schools can be gauged by 

considering some of the strengths of Te Kohanga Reo. 

L Te Kohanga Reo are sustained by an almost universal ideology among Maori 

people that urgent steps need to be taken to ensure the survival of spoken 

Maori language: a collective consciousness. 

IL Te Kohanga Reo has proved successful under Maori organisational and 

administrative autonomy. 

1 11 .  Te Kohanga Reo has served as a politicising agent parents are now more 

aware of the Educa�ion process and are becoming more demanding and 

questioning of the functions an practices of schools. 

1v. Te Kohanga Reo is successful. While there are a number of different methods 

of organisation, most Kohanga can be regarded as successful in that children 

with well developed Maori fluency are already emerging after only four years 
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exposure. 

To reinforce what has already been stated, Taha Maori will not in itself meet the needs of Te 

Kohanga Reo graduates, however, Te Kohanga Reo may be able to assist Taha Maori 
. . 

initiatives by providing insights into Maori knowledge codes and pedagogy and thereby rescue 

some positive potential within Taha Maori programmes. 

Description of Natari Kohanga Reo :  A case study. 

a. Background 

'N atari ' Te Kohanga Reo began in February 1 983 . It occupies the renovated basement area 

of a large West-Auckland home. A number of structural alterations have been made to the 

building in order that the facilities of the Kohanga Reo conform to Department of Social 

Welfare standards. As such, the area designated as the Kohanga is completely self-contained 

with its own kitchen, toilets, sleeping room, large concrete play area, sand-pits, grass lawn, 

entry and exits and so on. The current roll consists of eighteen children. Three of these 

children have attended the Kohanga since it opened and most are long term attenders. 

When Natari opened in 1983 it began with six children, two of whom belonged to All ie, the 

woman in whose home the Kohanga has been established. Since its beginning Natari has 

relied heavily on the commitment and support of Allie and her family. Natari has always 

operated on a fulltime .basis, and on a similar timing schedule to Primary schools i .e .  8 . 30  am 

to 4.00 pm; same holidays, and so on. Some accommodation with respect to timing is made 

on an individual basis with parents who work particular shifts or hours. 

Some of the significant features of Natari Te Kohanga Reo include: 

* Natari has relied very heavily on Allie for its impetus and constant support although

the Kohanga is managed by the whanau collectively . Allie· s own, strong personal

commitment is also expected (by her) of all the other parents within the whanau group
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- this makes for a particularly committed whanau. 

* Natari brings together a group· of parents who have a number of useful skills, such

as carpentry, caterers, teachers, house-parents who can give of their time to assist

during the day.

* 

* 

* 

* 

* 

* 

* 

N atari has always had very good management; Allie is a successful businesswoman 

and these skills have served the Kohanga very well in relation to financial 

management. 

Natari Kohanga Reo attempts to ensure that the needs of the mokopuna (children) 

always come first, this can be witnessed in the high demands made of kaiako 

(teachers}, the high standards of facilities, equipment and day-to-day programming. 

Natari whanau has a strong collective commitment to Maori language and the Maori 

way of doing things; as well as concern for the mokopuna to have excellence in 

things Pakeha as well .  

Natari places a strong emphasis on health; e.g. ,  visits from health nurses; regular visits 

to the dental clinic; rigorous physical education programme. 

Natari parents pay a fixed amount each week and it is also expected that parents 

participate and contribute to whanau activities whenever they are able (given that some 

parents are unemployed or on a welfare benefit of some kind). 

Natari has eighteen mokopuna at present, three over the age of five;  seven are four 

years o ld: the rest range from eighteen months to three years old. 

Natari has at present. a kaiako (teacher) and administrator, four kaiawhina (workers) 

from ' Access programmes' (employment programmes), transient kaumatua and kuia 
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as well as parent help (these often change) . 

. Kohanga Reo activities have been regularly organised on a whanau basis, e.g. trips to the zoo, 

the beach, Lion Safari Park, the Marae, Finlay 's  Bakery, policeman's visit, traffic officer' s  
. . 

visit, visit to fire station, concert performances, etc. Other features of Natari Kohanga Reo 

provide plenty of variation in weekly programmes, for example; 

i. swimming pool, swimming- lessons in summer

11. the purchase of an adjoining property to extend the play area - and an

adventure playground

111. banking, weekly visit to bank

iv. music lessons - all children learn piano by Suzuki method, music teacher

attends whanau language classes

v. two vans available for whanau transport

vi. lan�uage classes for parents

vu. overseas trips, e .g. Australia in August 1 986.

Akonga Maori 

The main aim of this paper has been to present a summary of some examples of Akonga 

Maori as observed within Kohanga Reo in the Auckland region and/or as reported within 

current research. The majority of the observations carried out in this study have been made 

in Natari Kohanga Reo. This has been possible, both as a participating parent with the whanau 

and a researcher in Education. 

Akonga Maori, as used within Te Kohanga Reo. is based on preferred Maori cultural 

concepts. Te Kohanga Reo children through the medium of Maori language are exposed to 

traditional concepts and world views which form the basis of Akonga Maori.  These concepts 

are reinforced as legitimate and val id views of the world. However, Akonga does not pertain 

only to traditional concepts: the term · Maori · is used here to describe practises and views 

which are characteristically preferred by Maoris and may or may not focus in the ·past ' .  
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Some Examples of Akonga Maori 

1 )  Definitions of Knowledge 

Pakeha and Maori definitions of knowledge differ, e .g.  

Pakeha · � knowledge is in the head; the brain 
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Maori - knowledge is differentiated into particular categories; 

matauranga - reliable knowledge 

mohiota�ga - knowledge acquired by familiarity 

waananga - ancestral knowledge 

A)l forms of knowledge were stored in the puku (belly) . Knowledge was further differentiated

into specific localities within the puku. For example; 

thought - hinengaro - spleen. 

emotions, feelings - ngakau - entrails 

will - manawa - heart 

( c.f. Salmond, 1 986) 

Another example showing the difference between Pakeha and Maori knowledge codes, is the 

following comparison; 

Maori - differentiates the origin of different emotions e .g .  deep anger emanates 

from the belly (puku) as in the term pukuriri .

Pakeha - nearly al l emotions are ruled by notions related to the imagery of the 

' heart' , e.g. love, sadness, anger. 

Within Maori thinking, Knowledge fell within the : control '  of Tane (God of ' man' )  'and 

within the influence of the many manifestations of Tane. This can be seen in the variety of 

forms of valued knowledge, including the origin of Waananga knowledge, e.g. Tane went in 

search of knowledge and found it in the t\velfth heaven; this journey is remembered in the 

following traditional tauparapara: (poetic chant)

Tenei au te hokai a taku tapuwae 
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Ko te hokai nuku, Ko te hokai rangi 

Ko te hokai a to tipuna a Tane nui a Rangi . 

I pikitia ai te rangi tuhaha 

Ki te Tihi ·o manono Ka rokohina atu 

Ko lo  matua kore anake · 

Ka tikina atu nga kete o te wananga 

Section Four : Chapter Two 

Ko te kete tuauri, Ko te kete tuatea, Ko te kete aronui 

Ka tiriatiria, ka poupoua ki Papatuanuku 

Ka puta iho, Ko te ira tangata 

Ki te whai ao, Ki te ao marama 

Tihei Mauri Ora! 

Two important points about Tane's  search for knowledge are that he sought wananga on 

behalf of everyone else. (In Maori thought, knowledge belongs to the group; individuals only 

hold knowledge for the benefit of the group; individuals have a responsibility to share 

knowledge; the welfare of the group depends on the sum of the collected knowledge of the 

group). Secondly that the wananga gained, came in three separate kits: (knowledge is 

differentiated): 

Te kete tuauri . . . . . . . . . . . of peace, love, goodness (emotions) 

-Te kete tuatea . . . . . . . . . . . of prayers, rituals and incantation (esoteric) 

Te kete aronui . . . . . . . . . . . war, agriculture. woodwork. earthwork (practical) 

2. Traditional Forms of Learning 

a) Generally learning related to life-skills for the benefit of the group was

emphasised. Differentiation of the skills to be learned was determined by

gender. age, rank and other means:

e.g. flax work, what . was learned had to be learned 'exactly' (mistakes made

had to be undone and started again ! )
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b) Whare Waananga - formal knowledge, esoteric, ancestral knowledge - e.g. 

Te Rawheoro, Papawai (two traditional schools of learning) .  

Nepia Pohuhu, Te Matorohanga (great debates); distinction made between 

(i) Te Kauae runga (esoteric ·knowledge; restricted knowledge) 
' 

(ii) Te Kauae raro (ordinary knowledge; unrestricted knowledge) 

Traditional sanctions were applied to main authenticity and correctness 

of knowledge passed on through oral traditions. 

Tauira - selected students (chosen on ability) to be given specialist 

knowledge 

Koorero - learned discourse, specialist knowledge on a subject which 

is shared orally with others. 

c) wananga for specialist reasons; e .g . ,  to facilit':lte learning of all forms of oral

tradition; to facilitate skills learning; etc.

3 .  World View 

Traditional forms of world view are endorsed within the practices of Te Kohanga Reo, 

e .g . : 

a) personification of objects 

Kaapua: "Kua haere ke a Tama nui te ra" (Natari) (the sun has gone -Tama 

Nui Te Ra has gone). 

"Kei te moe te marama" (the moon is asleep) (T. Roa, personal 

communication) . 

b) Relationship to environment

Maori are related to the environment through genesis myth (Rangi and Papa).

In Te Kohanga Reo, children are encouraged to sing. dance, and talk about

their relationship with the environment . . .

(Rangi and Papa) e.g. ,  Pita Sharples' descripti�n of a 'Waititi' pupil ' s  attitudes to the 
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Purerehua (butterfly) - "they are the butterfly, they are the same whanau, brothers 

and sisters together ! "  (Personal communication). 

A. Identity 

Whakapapa is an extremely important part of Te Kohanga Reo' although it is taught 

on a lesser scale to avoid tapu (restrictions) complications; whakapapa relationships 

are also utilised within Te Kohanga Reo as a means to facilitate teaching. Examples 

of the use of whakapapa concept; 

a) relationship to Rangi and Papa - to the environment

b) relationship to tupuna - iwi, hapu, whanau .

c) new loose associations - Kohanga Reo whanau, urban based.

Pupils learn to associate with symbols from their own tribal areas . 

Examples: · 

' Ko Hikurangi raua ko Putauaaki ooku maunga' (Hikurangi and Putauaaki are my 

mountains) Kaapua-Natari. (This example also demonstrates personification. ) 

Opportunities are constantly provided for chi ldren to express these associations; to identify 

.themselves and the groups to which they belong; reinforcement of whanau/group concepts . 

5 .  Values 

Whanaungatanga - sense of family, co-operative effort, unity, togetherness ; Te 

Kohanga Reo endeavour to operate as a family unit at all times.  

Aroha . . .  love, respect, pity. assist. regard fo r  people and property hosting and 

entertaining, taking responsibility. 

Wairuatanga... - spirituality. respect for environment. respect for ancestors 

tupuna Karakia. commune with environment. 

mana ...  - self-respect. prestige. honour. support. sel f-esteem positive 

334 

reinforcement 



Section Four : Chapter Two 

taha tinana . . .  - health of body and mind. For example, Natari has very strong physical 

education programme, health nurse visits, dental nurse visits, etc. 

awhina . . .  - help, jo in in; parents are expected to assist when and where they can. 

Maori values pervade the total Kohanga Reo environment; most behaviour within Te 

Kohanga Reo is determined by Maori values. As a consequence of this, these values 

strongly influence akonga. 

6. Akonga 

Some important generalisations about the teaching methods used within Te Kohanga 

Reo can be made, despite the restricted nature of this research, which should be 

regarded as a preliminary investigation only. Thus within Te Kohanga Reo, teaching 

methodologies are generally: 

a) very positive, positive reinforcement for desired behaviours

b) emphasise "building" on what children know as opposed to what

they do not know - in this way teaching a success 

oriented. 

c) group orientation; emphasis is given to whole group involvement. 

E .g .s  He aha tenei Tama? (What is this Tama?) 

Kaore au e mohio (I don't know) 

Kao re .koe e mohio ana, he aha te tai o tenei? (Don't  you know what the 

colour of this is?) 

Whero (Red) 

Ae, kia ora Tama, he "Mihini" whero tenei (Yes. well done Tama, this is  

a red machine) 

He aha tenei tamariki ma? (What is this children?) 

He mihini whero (A  red machine) 

Ae, Ka pai oo koutou mohiotanga ( Yes, your understanding is very good). 
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Little discrimination between teacher and learner: 

interchangeable; 

roles are 

[Tania Oldham describes in her research several examples of children taking 

over the teaching role] (personal communication) 

Example from Natari . . .  

Kei a koe t a  m atou karakia Kaapua (You say our grace Kaapua) 

Kao, ko koe (No, you do it) 

Kaore au e mohio to karakia nui (I don't ·know your long grace) .  

Ae (yes you do) 

Kao (No- I don't) 

Ae ... Whakarongo ... . "E te Atua" ... korero Papa 

(yes . . .  listen . . .  "E te Atua" . . .  say it papa . .  ) [repeat) 

E te Atua . . . (E te Atua) 

Homai te ha . . .  (Homai te ha) 

Homai te ha .. . etc. etc. 

e) Inclusive behaviour

This is a fundamental. organising principle of the observable behaviours within

Te Kohanga Reo .  Inclusive behaviour is emphasised through group oriented

activities; lots of different group activities are used to support Akonga -

teaching and learning. Children are not only taught about "whanau" (family 

group) .responsibilities but they are also practised as an essential organising 

component of Te Kohanga Reo. While children are sometimes grouped into 

smaller groups according to age and social maturity, more often. they are 

grouped all together. as a whanau. Some inclusive behaviours (whole group, 

orientation) are to be seen in the following activities: 

Older children are encouraged to care for younger children; older children have 

tasks to perform. e .g  . .  pack up blocks, tidy books. clear sandpit. put shoes on 

younger children, wipe younger children's noses, etc. 

Group learning; oral chanting: e .g .  Waiata, Karakia - oral tradition. 
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T.K.R. environment allows children to eat, sleep, learn, � together 

amongst themselves and with adults. 

f) Questioning 
' 

When questions are asked, individuals are not often pressed to provide an 

answer; the answer may come from the group, but then the question is 

redirected to the individual to respond with the shared answer. 

All answers are accepted - children are allowed to make mistakes - all 

contributions are accepted whether on the topic or not. Group reinforcement 

is sought for the more correct answers . 

For example [From Natari] 

Kaiako : Kei te mataku te· ngeru nei? Ae? (Picture) 

Tutor: (The cat is frightened isn 't it? Yes?) [looking at whole group] 

Tamariki: 

Children:

Kaiako:

Tutor:

Alamein :

Alamein:

Kaiako:

Tutor: 

(Yes ! )  

Pehea o o  whakaaro Alamein? 

(What do you think Alamein?) 

Mataku! 

(Frightened! ) 

Ka pai to korero Alamein, tino mataku te ngeru nei te 

kuri e auau ana; tino pai koutou ki te whakarongo, tino  pai 

koutou ki te titiro . . .  titiro ano . . .  

(Very good Alamein, this cat is very frightened o f  the dog 

barking; you are all very good at listening and very good at 

looking . . .  look again . . .  ) 

Here the Kaiako is quite prepared to fol low the interest of child also 

demonstrated is the group orientation of the Kaiako 's comments. 

A " Problem solving· technique is also used - the Kaiako sets a problem and 

deliberately plays ignorant; the children enjoy showing adult how to solve the 

problem [From Natari] . 
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g) Different methods of learning employed at different times :

these learning methods could be described m the known Pakeha

categories: E.G.

1 ) . The following different learning procedures were observable in N atari;

i. imitation

11. verbal association

111. trial and error

IV. logic; inductive and deductive

v. etc.

2) The following different intellectual processes were being used to

challenge the children learning in the Kohanga situation [Natari}

1. perce1vmg

11. discriminating

ui.  comparing; making relationships

iv. analysing and synthesizing.

h) Communication

Maori language competency is the overriding objective within Te Kohanga Reo

and at all times children are encouraged to use oral language as much as

possible. Activities are chosen to this end, to promote the use of language.

However, a high incidence of non verbal communication, body language also

occurs and this is accepted without difficulty.

Awhiawhi (embrace), Kihi (kiss) - the children are encouraged to cuddle and

comfort each other: they inevitably kiss goodbye and hello. Generally

speaking, Kohanga chi ldren are very outgoing and confident even when

strangers come into the Kohanga.

i) Punishment

Physical punishment is discouraged in Natari: raised voice is used; worst

punishment is be excluded from group activities. Always repatriation of
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excluded, back into the group. 

Example (i) Sonny Taare - personal communication. 

Describes Nanny physically embracing (awhi-awhi) both dissenters; 

physically reuniting them, repairing the relationship. 

Example (ii) Kaapua being sent to room; being excluded upsets her more than 

a "physical" punishment. 

Example (iii) Nanny Allie with Tama, cuddling, rocking, and verbally 

sympathising with Tama until he had regained his composure enough to 

apologise to the other children for being 'mean ' .  

j )  Material Resources and Eguipment 

Most of the resource materials found in Te Kohanga Reo are resources which 

have been borrowed from various sources and.which usually have been adapted 

to conform with the preferred teaching and learning strategies underlying 

Akonga Maori. Generally speaking, there are very few resources that are 

being produced based primarily on akonga; Maori preferred teaching and 

learning and which serves to reinforce Maori values. and the validity of Maori 

knowledge. 

The few ' sympathetic' resources that have been produced have usually  been developed by 

individual Te Kohanga Reo or extra special projects. The following examples of what might 

be considered appropriately sympathetic resources were produced using the skills of Pakeha 

Secondary trainees at the Auckland College of Education in 1 986; (with Maori guidance). 

Example (i) A large. · co-operative· jig-saw 

- it is based on an enviro-nn1ental theme 

- it involves large group participation: co-operation 

- it can support great deal of language interaction 

Exan1ple ( ii )  A small book " Ko Roimata Au" 

- it is  based on Maori world view: personification 

- it puts across the idea of the water cycle 
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- it conforms with Maori values towards environment 

- it promotes language interaction 

Final Comments 

This paper has endeavoured to develop understandings of Taha Maori by looking inside Te 

Kohanga Reo. Teachers seeking expertise and competencies in Taha Maori implementation 

are asked to look closely at Te Kohanga Reo, on the basis of this being an expression of 

Maori educational and schooling preferences. 

In particular this paper has assumed the legitimacy of Maori forms of knowledge and akonga -

Maori preferred learning and teaching methodologies - as viable educative ideas and practises

and has argued that there are some key aspects related to Te Kohanga Reo structures and 

practice which ought to inform state schooling programmes such as Taha Maori. It has also 

been suggested that Maori knowledge and akonga particularly, may have a more universal 

application within the pedagogies used in most New Zealand classrooms. 

The discussion has had to have been wide ranging of necessity, in an effort to acquaint 

teachers with the many ramifications of firstly, Taha Maori and secondly, Te Kohanga Reo. 

The challenge facing teachers in respect of Taha Maori implementation and practise is a 

demanding one but is well within the capacity of the great majority of teachers . This is borne 

out in the fact that there are already many fine examples of both teachers and schools which 

have already moved successfully toward tackl ing these challenges; it is also apparent, for 

example, within Teacher Training at the Auckland College of Education; through positive 

programme demands; supportive attitudes and skills apparent in trainees and staff, and within 

the efforts to make appropriate ' structural' changes within policy. It is to be also seen in the 

positive lead taken by the Department of Education in its overt support for Taha Maori. 

Finally, there are already many good reasons why teachers will need to be familiar with Taha 

Maori implementation and practise. M�ny of these reasons are quite familiar already, for 
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example; to be more competent in meeting the needs of the pupils which come under the care 

of teachers; to meet more adequately the educational aspirations of Maori people; to reverse 

the crisis statistics of maori pupil performance in schools and so on. However, support for 

Taha Maori should also be seen in terms of developing a New Zealand system of education; 

indigenising the present Pakeha dominated curriculum and of giving due credence and 

acknowledgement to Maori knowledge forms and akonga; that is, to appropriately support, 

validate, and legitimate. Maori knowledge and akonga within all New Zealand schooling. 

Epifogue. 

This paper has been very influential in developing new directions in language acquisition. 

Three Maori theses (Hohepa, 1 990,· Kaai, 1990,· Churchward, 1991,l have built on this 

teaching and learning factors identified in the Te Kohanga Reo and outlined if! this paper. 

At  the time of writing the 'Taha Maori ' strategy was being seriously criticised by Pakeha 

(who o�jected their children having to participate in Maori programmes) and Maori (critical 

of the lack of meaningful transformation of the underachievement crisis. The pressure of 

increasing numbers of Te Kohanga Reo graduates, and Maori community pressure on schools 

to respond to the new language needs was also being brought to bear. The growing 

conscientisation of Maori parents resulting.from the success of Te Kohanga Reo, mean.t that 

the old excuses (e. g. Maori parents need to support the learning o.f their children) and old 

strategies (put in more resources to manage the immediate crisi.s� were no longer s11fficient 

to maintain the dominant Pake ha hegemonic bloc in relation to schooling and Maori. A direct 

resuf t o,f the collapse o,f dominant hegemony was a corresponding rise in the I eve ls of' 

discontent among Maori at the high and disproportionate levels o.l J\;f aori underachievement 

in schooling and education. This ne1-1 'found conscientisation J?ave impetus to the emergence 

of resistance initiatives which directly confi·onted the state m·er these dire circumstances. 

Coinciding with the politics o.f de-construction and resistance. was rising positive proactive 

lobby concerned to develop fully opportunities for the revitalisation o.f Maori language, 

knowledge and culture. building on the success o.f Te Kohanga Reo. 
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Chapter Three. 

' Taha Maori: Pakeha Capture. ' 

Introduction to Context: 
' 

This paper was first written in December 1988 and presented at the New Zealand Association for 

Research in Education that year. It was published in Delta in 1989, and reworked as a chapter 

in Codd, Harker and Nash 's book, 'Political Issues in New Zealand Education ', (1990). The 

Picot Report had appeared in 1988 and in the early stages, Maori were waiting hopefully that 

some substantial change in Maori education might occur. It was soon obvious that little change 

was was going to happen for Maori. 

This paper 'picks up the pace ' in developing a critique of the persistence of liberal .formations 

of education and schooling. It directly challenges the motives and strategies being employed hy 

the state to deal with Maori needs and aspirations. Particular attention is paid to showing how 

interventions such as Taha Maori, ostensibly developed in the interests of Maori, was in fact 

counter-productive and in fact could be demonstrably shown to actively work against and 

undermine Maori interests educational and cultural interests. This trend is embedded in the title 

as 'Pakeha capture '. Beyond the specific critique of Taha Maori, this paper calls into question 

the failure of policy reform more generally. Most importantly, in begins to speak about the 

importance of Kaupapa Maori approaches as another viable pathway to realise Maori 

educational aspirations ·with respect to language. knowledge and culture - as ·well as to provide 

a meaningful intervention into the achievement crisis faced by Maori. 

Taha Maori: Pakeha Capture 

The curriculum initiative of Taha Maori is a Pakeha defined. initiated and control led pol icy which 

serves the needs and intere
.
sts of Pakeha people. Education policies such as Taha Maori are 

concerned with surface level. · additive' or · sticking Plaster' solutions to the burgeoning 
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schooling crisis affecting many Maori pupils. [Compared to Pakeha pupils, M aori pupil appearance in the crisis

statistics related to schooling is both high and disproportionate. Th is indicates that there are factors which militate against 

only Maori pupils.  Whereas in the past these factors have been negatively located within the culture and within Maori 

pupils themselves, thi s  chapter focuses attention on the workings of the system and its associated structures. The Maori 

schooling crisis is reflected in a range of social indicators, for example: in 1 9 86 Maori 'Yere 7 percent of the total labour 

force yet they made up 20 percent of all unemployed people. Within education some indication is provided by facts such 

as:- of all Maori students leaving secondary school in 1 984 about 65 percent of males and 60 percent of females had no 

formal qualifications; non Maori percentages were male 32 percent and female 25 percent. (From 'The Treaty of Waitangi 

and Social Policy ', Discussion Booklet 1 .  Race Relations publication, 1988 : 1 1 -1 4.] 

Liberal responses to this crisis have generally advocated changing Maori pupils to fit into the 

prescribed mould of the existing Pakeha schooling system. The provision of ' equal opportunity' 

focuses upon equalising the life chances of individuals by changing individuals. The school is 

perceived as an agent of individual change which is seen as necessary for the social goal of 

equality. The problem of Maori underachievement, in the liberal view, is more likely to be 

explained in terms of the deficiencies, faults or lack of opportunities of Maori pupils and not the 

result of wider structural impediments such as dominant Pakeha and subordinate Maori power 

relations, the detrimental influence of Pakeha ideology (such as the belief in the superiority of 

Western knowledge' ), and/ or the debilitating effects of the 'selection of knowledge' within 

schools. The liberal approach takes for granted that schooling is intrinsically 'good ' and acts in 

the best interests of its pupil clients. 

Ironically, the current crisis in the schooling of Maori is directly attributable to the ongomg 

effects of liberal views and policies which in fact perpetuate inequalities. In this way, Pakeha 

sociaL economic. cultural and political dominance. both within schooling and within society 

generally, is maintained. Thus. the schooling crisi s: enveloping Maori is often worsened rathet 

than eased by liberal reforms. 

A radical approach is necessary to even begin to fu lly understand and to act on the present Maori 
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education crisis. Fundamental structural change is required to overturn this situation. Taha Maori 

as a l iberal curriculum initiative, aimed at 'meeting Maori needs' and thus ' solving' this crisis 

will simply and inevitably perpetuate the ' status quo' of Pakeha dominance. 

The Role of the State in the Schooling of Maori . 

. Within the present context of major education reform in the 1 980s (following Picot, 1 988)  and 

the current schooling crisis related to Maori, a critical examination of the role of the state is 

essential. Firstly, it is necessary to asses� the emancipatory potential of a radical critique, and 

secondly, it is important to avoid repeating the mistakes and failures of previous educational 

reforms. An important task, therefore, is to examine the often covert role assumed by the state 

within schooling. This is related to what Freire ( 1 97 1  : ) has called 'domestication' .  

In particular, this critique analyses the state school curriculum policy o f  Taha Maori to reveal the 

subtle workings of dominant interests through schooling. Attention is focused upon the 

detrimental effects (both intended and unintended) which state policy has had upon Maori needs 

and aspirations. Finally, the alternative schooling development of Kura Kaupapa Maori is 

considered as acontrasting initiative by which Maori people have achieved a degree of limited 

control over curriculum, thereby increasing their independence from the paternalistic influences 

of the state. Within the bounds of the limited autonomy achieved by Kura Kaupapa Maori 

parents. some key questions arise. For example. given the relative freedom to choose, what 

curriculum choices have been made? Why have they been made? Whose interests are being 

served? And so on. 

This chapter enters the theoretical discussion pertaining to the ' state' at the level 

of classroom practice. It considers the effects of curriculum policy on the subsequent learning 

outcomes of Maori pupils. This approach is taken in ari effort to provide more ' grounded' 

evidence that could greatly refine the New Zealand theoretical discourse related to the notion of 

· state ' .  Such an approach is not disconnected from the theory. rather it is intended to give
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substance to the theory through a critical interrogation of current curriculum practice. Certainly 

the interlinking of state policies, capital interests and societal interests is acknowledged (see Dale, 

1 983)  But the argument developed in this chapter is that at critical moments these three areas may 

coalesce in opposition to Maori · interests. Thus, at moments of crisis there is a theoretical

positioning of ' state : dominant: Pakeha' which is juxtaposed to the Maori position of ' iwi : 

subordinate: Maori ' .  While  this may appear to be a somewhat ' reductionist' type of analysis, 

it does acknowledge that resistance initiatives of minority interests do occur. However, these 

struggles make little long-term impression on the combined power of ' state: Pakeha: dominant' 

interests. This nexus of power and control inevitably serves to reproduce these interests. This is 

not a denial of the importance of ' struggle ' ,  rather it is a recognition of the ultimate locus and 

basis of power and control .  Thus, in New Zealand society, the ' limits and capacities' of the state 

(c.f. Gordon, 1 989) with respect to minority Maori interests are ultimately determined by 

dominant Pakeha interests. 

Within the New Zealand context of contested power relations between dominant Pakeha and 

subordinate Maori interests the state is not neutral . The state is essentially Pakeha and it works 

to reproduce the interests of Pakeha. In such circumstances, relative autonomy from the 

monocultural agents and institutions of the state is necessary if change is to result from struggle. 

In this sense, Kura Kaupapa Maori have initiated educational change from a relatively 

autonomous position outside of mainstream state schooling in order to be relatively free from the 

influences of Pakeha cultural reproduction. Kura Kaupapa Maori have evolved their own counter 

hegemonies which the state is now being invited to accept. 

There exists a major discontinuity between the ideology and structure of the state education 

system and the aspirations of large numbers of Maori people in relation to schooling. This · gulf' 

is reflected in the dissatisfaction expressed by many Maori with state schooling. This frustration 

has been expressed in a variety of ways, for example, in the establishment of Kura Kaupapa 

Maori outside of the state system. in resistance behaviours within schooL and in the public 
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criticism of the education system made by Maori individuals and groups. A summary of this 

di scontent is contained in the following comments which have been extracted from the ' Finding 

of the Waitangi Tribunal relating to Te Rea Maori' ; 

6 . 3 .2 Yet something has gone wrong. Maori children are not being adequately 
' 

educated. We think that the system is at fault and has been at fault for many 

years . . .  ( 1 986:44) 

and later, 

6 .3 .8  The education system in New Zealand is operating unsuccessfully because 

too many Maori children are notreaching an acceptable standard of education. For 

some reason they do not or cannot take full advantage of it. Their language is not 

adequately protected and their scholastic achievements fall far short of what they 

should be. (Ibid) 

The tenor of these comments is that state schooling in New Zealand has failed to serve Maori 

interests. In the analysis that follows it will be argued that the recent policy of Taha Maori also 

fails for similar reasons. 

Recent education reforms have been accompanied by a change in the role of the state. The 

devolving of more control and responsibilities to local communities can be viewed as a necessary 

political response forced upon the state by the weight of increasing scepticism and criticism as 

to its abi lity to deliver social and economic equality. In this sense, Tomorrow's S chools policy 

can be viewed as a self preserving reaction to the failure of liberal education policies. The 

persistence of inequality in the outcomes of schooling has been the basis of a strong attack from 

radical and Marxist educationists both within New Zealand (for example, Lauder. 1 987: Gordon. 

1 983 :  Bates & Codd (eds.), 1 980) and internationally. (for example, Bowles & Gintis, 1 976; 

Carney, 1 984; Bernstein. 1 97 1 .  1 977; Apple. 1 979. 1 982:) .  In a wider sphere there has been 

increasing recognition of the deep-seated contradictions of the we! fare state . ( c. f. Offe. 1 984) .  ln 

response to some of these mounting pressures the state has changed its f(mn. However, it is also 
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apparent that this change in form has not meant a change in its motives. [Roger Dale discusses how 

national systems assume d istinctive characteristics in examining the forms and institutions of the educational state 

apparatus and compares the different traditions of what is desirable and feasible using the notions of mandate and capacity. 

In Dale, 1 989: 65-68] In this sense, what we have seen in regard to Maori education has been an 

illusion of change. In fact, what has occurred is a rearrangement of the same traditional and 

existing liberal education policies which act to maintain the status quo and produce the same 

inequalities. 

This critical perspective on the role and effects of state policies for the schooling of Maori, 

challenges many taken for granted assumptions about ' the state' ,  for example, those contained 

in the 'Treasury Briefing papers' of 1 987 .  These ' common sense' meanings such as those related 

to 'the public interest' serve to veil the real interests effects of state policies. Within the present 

context of maj or educational reform, reviewing the rol e  of the state has become very necessary, 

if we are not to simply to perpetuate (reproduce) and create (produce) structural impediments 

similiar to those which have thwarted Maori aspirations in the past. 

Taha Maori: Definition 

Taha Maori has been officially defined as ; 

' . . .  the Maori dimension or literally the Maori side. In the education process, Taha 

Maori is the inclusion of aspects of Maori language and culture in the philosophy, 

the organisation and the content of the school . In the curriculum it is not a 

separated out compulsory element. Pupils should not go to a c lassroom to ' do '  

taha Maori. Aspects o f  Maori language and culture should be incorporated into the 

total life of the school - into its curriculum, buildings, grounds . . attitudes, 

organisations. It should be a normal part of the school cl imate with whi ch all 

pupils and staff should feel comfortable and at ease . '  (in ' Taha Maori : Getting 

Started' , 1 984) 
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A critical analysis of Taha Maori can not be restricted to an analysis of the education process 

alone. Within the context of the numerical minority status of Maori decisions relating to culture 

have political considerations in that there exists a strong correlation between the place of Taha 

Maori in the school and the place of Maori culture as a whole in the total New Zealand society. 

It is not the intention of this critique to dismiss Taha Maori as a wholly non-viable policy. 

Rather, it is proposed to shift the emphasis of the debate surrounding Taha Maori from a focus 

on ' the victim' ( 'The Maori Problem')  to a more balanced consideration of the responsibilities 

of state schooling. The position of the writer is that of one who writes in defence of the validity 

and legitimacy of Maori language and culture. Within the New Zealand context, a priority 

concern for the rights of the taangata whenua, the indigenous peorle of New Zealand, is 

recognised and supported. In this view, Taha Maori as a curriculum policy initiative should 

respond to the specific cultural needs of Maori pupils, and therefore reassert the legitimacy of 

Maori language, knowledge and culture. Ironically, Taha Maori represents a completely different 

agendas serving 'state : Pakeha: dominant' interests, first by capturing the definitions of Taha 

Maori, secondly by co-opting the Taha Maori definition to preserve the status quo of  Pakeha 

dominance, and thirdly, and perhaps more ominously, by proactively facilitating the acculturation 

of Maori language, knowledge and culture. 

State Pakeha Dominant Schooling 

Within the New Zealand democratic context. the numerical advantage of the Pakeha population 

ensures the maintenance of Pakeha control over almost all political. economic and social 

resources. It is, therefore, the culture of dominant Pakeha society that is inevitably endorsed as 

'the culture ' of the state schooling system and subsequently firmly embodied in the structures 

of state schools. What happens in New Zealand schools. therefore, is subject to the control of the 

numerically advantaged who may assert their dominance by the power of veto or by the exertion 

of their numerical superiority . ( For example, through the structures and ideologies built around 

democracy) .  It is the dominant cultural group. or selected members from within that group, who 
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are able to influence what is to count as acceptable knowledge. Acceptable knowledge is able to 

be maintained and protected by gate-keeping strategies such as culturally biased methods of 

evaluation, (Hughes, & Lauder, 1 988) .  These strategies ensure that ' success' within the school 

system is almost always predetermined by the rules prescribed by the dominant Pakeha group. 

New Zealand schools, in reflecting the dominant group structures of the wider society, both 

educate and socialise their c lients according to the prescription of the wider community. Thus, 

New Zealand schools develop (produce) as well as reflect (reproduce) the processes and structures 

of domination found in the wider society. Schools actively protect the accepted cultural capital 

of the dominant group and maintain their privileged position of power and control by creating 

and then upholding the integrity of their cultural capital. This may be assisted through a variety 

of self preserving mechanisms such as the fostering of depositing myths (c.f. Simon. 1 982). the 

manipulation of resources (c .f. Douglas & Barrett-Douglas, 1 984), the imposing of economic 

sanctions or in some instances. through institutionalised racism (c.f. Nairn, M . ,  1 989). 

New Zealand state schools are inextricably locked into the reproduction of dominant Pakeha 

culture, premised on the imperialist assumption that P akeha defined cultural capital is the most 

appropriate for all New Zealand peoples. One measure of the effectiveness of the schools'  ability 

to reproduce Pakeha culture is reflected in the relative success achieved by Pakeha pupils in 

contrast to the high levels of underachievement of Maori pupils. Awatere ( 1 984) notes another 

alarming trend which again indicates the ski l l  that New Zealand schools have developed in 

transmitting Pakeha culture. in that many Maori people. as products of the Pakeha education 

system, deny their cultural heritage and subscribe to hegemonic myths which maintain the 

inferiority of Maori culture. 

Freire ( 1 97 1 )  has suggested that the maintenance of power and oppression by dominant groups 

is closely aligned to control over knowledge and learning. ln his terms. " The control over what 

is deposited · as val id knowledge is employed to avoid conscientising the oppressed ' .  As such. 
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maintaining power and control in schools is linked to the maintenance of power and control in 

the wider society. 

The control of the New Zealand school curriculum by 'Pakeha: dominant: state' interests directly 

correlates with the inferior positioning of ' Maori : subordinate: iwi · interests, both in and outside 

of schooling. The exclusion of Maori language, knowledge and culture from the school 

curriculum is politically and culturally expedient for dominant Pakeha society. Thus, the full 

schooling endorsement of Maori knowledge, language and culture would not only mean accepting 

the unsavoury aspects of colonial history� it would also lead to an increased conscientising of 

Maori people of their social, cultural, economic and political oppression. In order to preserve the 

existing situation of power and control, such understandings that might contradict and weaken 

the ' state : dominant: Pakeha' bloc are carefully avoided. 

Taha Maori : Pakeha Capture 

The introduction of Taha Maori into schools relates to the interests of the dominant Pakeha 

population, in particular to the preservation of Pakeha social. cultural. economic and political 

privilege. This is hardly surprising, given that the Taha Maori thrust in schools has been created, 

sanctioned and initiated by the · state: dominant : Pakeha' institution of the Education Department. 

It · is somewhat ironic that Taha Maori. wh ich is overtly endorsed in the name and budget of 

Maori education. should be more about the interests and needs of Pakeha. In being directed to 

all pupils, Taha Maori has become ·co-opted ' into being more concerned with educating P akeha 

pupils. 

In its design. sanctioning. rationalising and implementation. Taha Maori is  dependent upon the 

co-operation and the endorsement of the dominant Pakeha population - at al l l evels of schooling 

through pupils. teachers. principals. Board of Trustees. parents. Review Officers. Ministry of 

Education officials to Government. The success of Taha Maori. if  outcomes are to be measured 

in terms of the obj ecti \·es set. ( " Taha Maori : Getting Started" .  1 984) wi l l  be dependent upon the 
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development of bicultural understanding in all pupils (mainly Pakeha). In 1 987, Maori pupils 

identified at either Primary or Secondary school constituted approximately 1 8  percent of the total 

New Zealand school population. Without being too pessimistic of the potential which Taha Maori 

programmes may have to develop bicultural understanding and social change, failure in respect 

of this objective will be Pakeha failure, not the failure of Maori people -or of Maori culture. This 

point is stressed - particularly as Maori responsibility has been greatly diminished by the lack of 

meaningful participation or influence over the key decision-making in the development and 

practice of the Taha Maori policy. 

The rationale underlying Taha Maori policy is based upon the notion of bicultural education. 'The 

purpose of bicultural education is clearly to produce learners who can operate successfully in two 

different cultures' ,  (Shepherd, 1 985) .  It is within this notion of biculturalism that the policy 

rationale also needs careful examination. Biculturalism as a curriculum thrust can be regarded as 

a 'two edged sword ' for Maori aspirations. At one level ,  the indigenising of Pakeha people needs 

to be supported, but at another leveL it appropriates already limited resources away from the 

priority concern of Maori needs. 

The need to · indigenise the Pakeha ' ,  that is, the development of bi cultural ism in Pakeha, 

conflicts with Maori needs and aspirations in other ways. Major education hui ( conferences) in 

the 1 980s have all strongly emphasised cultural distinctive-ness as a major issue. Priority needs 

from the Maori perspective emphasise that Taha Maori should address preserv ing the uniqueness 

of Maori culture. redressing the cultural loss of Maori people. developing and promoting 

appropriate attitudes throughout society that recognise and accept cultural diversity for its own 

sake as a distinct and worthwhile end in itself. Once the protection and assurance of  cultural 

survival has been addressed, issues such as the educating of the Pakeha dominant group wi ll be 

better able to proceed and will be more likely to be successful. 

The over-riding concern expressed by Maori in the 1 980s has been the consi stent cal l for urgency 
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in ensuring the survival of spoken Maori language and, because of its inextricable association 

with the culture, the survival of Maori culture in New Zealand. This concern underpinned the 

following remit unanimously supported at the Maori Education Development Conference, 1 984; 

'That this conference declares that the existing system of education is failing 

Maori people and modifications have not helped the situation, nor will they. 

Therefore, we urge Maori withdrawal and the establishment of alternative 

schooling ·modelled on the principle of Te Kohanga Reo' .  ( 'Nga Tumanako' ,  

Walker, R. ed., 1 9 84) 

Taha Maori as a curriculum policy initiative has had only a limited application to these concerns 

and aspirations as expressed by Maori people. The relevance of Taha Maori for Maori pupils, as 

far as the Department of Education policy is concerned, relates to improving the school 

performance of Maori pupils within the status quo ' situation, that is, to enhance Maori pupil 

perfonnance within Pakeha-defined schooling. Taha Maori is perceived as a vehicle enabling 

Maori pupils to improve their school performance. This approach is exemplified in liberal 

rationale based on self-esteem theory� 
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Figure 1 .  

' Self-Esteem Theory' 

Taha Maori meets the needs of all pupils 

including the culturally different 

by; 

recognising, valuing, catering for, and practising, 

cultural difference 

leading to; 

positive Identity 

Cultural Reinforcement 

Self- esteem 

which creates; 

Positive reinforcement 

and se(festeem 

where; 

LEARNING is more likeZv lo occur 

( Smith, 1 98 5 )  

The mam fault with this model lies in the question · What learning i s  ultimately being 

facil itated? '  For the most part. it is Pakeha learning that is emphasised and this again confl icts 

with the interests and aspirations of Maori peop le. Self-esteem theory attempts to attack the crisis 
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statistics of Maori performance in Pakeha schooling by again focusing on uplifting· the 'victim' 

and with little emphasis given to the questioning of structural items such as what is being learned. 

The validity of Maori knowledge is clearly relegated to a position of lesser importance. This 

inferior positioning is sustained by marginalising rhetoric, for example, ' Taha Maori won't get 

you a job ' ,  or by marginalisation within timetabling structures. Where Taha Maori is employed 

in such models as self-esteem theory, there is an even greater danger that rather than being simply 

concerned to reproduce the ' status quo' ,  self-esteem theory may go further in being actively 

counter-productive to the interests of Maori people by facilitating the process of acculturation. 

Taha Maori as Acculturation 

Taha Maori, because it is shaped and controlled by dominant Pakeha interests, has a priority 

concern for the norms, values and expectations of ·Pakeha society. Where consultation has 

occurred _with Maori people, gate-keeping practices have been available to ensure that the interests 

of the dominant group are preserved. These include such practices as the manipulation of those 

who are to be consulted, restrictions placed on resource development, methods of appointment 

to decision-making positions, and so on. Despite the i llusion of acting in support of Maori 

interests, Taha Maori programmes can be seen to be acting to the detriment of Maori aspirations 

by contributing to the acculturation of Maori culture. Self-esteem theory has already been 

discussed as a vehicle of acculturation by its clear endorsement of the superiority of Pakeha 

knowledge. 

Taha Maori enhances acculturation by allowing Pakeha uncontrol led and wholesale access to 

Maori knowledge. Access to Maori cultural capital has been facilitated at the schooling level by 

the implementation of Taha Maori into all schools, and by being available to al l pupils. Taha 

Maori implementation in schools is dependent on a mainly Pakeha teaching force. These teachers 

are mostly monocultural and inadequately trained for such a task. Many of these teachers need 

to develop appropriate attitudes and personal skills before they can begin to develop the necessary 

skills and knowledge to pass on to the pup i l s. I n  mam· i nstances. these teachers cannot be 
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sufficiently trained at short notice to do justice to the task with which they have been charged. 

Again the failure of teachers to be adequately prepared will have counter-productive effects on 

Maori people and Maori culture, notwithstanding the ' setting up ' of honest and well meaning 

teachers to fail by placing an unrealistic demand upon them. 

Another example of Taha Maori faci litating the wholesale access to Maori cultural capital by 

Pakeha people is in the area of resource development. The new thrust in Taha Maori has meant 

an increased demand for new resources, many of which have to be developed by Pakeha people. 

This is  for the simple reason that they are the people who occupy the positions in resource 

development and who therefore have ready access to the skills and knowledge required for this .  

In summary, the struggle for political dominance over the taangata whenua (the indigenous 

people) has been a constant factor affecting relations between Maori and Pakeha in Aotearoa 

since early contact. The role of the education system and schooling in faci litating and maintaining 

Pakeha dominance in schools and in society generally is exemplified through an analysi s  of Taha 

Maori. Harker ( 1 982) identifies the ' locus of control ' issue as an important factor contributing 

to growing Maori frustrations within schooling; 

' What is  of primary concern to us here. as an indicator of the deliberate use of 

education as an agent of social change in New Zealand is the locus of control and 

the nature of the intended outcomes· . ( Harker. 1 982) 

This encapsulated a major di lemma faced by Maori people which also restricts the efficacy of 

Taha Maori - the lack of participation and power by Maori in educational decision-making. The 

control over what is to · be regarded as valid knowledge and. therefore. what is to be taught in

schools, is  maintained by the numerically dominant Pakeha population who mostly occupy key 

positions of decision-making within the education system. Where consultation has occurred with 

minority interest groups. it has more often been to seek answers which conform to pre-determined 
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l iberal conceptions of ' state : dominant: Pakeha' interests. 

Taha Maori has been, and is, dependent upon Pakeha endorsement and validation. The arguments 

can be summarised as follows: 

1 .  The majority of power positions within education are held by Pakeha 

personnel (Teachers, Principals, Review Officers, Boards of Trustees, 

Ministry of Education Officials). 

2 . The Pakeha dominant population hold the power of veto over Maori

decisions; Pakeha people also hold power in terms of personal attitudes as they

comprise the majority of the teaching force charged with introducing Taha Maori

into schools. If they do not agree with Taha Maori, they can veto its efficacy by

the manner in which they introduce it.

3 .  The rationale has been deliberately couched in  terms that appeal to Pakeha people

- this is because it is directed at Pakeha pupils.

4. Taha Maori is also subject to the endorsement of Pakeha parents and pupils who 

have the option to withdraw from programme if they so desire.

In this way. substantial power and control l ies within the dominant Pakeha population who are 

able to control what will be taught, how it will be taught and by whom it wil l  be taught. 

Kura Kaupapa Maori 

Kura Kaupapa Maori are total immersion. Maori language. schooling options. They are a primary 

level schooling response to the emerging language needs of Te Kohanga Reo children. These 

schools capital ise on and continue the success begun in Te Kohanga Reo (early childhood 

' language nests ' ) .  As such. these schools are concerned with the survi val and revival of spoken 

Maori language: they reinforce the legitimacy and validity of Maori language, knowledge and 

culture and they employ cultural ly preferred methods of teaching and learning. 
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A growing number of Kohanga Reo parents are expressing dissatisfaction with schooling options 

presently available to them in regard to the inability of many schools  to sustain the impetus of 

Maori language development begun · in the Kohanga Reo (see, Peel, 1 988) .  It has been the 

reluctance of the mainstream schooling system to respond meaningfully to these needs that has 

led to the development of Kura Kaupapa Maori outside of the systeni. as an alternate schooling 

option. Total immersion schooling has not been provided for in the new educational reforms 

outlined in the policy document 'Tomorrow's  Schools' (the 'opt out' clause whereby 2 1  parents 

can set up their own school would take an unrealistic time span to carry out and as well few 

communities would have the resources to do this) . 

The fact that Kura Kaupapa Maori have been established outside of the ' mainstream' schooling 

system, provides a manifest critique of present schooling options. Maori parents have moved 

outside of the schooling structures not merely to resist existing schooling trends, they have also 

moved in a proactive way to assume greater control and autonomy over meaningful decision

making related to the education of their children. For example, what should be taught, how it 

should be taught and whose interests should such knowledge serve? Kura Kaupapa Maori 

development ought to be understood from a dual perspective. First, it represents a conscious 

resistance initiative to the inhibiting structural impediments embedded within state schooling and 

which is reflected in the poor general performance of that system. Second, Kura Kaupapa Maori 

represent a positive and radical initiative seeking to bring about fundamental structural change 

within schooling by altering the power relations (Maori is the norm in Kura Kaupapa Maori), and 

by changing the ideological dimensions (Maori language and culture are valid and legitimate as 

of right). 

Maori parents attempting to establish the Kura Kaupapa Maori option for their children have been 

impeded by ' gate keeping' forces which have attempted to marginal ise these schools as being 

· separatist ' ,  · elitist ' .  · radical ' or · retrenchments to the past ' .  These positions are sustained by

depositing ideologies aimed at undermining the validity of  Maori language and culture, for 
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example, ' Maori language won't get you a j ob' ,  ' it 's  a technological world we live i n ' ,  ' Learn 

Japanese, it's the language of commerce' and so on. These depositing myths are d iscussed in 

detail in the Finding of the Waitangi · Tribunal relating to Te Rea Maori and a Claim Lodged, 

1986. 

Kura Kaupapa Maori offer a schooling option for Maori parents that is not currently available 

in mainstream schooling. It is acknowledged that Maori people are not homogeneous in their 

schooling preferences, yet while the ideology underpinning the ' Tomorrow' s  Schools' reforms 

speaks of providing choices and options in education, the choice that is not provided for Kohanga 

Reo parents is the total immersion schooling option. Some further resistance can be expected 

against the Kura Kaupapa Maori schooling option from existing ' officially sanctioned/ 

legitimated' Maori programmes in schools, given that Kura Kaupapa Maori development is a 

direct challenge to the efficacy of many of these approaches, such as Taha Maori initiatives, 

bilingual units and bil ingual schooling. It has become more obvious that arguing for a more 

' enlightened' and ' benevolent' stance from the state system is not going to work. Thus bilingual 

schools, units and programmes within the existing structures seem less viable given the mounting 

opposition from the status quo system. · Kura Kaupapa Maori schools, by implication, are 

questioning the accountability of the language and learning outcomes of these state school 

programmes. The ramifications of Kura Kaupapa Maori establishment outside of the state 

schooling system must inevitably raise questions as to the efficiency of state school programmes 

in terms of the effective use of state funding and resources. At yet another l evel. Kura Kaupapa 

Maori has exposed the continuing acculturative trends of state schooling intrinsic to paternalistic, 

state controlled and state defined policy initiatives such as Taha Maori, bilingual schools and 

units. It must also be acknowledged that within many of these · state' programmes some 

semblance of efficacy has been attained through the individual resistance of committed teachers 

and personnel, working against maj or odds. The conflict of interests between Maori aspirations 

and state agenda can be represented diagrammatical ly  ( See Figure 2 ) :  
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Pakeha culture, 

language, 

knowledge 

Acculturation, 

Assimilation 

'we are one people '  

domination 

maintain ' status quo ' 

State schooling 

Figure 2. 
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Maori Interests. 

Maori culture, 

language, 

knowledge 

Validity and legitimacy 

of Maori 

·we are Maori ·

survival 

transformation 

Kura Kaupapa Maori 

Underpinning these interest orientations is a fundamental .  structural and ideological contradiction 

between · state: Pakeha: dominant' views on the one hand and · jwi : Maori : subordinate ' views 

on the other. 

Conclusion 

Kura Kaupapa Maori are successful in producing competent and fluent speakers of both Maori 

and English languages: the outcome of total immersion Maori language schooling is bilingualism 
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and biculturalism. Kura Kaupapa Maori parents are concerned to provide schooling based on 

standards of excellence. They want for their children the ability to access the full range of societal 

opportunities. Kura Kaupapa Maori are not a retrenchment to the traditional past - they are 

concerned to teach a modern, relevant curriculum (within the national guidelines as set by the 

state) .  That the children are happy to attend and to stay at school;' that they are excited by 

learning; that all parents contribute in the organisation, administration and teacher support of 

these schools contrasts markedly with the general situation experienced by Maori pupils within 

' mainstream' schooling. Kura Kaupapa Maori speak also to the general crisis affecting Maori 

pupils by addressing fundamental structural change which previous Pakeha: dominant: state 

reforms have been unable or unwilling to achieve. For example; 

1 . By controlling knowledge; Kura Kaupapa Maori has given Maori parents increased control 

over the curriculum and schooling environment what 

should be taught? how should it be taught? whose interests are served? 

2. By asserting the validity and legitimacy of Maori knowledge. language.

culture and pedagogy as scommon sense' and ' taken for granted ' (conversely

overthrowing ideologies projecting the inferiority of Maori knowledge which are implicit

in state schooling ideology and structures) .

3 .  By assuming power and contro l over key educational decision making;

Maori parents make decisions for their children unimpeded by Pakeha gate

keeping devices. In this way parents have been more successfully able to 

negotiate the societal context of unequal power relations which controls

state schooling. 

4. By the restoration of mana (status and power) to the Maori learner in a

meaningful way; to be Maori in a Kura Kaupapa Maori is the norm; the school and

classroom enviromnent connects with the Maori home; cultural and language values are

central .

5 .  By the total commitment and support of parents which is  fundamental to
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Kura Kaupapa Maori. The whanau assumes responsibility for the education 

of their children along with the school .  The absolute commitment by Kura Kaupapa Maori 

parents to being involved in the education of their children 

is a major change from state schooling. 

These are but a few of the structural changes that have occurred at the power relations and 

ideological levels. However, the full potential of Kura Kaupapa Maori is yet to be realised. These 

changes have not been able to occur within the state structures because of the combined inhibiting 

effects of ' state : Pakeha: dominant' interests. The advent of Te Kohanga Reo and its politicising 

effects on Maori parents has created a new interest and optimism in regard to Maori language and 

culture revival and survival. Kura Kaupapa Maori is a manifestation of renewed Maori interest 

in schooling and education. The opportunity to capitalise on the potential of Kura Kaupapa Maori 

should not be lost in terms of dealing with the current schooling crisis, in terms of meeting Maori 

needs and aspirations related to language and cultural survival, and in terms of building a fair and 

just New Zealanci society in the future. 

Epilogue. 

This paper begins the necessary Lask to make space for Kura Kaupapa Maori. This paper begins 

10 talk in thereotical terms about the potential.for intervention within the Kaupapa Maori models. 

At  the time of writing, Maori were under a great deal pressure from many Pake ha ·who labelled 

Te Kohanga Reo and Kura Kaupapa Maori as 'separatist ' and 'retrenchments to the past '. The 

social phenomenon of 'white .fiight ' ·was also rife, that is. Pakeha parents sh(fting their children 

away from schools with too many Maori pupils and also away from schools who were teaching 

Maori curriculum such as Taha Maori. 

It is at this point that the work of the 'organic intellectual ' becomes extremely important in order 

to support the trans.formative initiatives. For example. a significant amount of effort was put into 

writing papers, giving lectures. seminars. and working idth Maori communities to sustaing the 
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validity of Maori knowledge, pedagogy etc. In summary, this work was designed to create 'space ' 

for Maori intervention to occur. Such 'space ' not only related to confronting racist gate-keeping, 

it also involved creating 'theoretical ' space for Kaupapa Maori to operate with legitimacy. 
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Chapter Four. 

"PIKAU - A Burden for one' s  Back .... " 

(Maori Dictionary) 

Introduction to Context: 

This paper is derived from an Address to 'Te Huinga Rangatahi ' the National Maori 

University Students Hui, 1 988. This conference was held at the University of A uckland Marae 

about one week after the Report was released As such, it offered a good opportunity to 

critically analyse the proposed impact of the recently released Picot Report - 'Administering 

for Excellence ', on Maori. Throughout the lead up to the Picot committee reporting, the Kura 

Kaupapa Maori communities were being 'fobbed off' by politicians and Dt!partment of 

Education officials, who kept assuring the Kura communities that the Picot Report would 

address the 'fundamental structural change ' 1-Vhich would meet the needs of Maori. As this 

paper argues, the Picot report failed to deliver on that claim - and that in fact it would do 

little to alleviate Maori educational crises generally, let alone deliver the structures to allow 

for Kura Kaupapa Maori development. Time has shown this to be true; the spaces afforded

to Te Kohanga Reo, Kura Kaupapa Maori and Waananga within the 'devolution ' frame work 

are limited and much of the space for these initiatives were developed after critiques of the 

Picot report showed how limiting it in fact was. The fundamental contradiction here is the 

struggle for 'self-determination · and the call for the state to uphold its Treaty responsibilities, 

by Maori and on the other hand, the 'abdication by the state o.f their Treaty responsibilities · 

imder cover o.f the new economic re.forms. This paper lt 'as also published in A ccess, March, 

1 989. 

4 Pikau: A burden for one's  back ... ' 

Background. 

The P icot Report has
· 

failed to address adequately issues related to Maori education. When 

compared with Pakeha (non-Maori ) experiences. most Maori encounters with the New Zealand 

education system have been disastrous. E\'idence of this c laim is to be found in many areas 
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of the overall education system, whether in the high statistical profile of Maori pupils within 

school and classroom underachievement or in the small numbers of Maori students who attend 

tertiary educational institutions; whether in the lack of Maori pupils in upper streamed classes 

or in the disproportionate l.evels of Maori pupil truancy. The crises faced by many M aori 

pupils within education are also reflected in wider social and econom�c repercussions : i n  

higher mortality rates, excessive criminal conviction rates, poorer health, greater welfare 

dependency, higher unemployment and so on. 

Many present day difficulties experienced by Maori people within the education system can 

be attributed to the historical legacy of different policy initiatives. While the packaging of the 

policies have been altered from time to time, and despite the ' goodwill ' implicit within these 

various efforts to interrupt these difficulties associated with Maori educational and schooling 

crises, Maori people have continued to fai l  and be failed by the system. For example, 

intervention strategies related to social policies of accommodation, assimilation, integration 

(c.f. Walker, 1 985 ;  Smith, L. 1 986 [a]), and more recently multiculturalism (c.f. Cameron, 

1 985 ;  O 'Reagan, 1 982; Harker. 1 984) and biculturalism (Smith, G.,  1 985)  have been 

attempted with limited success for Maori people. At a more direct level. within the classroom, 

intervention strategies have ranged from the use of pakeha religion as a medium of instruction 

(Beaglehole, & Barrington, 1 974; Sinclair, K., 1 959): physical violence to reinforce the 

speaking of English language (Awatere, 1 984; Henare, 1 986) ; employing sophisticated theories 

and practices aimed at rectifying cultural deprivation and, or. skills deficiencies ( AusubeL 

1 96 1 :  Forster. & Ramsay, 1 969) and more recently initiatives such as Taha Maori (Smith, G. ,  

1 986). I n  spite of these good intentions, the crises confronting Maori pupils within the 

education system remain. 

It has only been recently that critical analyses of the Maori predicament within education have 

moved from concentrating on Maori pupils and their associated ' cultural baggage ' as being 

problematic.  toward focusing increased attention upon bringing the system and the structures 

within the system into question. This has resulted in more equitable emphases being given to 

both cultural ist-( deterrnining) explanati ons as \Vei l  as to structural ist-( determined ) explanations. 
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The predisposition of past educational policy-makers to view ' education ' ,  'schooling' and 

'knowledge' as being inherently good, worthwhile and acting in the best interests of all 

concerned, has contributed to maintaining the status quo in regard to the continuance of Maori 

difficulties within education. Recent concern to centralise key questions related to the control 

of knowledge, e.g. 

- What is to count as knowledge? 

- How should knowledge be taught? 

- Whose interests does this knowledge serve? 

have clearly focused on previously ' taken for granted' structures, and as well ,  upon the 

functioning of the education system as a whole. 

This critical perspective has long been held by many Maori people. Such criticism has been 

couched within overt acts of collective resistance (Smith, L. ,  1 985 ;  Walker, 1 984; Smith, G.,  

1 983 [b] ; Awatere, 1 985)  through to many acts of individual protest. For example, the famous 

Ngati Porou songwriter, Tuini Ngawai, from Tokomaru Bay wrote the following 

condemnation in the 1 950s; 

Te M atauranga o te Pakeha 

He mea whakatoa hei t inanatanga 

Mo wai ra? Mo Hatana? 

Kia tupato i nga whakawai 

Kia kaha ra, Kia kaha ra. 

(The knowledge of the Pakeha) 

( l s  propagated and nurtured ) 

( For whose benefit? For Satan 's?)  

(Be  careful  of its temptations) 

( B e  strong, Be steadfast ) 

Two of the most powerful and direct statements of resistance to aspects of the present Pakeha 

education system are to be seen in the development and continuing success of Te Kohanga 

Reo ( language nurseries) and in the institution which has derived from Kohanga Reo. Kaupapa 

Maori Schooling (Maori philosophy and principles schooling). both of which have been 

established outside of the State education system. In the last six years. since the advent of Te 

Kohanga Reo. developments in respect of Maori Education have been signi ficant. Discussion 

and debate surrounding Maori education and educational policy making have been further 

highlighted with the advent of impending major reforms within New Zealand education. e .g .  
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Curriculum Review, Report of the Royal Commission on Social Policy, Government Review 

Committee on Te Kohanga Rea; Devolution of Maori Affairs a!ld of course the Picot Report. 

Many conferences on Maori education have also been held during the last six years, for 

example; Maori Educational Development Conference NZ Maori Council; Turangawaewae 

( 1 984); P .P .T.A. National Education Hui, Waahi pa, Huntly ( 1 984); Maori Economic 

Development Conference Government - Wellington ( 1 984 ); P acific Islands Education Forum, 

P .P .T.A. Nga Tapuawe College ( 1 985) ;  N.Z.E.I .  National Hui on Maori Education N.Z.E.I .  

Turangawaewae ( 1 986); and in 1 984, 1985,  1 986, 1 987 National Hui for Te Kohanga Reo. 

Added to this climate of prolific activity and interest in Maori educaiton, has been an 

emerging debate among Pakeha liberal reformers, who are engaged in philosophical and 

territorial disputes related to the definition and re-definition of key terminology associated 

with the interrelation of economic and educational policies (Bertram, 1 988) .  Thus, a link 

between education and the economy has become more pronounced, (see for example the 

Treasury Briefing Papers to the Incoming Government, 1987) and now forms a major 

influence on current schooling and educational policy. This is the background scenario to 

Maori education against which the Picot Report has been developed. Despite current major 

developments, initiatives and activity in Maori education, the Picot Report fails to respond to 

the new directions and challenges posed by Maori people. 

Preamble: Maori Language and Culture. 

The Picot Report wil l  have far reaching repercussions for Maori people. particularly in terms 

of issues related to language and cultural revitalisation. On the contrary, the Picot Report can 

be viewed as an instrument which has the potential to faci l itate the subversion of Maori 

language and cultural i nterests; it proY ides a whicle for promoting the ass imi lation of Maori 

language, knowledge and culture by dominant Pakeha cultural interests. 

This detrimental circumstance is brought about in two ways: firstly by perpetuating the status 

quo situation of Maori within the state education system through maintaining the social and 

economic di sadYantages which affects disproportionate numbers of Maori within the existing 
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system. Secondly the Picot recommendations move beyond the ' neutral ' position of ' mere 

indifference' ,  toward mounting an overt attack upon Maori language and culture .
. 
The narrow 

scope of this paper precludes the production of all the evidence to substantiate these claims, 

as such evidence in support of · these assertions wil l  relate to three areas: 'resources ';

' administration and policy' ; and ' underlying ideological ssumptions · .  These three critical areas 

can be summarised in structural terms as a contestion of ' economics, power and i deology ' .  

Some general comments about the report need to b e  made at the outset: 

i) For the most part Maori aspirations and needs are ignored; they are not

addressed directly.

i i ) Maori educational needs are projected within the Report as being

' singular' and all the same. The reality is that individual Maori needs

and aspirations are quite different. As such a Maori individual may be 

anywhere along the continuum that at one end sees Maori people

sati sfied with what is provided within the status quo situation of

education, as opposed to the other extreme, where Maori people are

opting out of State Education system and into al ternative Kaupapa

Maori schools.

i i i ) The Picot Report is  based on some fundamental misjudgments

of Maori needs and aspirations related to language and culture,

il lustrated in the following quote :

' I t  is also clear that the revival of Maori language and culture 

is not seen as an end in itself. but as a key to lifting the 

educational performance of children. ( p. 65 . )  

The fact is that many Maori people do see Maori language and 
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culture as end in itself, and that learning and ' success' can 

happen in Maori frameworks. A critical view of what sits 

behind the quote by asking ' What learning?'  and ' Whose 

learning? ' .  The wording of the Picot quote suggests that 

language and culture should be used as a bridge into' 'real ' ,  

Pakeha determined learning. Maori view and support the 

validity and legitimacy of Maori language, culture and 

knowledge. Implied in the statement is an assumption of the 

cultural superiority of Pakeha forms of knowledge, culture and 

learning. Maori language and culture are only viewed as being 

useful to facilitate real/Pakeha learning. The perspective 

projected here is often referred to as self esteem theory - the use 

of Maori language and culture to make you 'feel good' while 

real/Pakeha learning takes place. (Smith, G. 1 986 [a] ) .  

iv) The quote also shows quite clearly that the Picot taskforce has

not learned from the misadventures of previous Maori

educational policy making and has ignored totally the loud and

clear messages which Maori people have articulated with

regular monotony : at various educational Hui, within written

hearings, Royal Commission on Social Policy ; and through the

very existence of Kaupapa Maori Schooling.

The Picot Report fails to respond adequately to Maori expectations with regard to supporting 

Maori language and cultural survival : 

The inhibitive effect of Pakeha admdinistrative structures on language and culture 

remam. 

Maori people themselves are made responsible for changing school structures to 

protect language and cultural interests. The State appears very reluctant to negotiate 
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a set policy. 

Te Kohanga Reo experience has shown already the difficulties involved in influencing 

and changing local schools despite the goodwill of teachers, principals and the 

community. 

The report effectively supports the marginalisation of Maori language outside of 

mainstream education by instigating the ' opting out' clause. 

The use of vague definitions in relation to community are confusing. Maori people 

would also be influenced by the cultural notions of rohe, iwi, hapu, whanau. Also, 

Maori parents who might watn to opt out to form a language based Kaupapa School 

would be organising themselves as a community of ' interest ' .  

every school effectively beomces a site o f  struggle where language and culture i s  to 

be contested. In effect, each school wi ll now be holding a referendum onwhat is to 

count as Maori programming for language and culture. 

What are the consequences of the contradictory statements being made by the Minister 

of Education, who on the one hand has stated that the Picot proposals allow more 

' choice' and greater opportunities for minority interest groups to realise their 

aspirations and on the other hand, has also stated that Boards of Trustees will not be 

hijacked by minority interest groups? 

I now move to consider the implications of the P icot Report for Maori language and cultural 

aspirations in more details, remembering that this analysis is confined to examining three 

areas : resource availabi lity, administrative structures and po licy. and some ideological 

considerations. 

Resource Availability. 

The implication within the Picot Report suggesting that every school wil l  respond to local 

cultural and language needs is flawed. At the present time there is an acute lack of personnel 

and material resources; there are not enough resources to cater for present demands. 

Competition for the existing meagre resources also occurs at present. Taha Maori programmes 

which are mostly concerned with meeting the needs of Pakeha pupils  (developing 
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biculturalism in Pakeha pupils) can be shown to appropriate Maori resources away from Maori 

needs and aspirations in relation to language and culture. Competition for scarce resources will 

be accentuated under Picot. 

Maori needs would be better served through the consolidation of resources into particular 

schools to meet Maori needs as a priority concern, and to provide these resources in a manner 

which will develop programme depth. The spreading of resources too thinly across all schools

will be
. 
setting in place programmes that are ineffective and is bound to fail, maintaining the 

the crises already impacting on Maori. It is at this point that the Picot proposals become 

antagonistic to Maori language and culture. 

Administrative Structures, and Policy. 

Many of the inhibiting features of past policy initiatives have been replicated in the Picot 

Report. It seems necessary to restate these areas of discontent voiced with increasing 

frequency and volume by Maori people at Maori Education Hui; Education Courses; written 

submissions to various Government Departmental Review Committees, Commissions, 

Taskforces; Waitangi Tribunal Hearings, findings, articles; on Marae and in everyday 

conversations . The Picot Taskforce summarily dismiss the majority of these concerns (ref. 

p.66-7 .2 .5)  and proceeds to replicate many of these past errors, which, despite the ' good

intentions' by which they were conceived and delivered, have acted detrimentally to the 

interests of Maori people. 

1 . The most consistent feature of previous policy endeavours has been the 

inconsistency of the policies. An important point is that there is no 

accountabil ity for educational administrators when things go wrong 

some time in the future. despite the fact that their decisions may have 

a disastrous effect on a language or a culture. 

2 .  Maori difficulties continue within all areas of education despite the 

good intentions embodied within policy intervention measures. 
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3 .  Policy strategies have nearly always been . developed, organised, 

implemented or sanctioned by members from within the dominant 

Pakeha population ·or by ' co-opted' Maori people serving the interests

of dominant groups. 

4. Many of the policy initiatives have been based on research and theory

developed outside of New Zealand.

5 .  Very little cognisance has been taken of the special status of tangata 

whenua or of the obligations implicit within the Treaty of Waitangi 

related to the preservation and maintenance of the language as taonga. 

6 .  A consistent failure to acknowledge 'power' differentials related to 

subordinate and dominant group inter-relationships; as such, these 

policies have usually contained 'noble '  notions related to equality 

democracy and fairness to all ;  processes of equivocation which 

moderate the needs of minority groups resulting in the maintinaing of 

power inequalities : the preservation assymetrical power relations, of 

Pakeha dominance and Maori subordination. 

7 .  Policies have often been premised upon theories that are translated into 

victim-blaming scenarios: e.g. deprivation theories: deficit theories: 

self-esteem theories. 

8 .  Policies which have been developed ostensibly to take account of the 

Maori perspective are often modified by dominant group mechanisms. 

For example: 

a) through the use of marginal ising rhetoric e.g.

radicaL activist separatist elitist. etc . 
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b) through appropriation of meagre Maori 

resources to serve the needs of dominant Pakeha 

interests as a priority concern over and above 

Maori needs and aspirations, e .g. Taha Maori 

programmes are able to attract more resources to'

meet the demand of Pakeha students. 

c) through the creation of depositing mythologies 

to subvert minority Maori interests, e.g. Maori 

language is of no use, it won't get you a job. 

d) through discriminatory and racist activity on 

the part of some administrators of educationa 1 

policy, e .g .  gatekeeping. 

9 .  Policies have generally adopted a dominant monocultural perspective 

as to what should count as valid knowledge and as to how such 

knowledge should be taught and evaluated. 

1 0 . Almost complete credence has been ascribed by policy makers to the 

l iberal view that education is an equalising force. Little consideration 

has been taken of the critical notion of education as a domesticating 

force. 

1 1 .  Generally, policy initiatives have been additive in that they have 

usually been quickly conceptualised and hurriedly implemented either 

to quieten Maori protest. ·patch up ' some area of dysfunction. to 

thwart some ' dangerous' Maori initiative. Such policies typically 

require no fundamental change to educational structures but are often 

more concerned with facil itating the victims fitting the ·mould' 

prescribed for them by dominant interest groups. 
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In summary, the administrative structures suggested by Picot wil l  mil itate against the language 

and cultural interests of Maori people through; 

i) pepper potting Maori educational administrators throughout different levels of the

hierarchy, thus rendering them less effective because they are vuinerable to dominant

group control ling techniques, e .g .  co-option, marginalisation, etc.

ii) Pakeha people continuing to have the major say in respect of Maori language

and cultural decision making. History has shown that this situation is

antagonistic to Maori language and cultural aspirations.

iii) the problem of whether or not the suggested structures will adequately serve

Maori people, so that they are fairly represented on Boards of Trustees and are

able to influence sufficiently, the design of school charters to meet their needs.

Ideological Considerations. 

There are several underlying assumptions contained within the Picot Report which are 

potentially damaging toward Maori language and culture. The most significant point 

concerning these ideologies is that they all embody the dominant Pakeha perspective and 

thereby primarily service and protect Pakeha interests. 

Another major assumption 1s that the structural changes that are proposed will allow 

everybody to have greater opportunities to realise their respective needs and aspirations. 

However, other variables which have to be considered and which may act against minority 

interest groups are numerical disadvantage ( the majority of teachers, principals and 

administrators are Pakeha). socio-economic factors and so on. These factors have worked 

against Maori aspirations related to language and cultural in the past. and in fact represent the 

present Maori experience. 

Other ideological assumptions entrenched within the Picot Report are false notions of fairness. 
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equality, equity. Processes of equivocation serve to moderate minority Maori interests and 

aspirations through a concern to be fair to ' all ' .  As a consequence Maori needs and 

aspirations are subsumed within the c'oncern to be 'fair' to everyone.

' 
Under the Picot proposals everyone is assumed to start on an equal footing; the fact that 

Maori disadvantage suffered within the State system over the last one hundred and fifty years 

is ignored. Maori people do not start on an equal footing with Pakeha people, contrary to the 

views implicit within the Picot Report. 

Conclusion. 

Maori expectations of the Picot Report have not been realised. The provision of increased 

choice through the structural rearrangement of educational administration has not provided the 

guaranteed support for Maori language and cultural aspirations that Maori people are seeking. 

Maori people have sought greater autonomy over meaningful decision-making related to 

education. Maori people have sought increased power and resources to assume greater control 

over their own lives as guaranteed under the Treaty of Waitangi .  Maori people have lost faith 

in the continued trend of Pakeha people providing the · solution' because these solutions are 

moderated by dominant Pakeha interests. The surface appearance of the Picot Report creates 

an i llusion of working in favour of delivering Maori aspirations and needs in relation to 

language and culture. Unfortunately, a closer examination reveals that the submerged agenda 

of assimilation sits close beneath the surface - it is clear that we have either not learned from 

past mistakes or have deliberately chosen to ignore the lessons of past educational policy 

endeavours. I leave the last word to our tupuna who may have described the Report thus: 

"He pounamu kakano rua ! "  

(A  double grained piece of greenstone) 

Epilogue: 

This pajJer represents one of' the few \1Tillen J\;Jaori analyses <�l the Picot Report and its 

implications. It has contributed to keying Afaori communities into some of the crWcal 

questions that needed lo be asked of the Report. Soon after the Picot Report was released. the 
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'Tommorows Schools ' policy document, which was the Department of Education 's policy 

interpretation of the Picot Report came out. However, following criticisms of the lack of 

relevance to Maori of the Picot Report, the Government responded in two ways,' 

·a. it established the Runanga Matua - a Maori education committee to develop 

consultation, research and to make recommendations leading up to the Tommorow 's 

Schools policy document,' 

b. The Kura Kaupapa Maori Working group was established to make recommendations

with respect to the development of Kura Kaupapa Maori schools. 

The 'Tommorow 's Schools ' policy document contained little which could seriously intervene 

in Maori education and cultural , crises. The fact that the major innovative developments of 

Kura Kaupapa Maori and Waananga have developed outside of the supposed major 

educational reforms of the Picot Report and Tommorow 's Schools is a further indictment of 

the state system and its continuing ability to be able to intervene meaningfully in Maori crises. 
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Chapter Five. 

'In Absentia: Maori Education Policy and Reform.' 

Introduction to Context: 

This paper was first presented at 'Policy For Our Times ' Conference, ih Wellington, July 19 

J 991. This conference brought together key policy analysts and developers from around the 

country and.from across a number of areas, including Health, Justice, Social Welfare, Maori 

Affairs, Education and Pacific interests. This conference was deliberately staged in Wellington 

by the Centre for Policy Research and Development.from Massey UnivPrsity. with the express 

purpose of critically reviewing the impact of Government economic reform. and the attempting 

to influence government to soften the social impact of the reform process. This presentation 

was reported on and summarised in the Dominion newspaper the following day. 

This paper develops a critique from the Maori point of view of the economic policy reforms 

on Maori, with particular reference to the impact on education and schooling. A particular 

issue which is canvassed in this paper is the issue of 'Biculturalism ', in that this viewed as 

a useful programme (it has made space in the 'war of position ' with the state), but it is served 

its usefulness. That is, it has co-opted Pakeha support for Maori language, knowledge and 
. . 

culture . but does not go far .enough in terms of providing a more se(f-determining existence 

for Maori as is implied in Kaupapa Maori options. 

Introduction. 

This paper seeks to critically examine the insertion of the corporate economy into the New 

Zealand schooling and education system. Of particular concern are the effects that this wi ll 

have in relation to Maori social. political, economic and cultural aspirations. To this end 

Maori needs and· aspirations have often been marginalised and even excluded from policy 

considerations because they provide a contradiction to the corporate economic hegemony. 

Maori people have responded in particular ways to this exclusion and have moved to establish 

a number of interesting resistance initiatives. 
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This paper develops its arguments around a structural causation thesis and while individual 

acts of racist decision-making and power manipulation are acknowledged and do occur, this 

paper attempts to avoid over-emphasising human conspiracy arguments. At a deeper level, 

Maori do confront and resist the structural imperatives, and are able to mount resistances that 

mediate the dichotomy of structural explanations on the one hand and cultural explanations 

on the other. 

It also needs to be acknowledged at the outset, that Maori needs and aspirations in respect of 

schooling and education are not homogenous. An unfortunate failing of much of the past and 

present policy directed at Maori tends to be 'blanket' policy based on this false assumption, 

and subsequently is generally ineffective. 

In regard to Education, this paper will argue that current reforms and policy developments 

contain little which will intervene significantly in the present schooling crisis related to Maori . 

Firstly because Maori needs are not addressed to any meaningful degree either directly or 

specifically and secondly, because reforms which are suggested for Maori usually contain 

elements which have been tried and which have failed previously. It is further argued that the 

most important change which has occurred in this period of major educational upheaval, 

dating from Picot (Picot, 1 988 )  has in fact been the emergence of Te Kohanga Reo (total 

immersion pre-schooling) and Kura Kaupapa Maori (total immersion primary schooling) . Of 

key significance is the change theory of Kaupapa Maori which is embedded fo these two 

initiatives. 

Finally this paper adopts the stance that Maori cultural struggle (oppression) is not separable 

from the economic struggle (exploitation) and that there needs to be an acknowledgement of 

the dialectic between these two positions. There is also a need to devise appropriate strategies 

and responses in respect of Maori cultural aspirations on the one hand and mainly working

class (and under-class) social positioning on the other. Thus the development of the 

Tomorrow' s Schools reforms and the emergence of Te Kohanga Reo and Kura Kaupapa 

Maori resistance initiatives, need to be understood within a wider social, political, economic 
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and cultural context of competing interests. 

Policy Failure Context. 

The most overt crisis within schooling and education in New Zealand today is that which 

relates to disproportionate inequalities suffered by Maori people as a group; this predicament 

is discernible in almost every negative statistical indic�s we might nominate. Reforms and 

policies ostensibly designed to attack and overturn this situation have generally been 

ineffective. In fact if we took an uncritical view of the instrumental relationship between 

school and work, we might argue that given the rising and disparate outcomes related to 

. Maori unemployment and to a burgeoning Maori underclass, that the situation is deteriorating. 

The Ministry of Education has also noted that; 

'The Education statistics for 1 990 show that in spite of some improvements, 

gaps between Maori and non-Maori participation and attainment are still too 

substantial to tolerate' . (Education Gazette, March 1 99 1 )  

Policy and reforms aimed at Maori education and schooling have not · worked. I f  we accept 

(and this in itself may be problematic) that there is a genuine desire on the part of those 

developing policy to overthrow the crisis. then we need to critically engage the non 

performance of the policies and reforms - why haven't these policies delivered what they were 

supposedly developed for? Certainly there appears to be little accountability required of 

policy makers and reformers who get things wrong. Failed policies in respect of Maori , have 

often made conditions worse or have contributed to the ongoing assimilation of language, 

culture, knowledge and values and consequently to the demise of Maori identity and cultural 

distinctiveness. However. it is not the intention of this paper t0 dwell  on past policy and 

reform failure. although current policy makers should have a critical understanding of what 

and why things have gone wrong in the past. Such insights must improve current efforts to 

successfully develop policies which are more effective (see Smith. G . .  1 990 [ c ] ) .  

The New Right Context. 
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With the spectre of the 'non achievement' of past policy and reform initiatives aimed at Maori 

in education and schooling having been raised as a ' back-drop' ,  I want to move tci consider 

the current situation of New Right political ascendency. In particular to examine how ' free 

market' ideology impacts on Maori schooling and education crisis. In regard to defining the 

New Right� I agree with the Jessen analysis, (c.f. lesson, Ryan, & Spoonley, 1 988)  in that 

there are two distinct and at the same time overlapping components to the New Right. F irstly 

an economic thrust (the libertarian Right) concerned to overthrow the Keynsian ' welfare 

state' ,  interventionist approach to economics and to replace it with the notion of the free

market. Secondly that there is a moral thrust (the authoritarian Right) concerned to overthrow 

liberal societal attitudes and behaviours, and to reinstate conservative values and moral 

standards. Within the New Zealand context of New Right reform, deriving from Thatcherism 

in Britain and Reganism in the United States, two policy emphases have evolved in respect 

of Maori . The first policy trend has been to down play and deny cultural differences as being 

significant and thereby emphasising assimilatory policy trends; the second policy approach, 

and which has become more obvious over the last four years of education reform has been 

the tendency to ignore completely the development of policy specifically directed at Maori 

as a group. 

The Libertarian Right. 

The New Right libertarian economic approach is based on the free market principles such as 

individual freedom. competition. choice, construed (selected) notions of equality of 

opportunity and construed (selected) notions of equity (horizontal equity) .  Thus in the 

capitalistic logic of the free market. meritocratic principles come to the fore. Every 

' individual' is regarded as being born with equal l ife chances and with equal opportunities to 

participate and achieve whatever they so desire. Inequalities are explained in terms of 

individual failings. In this scenario of the · survival of the best ' ,  group interests related to race, 

gender and class considerations are viewed as anomalies which contradict the paramount 

importance of the individual and therefore disconnect from the fundamental principles of the 

free market system. The primacy of the individual - and individual rights (c . f. Hayek, 1 974) 

is upheld by the construction of supportive ideologies. For example, it is commonly held ( if 
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falsely) that to give groups special attention is to advantage them and furthermore, this has 

a contradictory effect of disadvantaging others. This situation is then seen as being more 

unfair (in that its often ' unfair' to the majority. New Right logic insists that everyone should 

. be treated the same within the horizontal equity principle. This of course has the outcome of 

maintaining the status quo and that those already privileged and in positi'ons of power will be 

able to maintain their positions of advantage. Further still, with the entrenchment of the 

corporate hegemony within school ing and within pupils'  ideologies such as the ' open market 

place' ,  'freedom of the individual ' ,  ' competition is healthy ' ,  etc, enables those already 

privileged to exact greater social, political and economic advantage and thereby sustain and 

legitimate a societal context of 'haves ' and 'have nots' . 

The Authoritarian Right. 

Maori language, knowledge, values and culture have bee n  directly undermined by both the 

libertarian and the authoritarian sectors of the New Right in an attempt to dismiss their 

viability and legitimacy. This is because New Right theory and subsequently capitalistic 

principles are unable or have no ' interest ' in attempting to adequately explain or deal with 

notions of ethnicity. The disconcerting element contained within these attacks is that nothing 

substantive in the way of a compatible structural intervention from the Maori point of view, 

has been suggested as an alternative. The pervasive feature of these attacks is the inev itably 

dominant Pakeha cultural perspective and assimilationist stance which is almost always 

adopted. 

The Sexton Report ( 1 990) commissioned by the New Zealand Business Round-table provides 

a very clear account of the New Right agenda in relation to New Zealand educati on and 

schooling.  This Report was completed by a carefully · selected · overseas · expert ' .  who. after 

a minimal three week. first hand acquaintance with the New Zealand schooling and education 

system was able to produce a defini.te report on changes needed - needless to say the 

recommendations coincided closely with the B usiness Round:--table who imported him. W hi le 

here Sexton spoke to a small group of · selected' local people involved in varying aspects o f  

education. That the Business Round-table thought i t  worthwhile to invest heavily i n  seeking
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such a Report, and to also continue to publish the document (with only minor alterations) 

despite severe criticism of the Draft Report's  racist overtones · (P.P.T.A . :  1 99 1 ;  Marshall, et 

al : 1 990), points to the seriousness with which the Business Round-table is seeking to insert 

the fundamentalist doctrinaire of the New Right within New Zealand education. The present 

National Government has already made strong advances along this track, with the intrusion 

of New Right ideology and practice now permeating every aspect of school ing, and all sectors 

of the education system. The platform for big business capture, through the instruments of 

' provider capture' and the establishment of corporate hegemony have already been set in 

place. It also indicates that within the economic reductionist mode of thinking and acting, 

based on the reification of the individual, people generally (and derivative notions related to 

collective needs such as the notion of the 'public good') are to be of minor consideration and 

importance. 

The Attack on Maori. 

The validity of Maori language, knowledge, culture and values is at odds wit� New Right

philosophies and because of this has been subjected to systematic attack. These attacks have 

been perpetrated against Maori people and th.eir interests from a number of fronts; from the 

monied elite such as the Business Round-table; from the moral guardians of ' standards' ,  

' excellence ' and · Jaw and order" : from politicians o f  all pol itical persuasions; from a range 

of right-wing sector groups asserting particular conservative interests. All have been to some 

extent aided by a plethora of right-wing media outlets in which we have seen an 

unprecedented and consistent attack on Maori language, Maori culture, Maori knowledge, 

Maori values and Maori rights. These attacks have a common theme, attacking Maori people 

and their culture for their reluctance or inability to conform to the prescribed mould of 

dominant Pakeha society. The structural imperative of New Right ideology appears to be to 

discredit and destroy the anomalies presented by non conformists to the new economic order 

such as Maori. because they are perceived as not contributing ful l y  to the maximisation of 

production. 

The attacks on Maori people, language, knowledge and culture as exemplified in the Sexton 
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Report and in public statements by Government M.P.s; e.g. Rob Munro 's  (M.P .  for 

Invercargil l)  attack on the judiciary when the courts ruled in favour of Maori claimants in a 

recent airwaves claim (April ,  1 99 1 ) ; ·  John Bank's  (M.P .  for Whangarei) attacks on Maori 

crime rates on talkback radio (April. 1 99 1  ) ; Gordon McLaughlin's (Newspaper columnist) 

attack on Maori language after a Broadcasting Tribunal ruling against 'Telecom New Zealand

(June, 1 99 1 )  coincide with the ascendency of the New Right authoritarian ideology and show 

links with similar developments in both Britain and the United States. Racist ideologies and 

racist policies are instruments used by New Right advocates, including many politicians and 

policy makers to deal with the contradictions which race and culture or ethnicity, present. 

Ethnicity has been a difficult and unwieldy phenomenon as it contradicts reductionist 

economic theory implied in New Right thinking. For example the emphasis within New Right 

philosophy on individualism (Hayek, 1 974) contradicts Maori concepts of collectivism such 

as iwi (tribe) hapu (sub-tribe) whanau (extended family) .  Individualism is also in conflict with 

the values implied in social practices such as utu (reciprocity) manaaki (hospitality) tiaki 

(nurture) hui (cooperative organisation) and aroha (respectfulness) . However, the general 

inability of New Right advocates to adequately account for culture is also shared by some 

traditional Marxist writers who have shown a reluctance to acknowledge the central ity of 

cultural elements in respect of analyses involving Maori (see Nash, 1 983 ;  Bedgegood; 1 980) .  

Unless an analysis that can also take account of Maori cultural aspirations in relation to 

language, knowledge and culture is  evolved out of our own New Zealand context, then New 

Right theorists at one extreme and the more traditional Marxist theorists at the other extreme, 

will only have a limited effect in adequately analysing or developing appropriate interventions 

for current Maori crises. The development of a New Zealand theory in this regard is very 

much needed and I would suggest an urgent project for social policy reformers given the 

increasingly hostile attacks on Maori . 

Commodification of Maori Culture. 

Yet another response to · the contradictions posed by Maori language. culture. knowledge and

values has been a growing emphasis towards the commodification of these cultural aspects. 

In the 1 99 1  census for example Maori people were asked to nominate a ranking of tribal 
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affiliations. This cuts across the tribal views and cultural indices held by many Maori families 

who hold more than one tribal affiliation equally, and that it is possible to inherit tribal 

affiliations equally through both mother and father (bilineal descent) . A further example can 

be seen- in the commodification of Koha (traditional Maori gifting) which has been the subject 

of redefinition by the tax department (who require people who give Koha to get a receipt for 

tax purposes - this act cuts across the cultural notion of ' gifting' and the cultural offense in 

seeking receipts ·and · checking on Koha amounts. Recent moves by the New Zealand 

Qualifications Authority to commodify the cultural conditions and definitions of Kaumatua 

(tribal elder) tohunga whakairo (carving expert) and whare waananga (traditional Maori 

learning centres) contains many dangers for Maori people. By packaging and quantifying 

Maori cultural items and knowledge within Pakeha definitions and credential frameworks is 

problematic for Maori - the control over what these items becomes tenuous. Maori knowledge 

has the potential through the NZQA to pass out of Maori ownership; already units of work 

and work schemes are bought, sold and traded by NZQA. In these circumstances control over 

Maori knowledge is able to shift from Maori ownership to Pakeha: state: dominant control. 

The NZQA, assisted by willing Maori public servants are able to redefine these cultural items 

into self-contained components/ units and in this state they become susceptible to market 

forces. Eventually their 'value' becomes more dependent upon economic worth/ consideration 

than on cultural considerations. A good example of this, is that a Kaumatua working in the 

Te Kohanga Reo must have a certificate endorsed by the NZQA to credential the Kaumatua. 

In the traditional sense a Kaumatua is an elder who is designated as such by the whanau 

(extended family) . I n . this instance the control of determining how a Kaumatua is to be 

chosen, is being commodified within a economic reductionist rationale; in this sense there is 

shift outside of cultural control to an institutional: Pakeha: state take-over. In this way the role 

of the Kaumatua becomes commodified. Free market principles such as individualism and 

competition are more easily facilitated through such cornmodification. In  this sense 

commodification equates with assimilation. 

Devolution. 

The policy of devolution forms a major platform of free market economics. The framework 
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for devolution as it was to apply to Maori social, economic, cultural and political needs was 

handed down to Maori by the Labour Government in the Te Urupare Rangapu document 

( 1 989) .  Initially the devolution policy was popularly received in some tribal areas where it

was perceived that a potential existed for assuming increased control over their own tribal 
. 

affairs. Recently more critical views have emerged and which have been voiced at various 

Maori Hui . Several difficulties with devolution policy have been identified, such as the ' divide 

and rule' potential which is created between independent Iwi groups; the ' catch 22' situation 

of the devolution of increased responsibility to Iwi but real power remaining within state 

bureaucracies who retain the ultimate control through controi
'
ling funding.  A parallel example 

can be drawn with schooling and education where there is a similar devolution of 

responsibility to Boards of Trustees but the ultimate control over funding being held by the 

Ministry of Education. The ' catch 22 ' factor for Maori people relates to the protective role 

which the state should have in respect of minority interest groups - to relinquish full power 

and control to local bureaucracies does not guarantee that those disadvantaged now will be 

any better off. Already we have seen the National Government abdicating its public 

responsibility to disadvantaged groups in schools by diminishing equity provisions and 

principles within school charters and by making Treaty of Waitangi obligations optional. The 

undoing of equity provisions is also seen in the diminished role being given to the Education 

Review Office's function of moderating equity provisions. The moves to remove the 

Education Review Office' s  powers in relation to the supervision of E.E.O.  and Equity 

provisions in universities is a specific example of this trend. In this sense, with the increasing 

abdication by the State of its 1 840 contractual obligations to protect Maori cultural interests, 

Maori identity and cultural survival becomes extremely vulnerable. Maori aspirations in this 

scenario become reliant on the goodwill of the general ·dominant Pakeha · public who are able 

to co-opt construed democratic principles based on ' majority rule' and ' one person. one vote' 

to prioritise their own interests. For example. New Right interests have underpinned recent 

calls for National referendums to be held on Maori language and the Treaty of Waitangi .  

What this means within our societal context of unequal power relations is that co-opted 

democratic principles allow eighty-five percent of the population who are non-Maori to 

determine the validity of Maori language and the Treaty of Waitangi !  
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Before I move to address the second half of this paper, I want to restate and reinforce the 

points that I have been making so far: 

i) past reform and policies related to Maori generally and m education and 

schooling in particular have largely failed; 

ii) the current context of New Right ascendency has seen the emergence of two

distinct approaches in dealing with Maori;

a) · non specific policies, that is blanket policy-making which tends to 

ignore specific Maori needs and aspirations; 

b) a systematic attack on the validity Maori language and culture in that

they constitute major anomalies to the new economic order;

ii i) these attacks are discernible within education policy trends and despite the

major reforms developed within education over the last five years very few of

these changes have been targeted specifically at Maori education and schooling

cns1s.

The first section of this paper has attempted to summanse, perhaps the more extreme 

parameters of the new policy context and in the second part of this paper there is a need to 

consider how Maori people themselves have responded and reacted to the challenges posed 

by the new economic context and to also consider some potentially positive directions that 

future policy development ought to take. 

One of the most significant developments which has been given impetus by the New Right 

inspired attacks on Maori language, culture and values has been a parallel increase in the 

political conscientising of Maori people. This new awareness has moved Maori people beyond 

surface level explanations of their sociaL cultural and political predicament. Increasing 

numbers of Maori people are now going beyond narrow discourses related only to race and 

culture to explain their social, cultural and political situation, to now understanding more 

deeply how fundamental impediments such as those related to unequal power distribution. and 

unequal economic distribution affects their life chances. The consequences of this emerging 

consciousness among Maori has seen a corresponding. and rapid growth in autonomy 
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initiatives, usually articulated in terms of ' tino rangatiratanga' . The impetus toward ' tino 

rangatiratanga' as an organising philosophy has also been as a result of Maori critical analyses 

of the limits and capacities of biculturalism. Devolution is a two edged sword for Maori. It 

gives the i llusion of increased power and autonomy, however, it is also about the abdication 

of the State' s responsibility to minority i_nterest groups. 

Biculturalism.  

Essentially biculturalism i s  being perceived by increasing numbers of Maori as a limited ideal 

in terms of delivering Maori aspirations. Biculturalism has developed out of a particular 

political context of the 1 960s and 1 970s, and was a measured response to the largely hostile 

and monocultural social-political climate which existed at that time. It was a period when 

Maori culture was struggling to gain acceptance in mainstream thinking and practice . . It was 

a time when cultural deprivation theories and deficit theories (victim blaming theories) were 

prevalent. For many Maori it was very awkward to overtly identify as Maori (see Edwards, 

1 990, Walker, 1 990). Biculturalism was targeted at all New Zealanders and aimed to develop 

rudimentary understandings and practices of Maori culture within all New Zealand citizens -

the outcome was to be citizens who were able to stand comfortably in two cultures. The 

present predicament of imminent language death and cultural demise suggests two things 

about biculturalism. firstly, it has failed in its aim to produce bicultural citizens and secondly 

it is obviously a limited concept in sustaining Maori cultural and language aspirations. While 

there are strong arguments that bicultural ism ought to be supported in order to develop an 

indigenous identity within the New Zealand Pakeha community, bicultural ism both as a social 

ideal and social practice has not, and has never been concerned to respond to Maori cultural 

aspirations. As a consequence the late 1 980s and early 1 990s saw increased cal ls from Maori 

groups such as Te Kohanga Reo whanau, the New Zealand Maori Council, independent Iwi 

Authorities, Maori Union groups. and Urban Maori authorities for increased autonomy over 

their own lives and cultural welfare. This trend is also discernible within education and 

schooling. While such moves can be explained in terms of a proactive stance adopted by 

Maori seeking more meaningful control over their own l ives, it is also, in part, a resistance 

reaction to the poor performance of mainstream policy and reform. Predictably these 
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initiatives toward increased autonomy are often perceived negatively by dominant Pakeha 

society and Maori pursuing these objectives are inevitably · criticised of ' separatism' and 

.'apartheid' . .  At times it seems that Maori communities are unable to win whichever way they 

move, for example: 

'A Pakeha community in Christchurch complained about having ' taha Maori' 

forced upon them by liberal school policy. In the same week yet another 

Pakeha co.mmunity from the same city, in the same newspaper complained 

about the development of ' separatist' schooling for Maori in Christchurch 

because Maori parents who had apparently become frustrated at not having 

their needs met within their local school had decided to opt out. The 

contradiction here is that on the one hand Maori are accused of ' ramming it 

down the throats of Pakeha' when they try and influence existing structures 

from within, and then on the other hand are accused of · separatism ' and 

' apartheid' schooling when they attempt to meet the schooling and cultural 

aspirations for themselves. (Smith, G. 1 99 1  [b] : 1 1  ) . 

The challenge being developed here for those concerned with policy-making is that in the 

current climate of general hostility towards things Maori in schooling and education, very few, 

if any, meaningful interventions have been proposed or initiated which reinforce, support, and 

proactively co-opt Maori cultural aspirations in ways which are desired by Maori people 

themselves. Maori resolve and commitment to the preservation of their culture and language 

is clearly and often articulated by numerous Maori groups and individuals. The lengths to 

which Maori people are now prepared to go in defence of their cultural aspirations is clearly 

suggested in the following resolution. passed unanimously by over three hundred Maori 

educationalists (ironically, the great majority of whom worked within the State education 

. system) attending the 1 984 Maori Education Development Conference at Turangawaewae 

Marae. 

This conference declares that the existing system of education is fai ling Maori 

people and modifications have not helped the situation, nor will they. 

Therefore we urge Maori withdrawal and the establishment of alternative 
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schooling modelled on the principles underlying Kohanga Reo. (Walker, R: 

1 984). 

Kaupapa Maori :  Theory of Change. 

A new theory of change has emerged out of these Maori resistance initiatives. This theory has 

developed from within the Maori community itself and is generalised under the label of 

' Kaupapa Maori ' .  Kaupapa Maori speaks to the validity and legitimacy of being and acting 

Maori; to be Maori is taken for granted. Maori language, culture, knowledge and values are 

accepted in their own right. Kaupapa Maori is the critical factor underpinning Te Kohanga 

Reo, Kura Kaupapa Maori, hui Maori, Marae, whare waananga and some bilingual units. It 

is not a rejection of Pakeha knowledge and or culture. Kaupapa Maori advocates excellence 

within Maori culture as well as Pakeha culture. It is not an either/or choice - they want full 

access to both cultural frameworks. 

The development of Kaupapa Maori as a theory of change provides exciting potential in 

intervening in Maori schooling crisis generally. As such it ought to be carefully considered 

by al l would be policy makers and reformers who are genuinely concerned to alleviate Maori 

schooling crisis. The crucial change elements embedded within Kaupapa Maori need to be 

identified with a view to wider application across the whole of New Zealand schooling. For 

example, some of the critical change factors are l isted here; (c .f. Smith. G :  1 99 1  ) .  

i) Tino Rangatiratanga (relative autonomy principle);

ii) Taonga tuku iho (cultural aspirations principle);

i i i) Ako Maori (culturally  preferred pedagogy);

iv) Kia piki ake i nga raruraru o te kainga (mediation of socio-economic factors);

v) Whanau (extended family management principle);

vi) Kaupapa (collective vision principle).

The critiques of biculturalism and the subsequent development of Kaupapa Maori as a new 

theory of change has occurred because Maori people have · sussed" out the intricacies of our 

societal context of unequal power relations. In particular they have understood how power has 

been used (misused) in education and schooling to construct schooling in particularly 
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exclusive ways. The increased cal ls for Tino Rangatiratanga (autonomy), are driven by desires 

to implement and to effect Kaupapa Maori unencumbered by external interests. Calls for Tino 

Rangatiratanga I suggest are made in order that Kaupapa Maori can be implemented and 

practised without interference. 

Conclusion. 

The new pathway which increasing numbers of Maori are taking is that which is based on 

Kaupapa Maori philosophy. Maori people are moving in increasing numbers outside the 

restrictive mainstream structures which are perceived to be antagonistic to their cultural 

aspirations. For example Rangi Walker describes the genesis of the powerful pan tribal 

alliance - The Maori Congress: 

'On 24 June 1 989 Sir Hepi Te Heuheu, paramount chief of Tuwharetoa, 

convened an inter-tribal hui at Taupo where it was resolved to form a congress 

of tribes. Given the history of colonisation and the bifurcated political 

response of the tribes through Kotahitanga and the Kauhanganui, unification 

was inevitable. Driven by the recovery of their stolen humanity, the affirmation 

of Maori identity and the powerful ethos of the cultural renaissance, it was the 

obvious political response to a government that directed rather than listened to 

the people . (Walker. R. : 1 990:287) 

As recently as last week ( 1 2  July 1 99 1 )  groups representing Maori organisations including 

representatives of the Maori Congress. The New Zealand Maori Counci l. The Maori Women's 

Welfare League, Te Kohanga Reo, Tertiary Education Institutions, and the Maori Education 

Authority, met in Wellington to discuss the present state of Maori education. A vote of no 

confidence in Lockwood Smith, the incumbent Minister of Education was passed. It is 

worthwhile noting that many of these groups are the more ·conservative ' Maori organisations. 

and that calls to form a Maori coalition to work for 'Maori control of education for Maori 

people· (New Zealand Herald. 1 5  July 1 99 1 ) points to a major split between Government and 

its ineffective policies on the one hand and frustrated Maori communities on the other. 
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While the Ka A watea Report ( 1 99 1 )  represents the government' s  most recent attempt to 

formulate policy for Maori, there remained some hope in the fact that the Report was prepared 

under Maori supervision through the Minister of Maori Affairs. The Report, prepared in five 

weeks by its three principal authors has received wide but also cautious support from the 

general Maori community. The Report has already been attacked by' Pakeha politicians as 

departing from the tight economic direction being pursued by the National Government. The 

fact that the Report's policy initiatives and ideas may connect closely with the needs and 

aspirations of Maori appears to be of little consequence. Maori people remain sceptical, and 

rightly so given the history of previous reform failure, that this Report wil l  not be fully 

supported and that it is likely to be undermined by other external group interests . In 

particular through the fami liar device of insufficient funding support for the policy package. 

While there are some potentially contentious issues within the Ka Awatea Report deriving 

from the Government' s Terms of Reference some important points are made and need to be 

reinforced. For example, within the Education section, four interconnected ideas which ought 

to be heeded by policy developers dealing with Maori issues are detailed: 

i) There is an overt acknowledgement that there is a schooling and educational

crisis affecting disproportionate numbers of Maori children;

ii) there is a recognition that education and schooling interventions are central to

overthrowing not only the. schooling crisis but will also impact on the wider

social, economic. political and cultural crisis enveloping Maori;

i i i) there is a recognition that policy reform in education and schooling if it is to

be effective, needs to co-opt the goodwil l  and support of those for whom the

reform is intended;

iv) there is an acknowledgement that Maori goodwill  and support is clearly aligned

to the realisation of cultural aspirations related to identity and survival .

The most spectacular examples of Maori self-motivation in respect of reform are to be seen 

in Te Kohanga Reo and Kura Kaupapa Maori. In these examples Maori commitment and 

motivation to change is achieved because of Kaupapa Maori. Another important factor is the 
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belated understanding that the best people to look out for Maori aspirations are Maori people 

themselves. At the moment this agenda is being pursued both within and outside existing 

structures. 

The degree to which Maori are likely to move outside mainstream structures in an effort to 

secure more meaningful control over their own lives rests largely with the abil ity of policies 

and reforms to· appropriately mediate the present hostile social, political, cultural and 

econmmc climate. To this end policy developers in general are faced with two urgent 

projects: 

1. Constitutional Reform

The reconstruction of the principles of democracy to allow democracy to work fairly

for everyone. The ' one person, one vote' and · m�j ority rule' principles do not always ·

work fairly for minority Maori interests within a societal context of unequal power

relations;

2. The P rotection of Personal and Group Entitlements (rights) 

' State' responsibility needs to be re-instituted in order to guarantee protection for

groups disadvantaged by meritocratic principles implicit in New Right theories, to

restore their educational and schooling entitlements by applying social justice

provisions.

Finally, education and schooling needs to be seen as a ·public good' which is freely and 

equally available to all New Zealand citizens. Policy makers have an important role to 

alleviate the growing discontent within the Maori community by arguing strongly for. these 

principles to be inserted into meaningful policies for Maori . Failure to do so wi ll j eopardise 

the future of New Zealand as a unified nation. The efforts of those who would seek to reduce 

education and schooling to purely economic considerations also needs to be chal lenged by 

professional educators and policy reformers. The diverse cultural and class composition of 

New Zealand society should suggest that a major project for state school ing and the education 
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system is to struggle against societal inequalities. New Zealand cannot afford to entrench 

inequality as a taken-for-granted outcome of schooling. In this sense, Beeby's  dictum on 

equality of opportunity is worth striving for, even if we do come up short. The potential of 

schooling and education to provide for social and economic mobility needs to be pJ:'.otected 

by all engaged in the professional activity of schooling and education.' These tasks assume a 

wider importance, because they also speak to the development of New Zealand as a growing 

Nation, and therefore to the future co-existence of all of the peoples of New Zealand as we 

head, hopefully, optimistically into the twenty first century. Kia ora ano tatou. 

Epilogue. 

This paper begins to critically engage with the intersection of the economic reforms, education 

and Maori cultural interests. It attempts to show how vested dominant interests are able to 

manipulate their existing advantage to maintain positions of power - this is seen in the way 

in which the Business Round-table in able to buy in the support it needs to help promulgate 

their interests. This is in fact the role which Sexton was co-opted to fulfil. While this paper 

presents a reproduction thesis (of dominant: state: Pake ha) interests, it needs to be clearly 

understood that such an analysis is not sufficient on its own to explain the multiple sites of 

engagement and contestation. However, such an analysis is still important for two reasons,· 

a. it quickly ident�fies key issues which need to be challenged by Maori,

b. it simplifies some key issues ve1y quickly for community people: this is important

is developing the cycle of 'co11scie11tisatio11 , resistance and praxis '. 
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Chapter Six. 

' For Sale: Indigenous, Language, Knowledge and Culture. ' 

Introduction to Context: 

This paper was presented at the World Indigenous Education Conference in 1 994. It argues 

that Maori language and culture have become even more vulnerable to the forces of 

colonisation experienced in outcomes of cultural oppression, economic exploitation and 

political containment. A particular focus is how the economic, cultural and political outcomes 

are promulgated individually and as a 'coherent ' and integrated whole to sustain Pakeha 

dominant and Maori subordinate positionings. The current free-market, libertarian economic 

context has constructed new forms of colonisation which unite the pnlitical, cultural and 

economic interests of dominant Pakeha society. While the propensity towards the reductionist 

economic view of the world within the ideology of commodification is particularly dangerous 

for Maori language, knowledge and cultural survival, this potential danger is intensified by 

the formation of international economic alliances seeking to exploit indigenous resources and 

cultures. 

Preamble. 

This paper addresses the implications for indigenous peoples of new forms of colonisation 

which are being structured over and within indigenous communities as a result of new global 

trends towards the assertion of libertarian ·( free-market) economics. This economic revolution

is being promulgated . within a broader social reformation project generalised as the ·New 

Right' . While such economic thinking is not new and its current theoretical foundations are 

found in the work of Hayek and Friedman, its recent impetus can be traced to the pol itical 

convergence and inf).uence of Britain and the U.S .  under the right wing leadership of Margaret 

Thatcher and Ronald Reagan respectively. In  both countries during the late 1 970s and early 

1 980s the economic crisis of western capitalism marked by declining profit margins and 

falling capital accumulation created a legitimacy crisis for the respective governing structures 

of these countries. Put another way. the credibil ity of these governments was placed under 

pressure by the ongoing failure of welfare oriented policies and growing public 
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disenchantment with deepening social crises related to unemployment, ill-health, educational 

underachievement, homeless-ness and criminal offending. Furthermore, these social crises 

were exacerbated by a worsening fiscal problem of rising overseas debt. Thus the hegemonies 

embedded in statements such as ' we can no longer afford as a country to sustain free health, 

education and social welfare services' , ' short term economic pain for long term gain' ,  and 

' that economic prosperity for big business interests will eventually _' trickle down' to all 

members of society' on closer scrutiny, also reveal the way in which the state and government 

facing a ' crisis of legitimacy' attempts to export the blame for the creation of the crisis and 

the subsequent responsibility for the recovery _of the crisis, outside of itself. In this situation

of ' betwixt and between' the economic restructuring processes, indigenous language, 

knowledge and culture becomes extremely vulnerable to dominant colonising forces. A key 

understanding here relates to the vulnerability of indigenous peoples as a result of the 

interface of dominant cultural forces. namely the agenda of cultural oppression on the one 

hand, and the agenda of economic exploitation on the other. 

In respect of its New Zealand application, the trend to the new right represents a restoration 

of economic libertarianism and an overthrow of social liberalism. The continuance and 

persistence of societal inequalities has been construed as the failure of liberalist policies. This 

perceived failure of the egalitarian ideals associated with equality, has been challenged and 

responded to by new right economic and social policy theory which has posited ' inequality' 

and the unequal distribution of resources and talents as a ' natural '  and ' taken for granted ' 

outcome of capitalist economies generally. Explanations of social and economic disparities in 

this libertarian view, hold that social and economic inequalities are the · natural ' outcome of 

differential life chances within a capitalist framework. The persistence of outcomes of 

inequality, and the failure of liberal policies to remove them has provided an ideal climate for 

New Right economic logic, marked by the catch cries of. • the best wil l out' , • the survival of 

the fittest' and 'the naturalness of meritocracy ' .  ln such a climate 'New Right logic' aided and 

abetted by free-market and · user pays· economics becomes both a legitimising and 

legitimating force. 
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The hallmarks of the 'New Right' economic revolution, as experienced in New Zealand, are 

the de-emphasising (and in some cases the removal) of the ' welfare state ' ,  the insertion of 

'user pays' charges for social services, the privatisation of state assets and services, the 

devolution of state bureaucracies to the local and community level and the introduction of a 

regime of more austere and coercive laws, regulations and controls. In 'general terms the state 

and government have devolved many of the key management responsibilities into private 

hands (big business) or onto local communities; they have also instigated more rigorous 

control mechanisms in society to regulate tighter enforcement and accountabilities in order to 

sustain control within a smaller state bureaucracy. 

The rise of the global market-place needs to be contextualised here as it both helps to produce 

as well as reproduce the 'free-market' . The global market-place is the creation of the free

market across national borders. Thus GA TT, APEC, NAFT A and the EC all represent 

international economic accords based on free-market trade agreements which extend across 

many different countries within each of the above named groups. In general these agreements 

have been made in terms of national economic expediency and have in many instances, where 

colonial governments are in place, inevitably been made without reference to the indigenous 

peoples (the original people of the land) of the countries concerned. This last- point is 

extremely significant in the case of the Maori of New Zealand who have a Treaty agreement 

(the Treaty of Waitangi signed in 1 840 with the Crown of England - the Crown's 

responsibility has subsequently fallen to the state and government of New Zealand) which 

guarantees both personal and property rights to Maori with respect to New Zealand 's  physical 

and other resources. ln this expanded, international free-market place, individual indigenous 

cultures become even more susceptib le and vulnerable to multiple cultural and economic 

forces through regulations and controls. The pressures to participate in the new 'market' 

environment are increased, subsequently the vulnerability of intellectual and cultural properties 

to be exploited are correspondingly increased. Local cultural rules. customs and practices 

become more marginal as the new market of multiple · monied' cultures impact. In the global 

market-place everything is commodified within the economic reductionist ideology of the 

libertarian free-market place. In these circumstances we are witnessing new formations of 
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colonisation, assimilation and domination of indigenous peoples. 

At this point, I now turn to examine a case study of how new economic forms of colonisation 

are being developed as a result of the free-market and New Right economic emphasis. In 

particular, I wish to focus on how schooling and education in New Zealand have become 

important sites for both the production and reproduction of the new forms of colonisation as 

a result of the insertion of free-market thinking. The subsequent impact of the free-market and 

new right restructuring of education and schooling on the tangata whenua, the Maori 

indigenous people of New Zealand, has been problematic as far as the protection and 

revitalisation of Maori language, knowledge and culture has been concerned. 

Maori are the original inhabitants of Aotearoa (New Zealand) . They were in Aotearoa long 

before the first european came to these shores. Pakeha people (Non-Maori people) are said 

(within many historical writings) to have 'discovered ' Aotearoa in 1 642 by Abel Tasman a 

Dutch explorer, but a subsequent rewriting of the history of New Zealand by mainly British 

descendants has seen the emphasising of the 'Englishman' Captain James Cook whose 

voyages occurred in 1 769, as the 'discoverer' of New Zealand. Somehow, the fact that New 

Zealand was already occupied by a large indigenous population tends to be overlooked and 

not emphasised. 

Maori currently form 1 5% of the total New Zealand population. That they are a young and 

growing population is reflected in the statistics which puts them as 20% of the schooling 

population. Maori still have a strong traditional cultural and language base, but this is very 

much in decline. Several language, knowledge and cultural revitalisation initiatives have been 

instigated at the schooling level .  More generally, Maori. as is the experience of many 

indigenous peoples who have been colonised. are to be found in disproportionate levels within 

almost all the crisis statistics of New Zealand society. including high levels of schooling and 

educational underachievement and failure. Despite the implicit promises of change as a resul t  

of  major educational reform in the 1 980s with respect to the insertion of  the free-market

ideal s within schooling and education practice in New Zealand. the situation of educational 
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and cultural cnses which existed · before the reforms, remams. In fact the Ministry of 

Education has admitted that the gap between Maori and Non-Maori performance in schooling 

is worsening. (Nga Haeata Matauranga - 1 995-1 996) 

New Zealand is regarded by others interested in economic success, such as the World Bank, 

(and at the political level also regards itself) as not only being at the forefront of free-market 

economics, it is also considered a successful ' model' of New Right policies and practices. 

New Zealand' s  geographical isolation has tended to encourage the metaphor of a ' laboratory' 

as a descriptor of the 'New Right' economic experiment. However, this geographical isolation 

has not only encouraged the New Zealand government to follow through on the New Right 

reforms in order to promote ' little' New Zealand amongst the leading world economies as an 

innovative ' lead economy' in applying these models, its geographical isolation has also had 

the effect of creating a false economic setting which has put many of its new structures, 

practices and outcomes beyond close scrutiny and a 'more ' objective assessment. 

A Case Study: The New .Zealand Maori Experience. 

a. Political Overview.

In 1 984 a new Labour government came to power in New Zealand. Under its Minister of 

Finance, the Honourable Roger Douglas, the Labour government moved to radically change 

the fundamental structuring of the New Zealand economy. Adopting the economic precedents 

used by Thatcher in Britain and Reagan in the U.S .. Douglas set about asserting a · free

markef approach. This was in fact a remarkable reversal of the traditional Labour approach 

to economics which had hitherto been built on the interventionist practices of the welfare state 

often referred to as the ' Keynesian model ' .  A major platform on which these economic 

reforms were to be instigated was the ideology that the state sector as compared against the 

publ ic sector was economically inefficient and therefore a ' fiscal drag' on the already 

struggl ing New Zealand economy. Further. it was argued that the protectionist environment 

within which the state sector agencies and services operated, was no longer sustainable and 

it was claimed (see. Bertram. 1 98 8 ;  Treasury, 1 984, 1 987)  that the state sector could perform 
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more e fficiently by being openly accountable to the fluctuati ons of the marketplace in the 

same way that private sector interests were expected to be . .  As a consequence, a major 

programme for the sale of selected state assets and services into private control was begun and 

the more direct accountability for expenditure was introduced through the 'user pays' strategy. 

This privatisation of state assets and services was underpinned by legislation. It was also 

' assisted' at the ideological level through hegemonic acceptance by large sections of the 

community that such radical action needed to occur in order to produce greater efficiency and 

accountabi lity within the state services. A major restructuring programme was undertaken in 

the state sector to insert the free market principles within the remaining state structures 

including education, health and Social welfare. The restructuring of these state services 

occurred along the lines of business management processes. With Labour winning a second 

term in office in 1 987  the momentum towards privatisation, the free market and the user pays 

regime was �onsolidated. 

Under the Labour government the reform of education was targeted for major redevelopment. 

A series of initiatives to insert free-market principles inside education were systematically 

developed, the first significant set of reforms being initiated with the Picot Report ( 1 988) .  I n  

short order the Department o f  Education was 'down sized' and became the Ministry of 

EJucation headed by a Chief Executive Officer, regional Education Boards were dismantled 

completely and many of their previous activities contracted out to private companies. New 

educational bureaucracies were established to oversee key tasks within education and 

· schooling, for example the Education Review Office which was charged with monitoring the 

efficiency and performance of schools, the New Zealand Qualifications Authority which was 

charged with developing an integrated system of qualifications and credentials across several 

previously different delivery agencies . and the Quest Rapuara Agency whose task was to 

coordinate job training and transition to work opportunities. 

At the level of schooling the process of deri\'ing greater efficiency and accountabi l ity was

structured slightly di fferently. Although the method was to be d ifferent. the changes were still 

consistent with Labour's  fundamental economic theory of opening up schooling and education 
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to the competition implicit within the economic notion of the free-market. This, it was argued, 

would lead to more efficient schooling, improved teaching and learning and higher standards 

of achievement because schools would be more directly accountable to the communities they 

were meant to be serving. The method employed to simulate the privatisation model within 

schooling was what has become commonly referred to as ' devolution' .

However in 1 990 the Labour government were soundly beaten at the polls and a National 

government under the leadership of the Honourable Jim Bolger came to power. The National 

government consolidated the economic direction begun under Labour and moved to continue 

the sale of state assets programme and the privatisation of state services. The few constraints 

to the full liberalisation of the free-market economy which Labour had maintained (for 

example equity provisions and Treaty rights) were placed under scrutiny and in some cases 

quickly removed. The removal of the compulsion on School Boards of Trustees to make 

equity provisions within school charters and the implementation of the Employment Contracts 

legislation (the undermining of Unionism and the protection of employment conditions are key 

issues here) are examples of this ' freeing up' of the market. Essentially, the economic 

principles of the free-market have continued to be supported and implemented under the 

National government. 

b. Devolution in Education.

'Devolution' as a process of policy implementation and practice, encapsulates a key economic 

principle of free-market economies; the notion of the minimalist state and as little state 

interference in the ·market-place· as possible. Thus the heavily bureaucratic structures of the 

old Department of Education. local Education Boards and the like were dismantled. In  their 

place a smaller streamlined Ministry of Education was established with a major central office 

in Wellington and a number of very small regional out-posts. The Ministry' s  function has 

been systematically cut back to be mainly responsible for educational Policy development and 

oversight. There has at the same time been a restructuring of school management at the local 

level, with every school having to e lect a legally responsible and defined management group 

cal led a ' Board of Trustees' .  Under this ne\v format the volunteers who were elected to the 
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Boards, assumed increased responsibilities for the management and control of their school. 

In this sense the state devolved many of the tasks and responsibilities which itself  had . ' 

previously assumed, back on to the shoulders of the local community representatives, the 

school Boards of Trustees. Schools were to develop a ' Charter' in consultation with their 

communities which was to form the special character of the school and to formulate the legal 

responsibilities for all concerned with the school. Under the Labour government, the school 

charter was to be the instrument through which the community would be able to influence 

their local school. The contradiction which arose here was that almost ninety percent of the 

charter was prescribed by the ' non negotiable' requirements of the state! Under the Labour 

conception of the charter the needs of minority interest groups were to be afforded both 

attention and protection by a set of mandatory equity and Treaty of Waitangi provisions. A 

contradiction which has arisen here is that when the National government came to power in 

1 990, they simply removed the compulsion on school Boards of Trustees to include specific 

provisions within their school charter for equity requirements and the Treaty of Waitangi 

considerations. 

Parental and community consent for such far reaching reform was also won at the ideological 

level. Parents were convinced that they would have increased freedom to exercise their own 

choices in respect of the most suitable schooling for their children, that they would have less 

administrative bureaucracy to deal with, that they would be able to make influential 

educational decisions for themselves and that there would be greater autonomy and power 

devolved into the hands of parents. These hegemonies were fuelled by carefully orchestrated 

attacks (often by imported consultants carefully selected by govenm1ent or by vested interest 

groups such as the Business Roundtable - a consortium of elite business people who have 

formed themselves into a political lobby group concerned to implement libertarian and New 

Right ideals) such as the undermining of teachers, the management of schools, the curriculum 

and achievement levels. There were familiar themes in these attacks which, inevitably it 

seems, focused on bringing down the barriers to the insertion of free-market principles inside 

schooling and education. The overly bureaucratic structures, inefficient management, the lack 

of accountability, the poor levels of educational attainment were issues which were continually 
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highlighted by proponents of the free-market economic logic. Particular sector interest groups 

came under attack such as the ' unemployed' who were constructed as 'dole bludgers' and 

Maori people who were constructed as the 'authors of their own misfortune' in respect of 

Maori educational and schooling crisis. 

c. Devolution in Maori Affairs.

Devolution as a social policy was applied across and into other state service areas, for 

example in the area of Maori Affairs. The devolution of Maori affairs was carried out almost 

in tandem with the restructuring of the education and schooling system. In 1 98 8  the 

government released its ' consultative ' document ' He Tirohanga Rangapu' (Partnership 

Perspectives: A Discussion Paper). The aim of this paper was succinctly summarised by Korn 

Wetere as, indicating 'possible changes to enable the public sector to respond better to Maori 

interests' (p. l ) . Korn Wetere (the Minister of Maori Affairs) and Dr. Tamati Reedy (the 

Secretary for Maori Affairs) embarked on an expansive programme of selling the plan for 

devolution contained within this document. Maori opposition to the proposal was often 

expressed at the more than seventy hui (tribal gatherings) to which the Minister or his team 

travel led. Much of this discontent reflected on Maori frustration with the Maori Affairs 

Departments inability to protect Maori interests and the disillusionment that the Department 

was merely a ' brown government agency' .  Following this consultative process the government 

released its ostensibly ' reworked' plan for implementation called 'Te Urupare Rangapu' in  

November 1 988. The structural platform for the reformation of the Maori Affairs Department 

was outlined in this document. A comparative analysis shows that l ittle was changed in the 

final document c;iespite many Maori submissions which were critical of the new government 

plan. In October 1 989 the Jwi Transition Agency (this was establi shed as a short term office 

whose responsibility was to oversee the implementation of the devolution of Maori Affairs 

within five years). At the same time a Ministry of Maori Development was created with its 

. primary role being to develop Maori policy consistent with both the devolution theme and 

with the governments economic direction. 

The purpose of the devolution of Maori affairs was to collapse the existing, overly central ised 
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bureaucracy and to ' give ' iwi (tribal groups) more control over their own affairs. The 

economic principles of the free-market were to be inserted into the management structures and 

the subsequent environment of competition derived from the business approach would produce 

greater efficiency and accountability for the expenditure by the state in the area of Maori 

affairs. 

d. The New Right.

The current economic trend towards the ' free-market' and its social ' modis operandi' of the 

devolution policy, is often generalised within the all embracing notion of the New Right. In 

. regard to defining the New Right, I agree with the Jessen analysis ( c .f. Jessen, et. al., 1 988) 

in that there are two distinct and at the same time overlapping components to the New Right. 

Firstly an economic thrust, (the libertarian Right) concerned to overthrow the ' Keynesian' 

welfare state/ interventionist approach and to replace it with the notion of the free market. 

Secondly, that there is a moral thrust (the authoritarian Right) concerned to overthrow l iberal 

attitudes and behaviours and to reinstate more conservative morals, values and standards. 

Within the New Zealand context of New Right reform two policy emphases have been 

promulgated in respect of Maori. The first policy trend has been to down play and to deny 

cultural differences as being significant and thereby emphasising assimilatory policy trends; 

the second policy approach which has become more obvious over the last four years of 

education reform has been to ignore completely the development of policy aimed at Maori as 

a group. 

i). The Libertarian Right. 

Libertarian economics emphasise free-market principles such as individual freedom, 

competition, choice, construed (selected) notions of equality of opportunity and equity ( i .e .  

a horizontal notion of equity) .  Thus in the capitalistic logic of the free-market, meritocratic 

principles come to the fore. Every individual is regarded as being born with equal life chances 

and therefore equal opportunity to participate and achieve \vhat ever they so desire . 

Inequalities are explained in terms of indiYidual failure. I n  this scenario of the survival of the 

best group interests related to race gender and class considerations are viewed as anomalies 
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which contradict the importance of the individual and therefore disconnect from the principles 

of the free-market. The primacy of the individual (c.f. Hayek," 1 974) is upheld by suitably 

constructed ideologies. For example it is commonly held (if falsely) that to give disadvantaged 

' interest' groups special attention is to (unfairly) advantage them and further has the 

contradictory effect of acting to (unfairly) disadvantage others. This situation is then perceived 

as being more unfair. New Right logic insists that everyone should be treated the same within 

the horizontal equity principle. This stance of course, has the outcome of maintaining the 

status quo situation, and that those already privileged and in positions of power will be able 

to maintain their power positioning. Further with the entrenchment of the corporate hegemony 

within schooling and education, within Maori communities and within the wider New Zealand 

society generally, those already privileged will be able to exploit the ' free-market' to exact 

even greater political, social and economic advantage. 

ii). The Authoritarian Right. 

The authoritarian Right emphasises a conservative moral restoration. The family (usually a 

Pakeha conception of 'family' )  is seen as the ' institution' in which the moral and ethical 

restoration is practised and embedded. The authoritarian rejection of liberalism is heard in the 

catch-cries such as ·back to basics' ,  'falling standards' ,  ' declining morality ' ,  ' bring back the 

birch' ,  ' capital punishment ' ,  'we need more police and tougher sentencing ' and ' freedom of 

the individual ' and so on. 

Maori language. knowledge. values and culture have been directly undermined by both the 

libertarian and authoritarian sectors of the New Right. This has been in an attempt to both 

unsettle the legitimacy of these Maori frameworks and to simultaneously position Pakeha 

language, knowledge and culture as superior. These attacks have been perpetrated because of 

the contradictions which Maori cultural frameworks by their very existence, creates for the 

capitalistic logic of New Right ideology. Notions of individualism. competition, meritocracy, 

and the superiority of the ·west' are
. 
directly confronted by the existence of Maori language. 

knowledge, culture and values. The implementation of Nev,: Right strategies have inevitably 

and consistently been challenged and resisted by Maori. Arguably the most effective 
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oppositional voices to the sale and privatisation of state assets have been Maori who have 

drawn attention to the Treaty of Waitangi and its guarantees for Maori with respect to 

' partnership ' ,  that is, the state can not on its own ' sell off New Zealand's  assets without due 

reference and consultation with its Treaty partners. For example the High Court challenge by 

The New Zealand Maori Council to the State Sector Act (the Act which provided for the sale 

of State assets) was upheld in June � 987, unfortunately this has done little to stem the

government's programme of sales. 

e. Control of Knowledge by the Market.

The new economic and political climate, marked by the catch-phrases of the ' free-market' and 

the 'New Right ' , has provided ideal conditions for an upsurge in the assimilation of Maori 

by Pakeha. The shockwaves of free-market policies set in place by the fourth' Labour 

government in the I 980's, commonly referred to as ' Rogernomics' , are still very much felt 

today. The education sector has systematically undergone change and has become a major site 

of resistance for Maori attempting to defend their cultural interests. Since the Picot Report of 

1 988  the fundamental shift to inject free-market economic principles inside New Zealand 

schooling and education has continued unabated. It is acknowledged that most of the major 

policy platforms for the marketisation of education are now in place and that the state is 

merely embarked on a programme of fine tuning them. It has also been argued by some criti.cs 

(see Lauder, 1 990) that the latent potential contained within the free-market base is yet to be 

fully felt and they cite examples of commercially sponsored schools. voucher systems and 

fully privatised schooling as future possibilities which will allow for the full development of 

the competitive market place within schooling. Other shifts towards establi shing free-market

principles inside education are signalled in the concern to develop individualistic. competitive 

and meritocratic hierarchies through emphasising standards. establishing new credential 

structures and through the monitoring of teacher and pupil competencies using comparative 

performance indicators. As well there has been a discernible moral retrenchment aimed at re 

establishing ' old" values. such as the importance of the family. support for individual 

freedoms. support for free enterpri se. patriotism. and the re ification of western knowledge and 

technology. ( see Apple. 1 988 ;  Marshall and Peters. 1 990; Snook. 1 99 1 ;  Lauder. 1 990). 
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These changes which have taken place post 1 988 ,  and which reflect the conservative 

restoration generalised as the 'New Right' ,  have not occurred in a vacuum. There has been 

strong and vigorous resistance to these economic driven reforms in education by leading 

voices within education and from a variety of educati_onal commentators including Union,

teaching and academic groups ( c .f. Snook, 1 99 1 ;  Codd, 1 990; Marshall and Peters, 1 990; 

Grace, 1 989;  Lauder, 1 990; Bates, 1 99 1 ;  Smith,G. 1 99 1 ) . Such opposition has centred on core 

arguments related fo ' state responsibility' versus ' devolution of responsibility' ,  on issues of 

' inequality' versus 'equality' as educational outcomes and processes, on 'public good' versus 

'private good' responsibilities. Some of the most coherent and persistent of opposition voices 

to free-market ideologies and the consequences for schooling and education have been those 

from within the Maori community. They have argued strongly against the erosion of their 

cultural values, knowledge and rights (their intellectual and cultural property rights) which 

were guaranteed the protection of the Crown under the Treaty of Waitangi contract of 1 840. 

A major problematic is that New Right dogma and free-market ideologies contradict both the 

explicit and implicit rights contained in the Treaty of Waitangi and therefore Maori language, 

knowledge and culture is again made vulnerable to the forces of assimilation. 

It is significant that Maori people were for the most part effectively excluded from influencing 

early educational reform based on the free-market, this is in spite of being the worst affected 

group in almost all of the crisis indices related to schooling and education, for example in 

underachievement levels and truancy rates. In fact it could be argued that the true test of any 

educational reform ought to be its ability to deal with the schooling and educational crises 

which accrue to Maori as a group. It has been only recently that Maori opinion has been 

sought, not about whether the New Right policies are worthwhile or are beneficial for Maori, 

but merely in terms of how Maori people intend to fit into the · fait accompli' new economic 

order. While the free-market education reforms been mostly undertaken in the exclusive 

interests of a dominant Pakeha capitalist society, they have also been developed in isolation 

from the contradictory questions which are raised by Maori culture and values. For example, 

the primacy of the individual.  the emphasis on meritocracy and the fundamental need for 

competition stand in direct contradiction to Maori culture and values which support notions 
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of collectivism, (exemplified in notions such as whanau [extended family] , hapuu [sub-tribe 

or conglomerate of families] , and iwi [tribal]) emphasises shared mana ( status and power ) 

and regards nurturing, sharing and c
·
o-operation as a fundamental social principles. These 

contradictions have seen Maori positioned in opposition to New Right thinking and therefore 

a potential threat to the legitimacy of New Right ideologies. 

The B usiness Rotindtable, alluded to previously, has been at the forefront of lobbying for the 

New Right economic thrust of the free-market. This group of almost exclusively very wealthy 

Pakeha men have held powerful sway over the economic direction of the government and 

maintains a permanent lobby team working in Wellington and in the halls of Parliament. From 

this position the capitalistic interests of big business are able to be promulgated at the highest 

levels of political influence. Of no less significance is the ability of the Business Roundtable 

to buy in · selected' research and researchers to confirm and reinforce their own economic 

interests. In these circumstances egalitarian notions associated with democratic principles of 

'one person, one vote' and 'majority rule' come unstuck as we witness individual and group 

interests from the monied elite who are able to select and purchase ' commodified research' 

(e.g. The Sexton Report; the funding of a 'black' (probably intended to convince Maori) 

American educator Polly Wil liams to sel l  the merits of the voucher system for schools in 

April 1 993;  the purchasing of whole page advertisements in newspapers in attempts to 

influence potential voters . )  In these circumstances it becomes obvious that those who have 

more money have greater access and are able to extract more ·democratic' opportunities than 

the less wel l  off. 

A major concern is the way in which the Business Roundtable and individuals from within 

this capitalist interest group have developed an all out attack on Maori language, values, 

knowledge, culture and rights. I n  many ways this conflict has been inevitable given the 

contradictions which Maori language, culture, knowledge, values and rights pose for new right 

ideology and free-market economics. Maori have also mounted major opposition to the 

government attempts to sell state owned enterprises and their moves towards the privatisation 

of state assets without proper regard to Maori ownership of these assets as guaranteed within 
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the Treaty of Waitangi. 

A further concern about the influence of 'big business'  is the way in which political 

patronage is extended to members of this elite group in the form of knighthoods, in the 'jobs 

for the boys' syndrome in overseeing important government reforms, (Picot, education; Gibbs, 

health; etc. )  and invitations to provide 'official' advice to Ministries and government. Indeed, 

the present Prime Minister (the Hon. Jim Bolger) has publicly castigated those who have 

criticised ' big business' influence and has suggested that the public ought ' to put the captains 

of industry on a pedestal and use them as role models. ' A major point which needs to be 

made here is the almost total absence of Maori amongst 'big business' interest groups. 

'Devolution' is the current catch phrase used to describe the freeing up of administrative and 

bureaucratic overload through the process of decentralising decision making from 

administrators at the top, down to those who are most affected by these decisions. Ostensibly 

it is meant to decentralise government bureaucracy and to devolve power down to localised 

control, and by so doing. increase the all round efficiency of the internal economy through 

cost savings made by 'downsizing' .  Devolution as a social policy has been promulgated within 

Maoridom as ' Iwi development' (tribal development) .  The strengths and weaknesses 

associated with such a concept can be compared with the structures of the education system. 

Inevitably what has been 'devolved' down to Iwi and down to education groups such as 

Boards of Trustees has been increased responsibilitv but the crucial element of power has been 

retained within smaller streamlined government bureaucratic structures. For Iwi there has been 

an illusion of both power devolvement and the attainment of ' tino rangatiratanga' ( self 

determination) .  The reality has been that the status-quo situation of ' kawanatanga · 

(governorship or state control)  has remained. Some Maori critics have challenged the 

devolution policy as an attempt at · abdication· by the state of its contracted obligations within 

the Treaty of Waitangi .  Having said this, it remains problematic as to whether or not the 

government can legally devolve its responsibilities with which it is charged under the Treaty 

of Waitangi . 
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Framing a Policy on Indigenous Cultural Property Rights. 

a. Introduction.

What is at stake for Maori within the contestations related to the establishment of the ' free

market' driven education and schooling system has been a struggle for the protection of the 

validity of Maori language, knowledge and culture. In this sense, the intellectual and cultural 

property rights of Maori have been subjected to new forms of colonisation and assimilation 

by dominant Pakeha society. 

This paper argues that before issues related to intellectual and cultural property rights can be 

adequately addressed in Aotearoa, the historical struggle by Pakeha (non Maori) to exert 

power and control over the validity and legitimacy of Maori knowledge needs to be 

understood, challenged and effectively countered. An understanding of the processes of 

domination and the resultant marginalisation of Maori knowledge is a necessary prerequisite 

to evolving an effective intellectual and cultural property rights framework. Such a framework 

ought to. in the first instance, not only serve the interests of all Maori, but it must also have 

the capacity to cater for tribal distinctiveness and individual Maori groups who may own 

specialist knowledge, skills or properties. An associated prerequisite in this paper is to track 

out the detrimental impact of recent moves by successive governments to introduce ' free

market' economics inside education and schooling structures. In such circumstances of 

economic reductionism the phenomenon of the · commodification of knowledge · becomes 

accentuated. In this sense therefore, the struggle to commodity Maori knowledge represents 

a new wave of assimilation of Maori language. knowledge and culture. This latest assault on 

Maori culture has potentially disastrous consequences for Maori people and any moves to 

develop intellectual and cultural property rights framevvorks must be cognisant of these 

dangers. 

Of concern is whether Maori as a colonised people living in a societal context of unequal 

power relations. have learned from the accumulated experiences of over two hundred years 

of cultural contact with Pakeha people. What should have been noted from this interaction is 
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the way in which knowledge has been controlled to.the benefit of mainly Pakeha interests and 

conversely, the way it has been used to mostly exclude and displace Maori interests. For 

example, a critical examination of the work of Joseph Banks, the amateur botanist who 

accompanied Captain James Cook on his voyages to New Zealand in 1 769, demonstrates how 

from the earliest contact with Pakeha, western forms of knowledge were· to be reified and 

indigenous Maori knowledge forms were to be depreciated. This ' common sense' 

understanding of New Zealand history portrays a heroic image of Banks as an intrepid 

traveller who meticulously collected and recorded the flora and fauna species of the previously 

'undiscovered' isles of Aotearoa. Native plant species, indigenous only to Aotearoa and which 

were already ' named' by Maori, were given western ' scientific' labels by Banks. This served 

to not only mandate the 'voyage of discovery' myth but it also foreshadowed the 

assimilationist trend of the subjugation of indigenous knowledge to western scientific 

knowledge fr�meworks. More than this, it established the colonising agenda of classifying and 

framing Maori people and their culture as the 'other' . This appropriation of indigenous 

knowledge and properties set in place the re-ordering of the Maori world according to the 

dominant Pakeha perspective. In the act of renaming the indigenous kouka tree (native 

cabbage tree) as cordyline australis the symbolic representation of the subordinate positioning 

of Maori and their knowledge was established. Pakeha people and Pakeha knowledge were 

thereby to be confirmed as mainstream, legitimate, scientific and superior; Maori people, their 

knowledge. language and culture were to be constructed by opposition as peripheral, inferior 

and believing in · myth and magic · .  ln this sense Paulo Frei re ' s  ( 1 97 1 )  claim; ' name the 

word. name the world' speaks clearly to the power of language in aiding the processes of 

assimilation and colonisation. 

The control over knowledge by Pakeha since early contact has continued through both covert 

and overt means and in many different sites. Two of the most significant sites where the 

control of knowledge has been contested have been schooling and education. The position 

taken by this paper is that the ongoing co lonisation and assimilation of the remnants of Maori 

language and culture must be res isted until such time that i t  is discontinued . The point here 

is that Maori language. culture. knowledge and epistemology belong only in Aotearoa (New 
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Zealand) through the rights of prior discove1y and the subsequent occupation by Maori 

people. Maori proclaim this fact by calling themselves 'tangata whenua' , the people of the 

land. It is also important to understand that Maori language and culture survives as a living 

culture nowhere else in the world. If Maori language, knowledge and culture are lost in 

Aotearoa then they are lost to the world. 

The definitions used in this paper follow United Nations publications which distinguish two 

distinct categories of property rights; 

i). Intellectual Property Rights. 

This category targets the rights which accrue to indigenous peoples in regard to preserving 

knowledge over medicinal plants, agricultural biodiversity, cultural creations, talent and 

expertise, environmental management, cultural customs, language, epistemology, specialised 

knowledge, skills and pedagogy. 

ii). Cultural Property rights. 

This category targets the preservation, protection and control of cultural properties by 

indigenous peoples of their cultural artifacts, archaeological and traditional sites of 

significance, traditional food resources. material culture such as weaving. songs. rituals, 

legends and other oral traditions. skeletal remains and so on. Major initiatives undertaken by 

indigenous peoples in recent years have seen attempts to recover possession and ownership 

of their cultural properties \"l·hich have · fallen · into other peoples hands such as museums and 

private collections. 

This paper applies an additional critical measure in an attempt to categorise more definitively 

the multiple considerations which inform indigenous notions of intel lectual and cultural 

property rights. A distinction therefore is drawn between intellectual and cultural property 

rights by which to 'preserve. protect and revitalise · on the one hand as against the desire to 

'develop economic opportunities through controlling patents. copyright and priori rights '. on 

the other hand. The distinction made here acknowledges the fact that most indigenous and 
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First Nations peoples live in societal situations marked by significant social, political, 

economic and cultural inequalities. The critical question which is being asked is; ' intellectual 

and cultural property rights for whose interests?' This question summarises the di lemmas 

faced by indigenous peoples having to mediate submerged contradictions between the 

·' protection, preservation. revitalisation' role  and the ·entrepreneurial, marketability potential '

role of intellectual and cultural property frameworks.

b. Towards a Policy on Indigenous Property Rights.

The analysis of schooling and education in New Zealand and the struggle for control over 

knowledge raises crucial questions in relation to the formation of a policy framework on 

intellectual property rights for Maori and by extension all indigenous peoples. It is not the 

intention here to undermine such a development but to bring forward some critical issues 

which must be given careful consideration before moving towards such a framework. 

An overriding concern is the dilemma highlighted in the contradictory platforms of intellectual 

property rights for commercial purposes versus intellectual property rights to support the 

preservation. protection and revitalisation of cultural properties. A distinction must be drawn 

between the notions of capital exploitation on the one hand and cultural oppression the other. 

In theoretical terms the dilemma posed here is that which is often referred to in terms of the 

' structural' versus ' cultural ' debate. I n  seeking to clarify the motivation for developing a 

framework of i ntellectual property rights. thi s paper would argue that both the structural and 

cultural considerations are important and need to be responded to. particularly as the 

protection and revitalisation of cultural properties may confl ict with commercial strategies to 

develop economic self sufficiency for iwi and other Maori groups as well as other i ndigenous 

and First Nations peoples. 

A maJOr worry for example centres on the commodification of traditional knowledge 

frameworks through patents. prior learning qualifications. and copyright etc . ,  whereby 

traditional knowledge becomes ·packaged' or ·commodi fied ' into saleable products which are 

then able  to be bought and sold. In  these circumstances knowledge becomes a commodity 
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much like any other item that can be bought and sold in the open market place. Schools 

become equated with ' supermarkets' where the objective is to ' sel l '  knowledge to pupils and 

parents who become the consumers. Those who have more money or more cultural capital 

because of their cultural and socially privi leged position are able to 'spend' more and to 'buy' 

more from the · 'knowledge supermarkets' .  Those already privileged are likely to be further 

advantaged whereas those who are d isadvantaged will probably end up worse off. Most Maori 

pupils fall into this latter category. 

A further worry i s  the susceptibility of Maori knowledge to being bought and sold or 

manipulated by other than Maori interests once it has been packaged up into a commodified 

form. Examples of this are to be seen in the way in which the traditinnal notions of 'koha' 

and 'kaumatua' have become more and more defined by the state (for example the New 

Zealand Qualifications Authority) and less defined by Maori themselves. In such 

circumstances knowledge once owned collectively across whanau, hapuu and iwi becomes 

open to being privatised into individual ownership through patent laws and the l ike and are 

therefore more vulnerable to Pakeha control, ownership and assimilation. 

c. Commodification.

Commodification emphasises the market value of all things including such items as 

knowledge, values, and rights. Within the new right economic view every thing is regarded 

as having a 'price' and are therefore considered to be ·goods' which can be purchased and 

traded within the open market place. Through subsidiary policies such as ·user pays' these 

commodified properties are potentially able to be fully commercially exploited. 

Obviously this kind of thinking poses important questions for Maori as such logic often stands 

in direct opposition to Maori language. knowledge. culture and values . In particular a number 

of cultural contradictions may be posed for Maori where the notions of · privati sation· and 

·commercialisation· confl ict with traditional and contemporary Maori knowledge and cultural

frameworks. Some of these contradictions can be summarised in diagrammatic form; 
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Com modification 

P AKEHA INTERESTS 

Private goods 

Individual rights 

TAKU (mine) 

Section Four : Chapter Six 

MAORI INTERESTS 

Group goods 

Collective rights 

AKU (ours) 

Commodification is a by-product of the new economic context of the free market dominated 

by new right ideology. In such a climate, key concepts such as the primacy of the individuaL 

user pays, competition, and meritocratic principles become central. I n  this view all goods, 

services and in many cases. values, rights and obligations are treated as marketable 

commodities which can be purchased, rented or sold on the open market. In this  situation 

everything has a price, and in such circumstances the potential for the ownership and control 

of Maori knowledge and cultural properties to be lost into the hands of external interest 

groups is significantly increased. 

The cornrnodification of Maori knowledge may take various forms, for example; 

1 ). The Commodification of Treaty Rights. 

The government has moved to commodify the ongomg personal rights 

contained fo the Treaty (E.g.  the right to the protection of the Crown; the 

rights and privileges of British subjects: al l the rights of sovereignty . . . .  tino 

rangatiratanga) by claiming that settling the fisheries cbirn with a definitive 

compensation package wi l l  end the right to further c laims in respect of fishing 

interests: in  this case personal rights such as · tino rangatiratanga' (e.g. the 

notion of sovereignty guaranteed in the Treaty of Waitangi ) have been 

· comrnodified' into property rights \Vhich can be quantified in monetary terms.

Recently the Minister of Justice announced (New Zealand Herald, June 8th, 
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1 993) that all Treaty of Waitangi claims should be lodged by June 1 996, so 

that all Treaty claims can be settled soon after the turn of the century. 

2). The_ Commodification of Maori Identity. 

In the 1 99 1  census questions Maori respondents were asked to identify and 

rank their tribal affiliations. This had the effect of forcing many Maori who 

belonged to more than one tribe to choose one tribal affiliation over another 

when many would identify as belonging equally to more than one tribe. In this 

instance Maori tribal identity is reconstituted to conform to the needs of the 

state. This process was most l ikely done to conform with the government 

policy of the time related to establishing structures to faci litate ' iwi 

development' which was the official mandate of the government Ministry for 

Maori Affairs at that time. the lwi Transition Agency. The census was 

attempting to quantify . tribal numbers in order to be able to facilitate 

government policy related to devolution and the subsequent need to be able to 

distribute resources ' fairly' to iwi on a per capita basis. The new right 

economic agenda could therefore be more easily achieved through individual 

iwi units competing against each other driven by the free market imperative of 

competition. The assimilatory potential here is that Maori tribal identity is 

being determined by a state and the control of Maori knowledge is moving out 

of Maori hands and into Pakeha hands. 

3). The Commodification of Traditional Knowledge. 

The New Zealand Qualification Authority has moved to give · officiar 

recognition to Maori knowledge through a qualifications structure. in this way 

Pakeha have assumed the power to determine and to exercise control over 

Maori definitions of knowledge. For example, kaumatua (elders), tohunga 

whakairo (carvers ). whare wananga (formal learning institutions ) have various 

qualification criteria that have been established by the Qualifications Authority. 

For example the Kohanga Reo Trust a•vard kaumatua certi ficates which bears 
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the Trust's and the Qualification Authority' s  official insignia of endorsement. 

In these instances the right to control and to determine what counts in regard 

to traditional Maori knowledge has become appropriated by the state. Maori 

power to ' name their own world' has consequently been diminished, this role 

in regard to the aforementioned instances now being assumed by NZQA. This 

is a good example of how commodified knowledge is able to be co opted by 

outside interests. 

4). The Commodification of Traditional Customs. 

The Department of Inland Revenue has moved to commodify the cultural 

practice of koha (gifting). They have done this by requiring that all koha must 

be officially declared and are subject to the Goods and Services tax. The 

cultural values of sharing discretely, of reciprocity, of mana (prestige) and 

whakama (shame) are severely compromised by the tax department' s  legal 

requirements. 

5). The Commodification of Iwi. 

The devolution policy in regard to iwi (tribal) development can be viewed as 

the commodification of tribal identity. I wi development is  often hegemonically 

perceived by iwi members as equating with ' tino rangatiratanga' , tribal 

autonomy and independence. However a critical view of this process exposes 

the influence of the state in the construction of iwi.  In this  sense there is the

il lusior? of power and control moving to iwi, however the control over resource 

al location and usage remain mostly under the ultimate influence of the state. 

Further it could be argued that iwi development in this sense is in itself a site 

of struggle in respect of contesting interests for example there are at least three 

discernible influences on iwi structure. 

i). the corporate iwi . .  . . . . . . influenced by the i mperati ves of the free-market and the 

drive for iwi to become economically self sufficient. economically competitive and 

entrepreneurial. In thi s  vie\v the iwi is  analogous to a corporate business entity . 
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ii). the state iwi . . .  . . .  . .  influenced by vanous government legislation such as the 

Runanga a Iwi Act which has had a shaping effect on iwi in respect of the legal 

obligations which accrue to the roles of Runanga and so on. The state is stil l  able to 

wield power and control by" controlling the distribution of resources . 

iii). the cultural iwi. . . . . . .  . influenced by heritage factors (whakapapa - genealogical 

ties), tribal cultural and geographical identity, tribal cultural and intellectual properties. 

One of the negative features of creating independent and competitive tribal interests within 

the free market context, is the 'divide and rule' potential which results when iwi are placed 

in direct competition for meagre resources as drip fed by the state or dominant capitalistic 

interests. A further problem, internal to individual iwi is the confusing of the above agendas 

through mystification, the control of knowledge. ignorance and power manipulation; these 

interests are already problematic from the point of view that are often conflicting and 

incompatible. 

6). The Commodification of Traditional Land Title. 

Historically the same processes of commodification were used by Pakeha to 

access Maori land. This was achieved through the individualisation of Maori 

land titles. that is to commodify - 'package up' - what were collective or group 

held titles into individual holdings in order to facilitate their sale to Pakeha 

under Pakeha rules and custom. 

7). The Commodification of Indigenous Fauna and Flora. 

At the recent International Conference on Higher Education and Indigenous 

People held in Vancouver, Canada and Anchorage, Alaska in May, 1 993 ,  some 

clear examples of how indigenous knowledge and culture have been 

unscrupulously exploited by capitalist interest groups from indigenous networks 

and also within outside interest groups. Among the examples cited (the context 

related to how Universities have been impl icated in · stealing · indigenous 

knowledge and resources in the name of academic research and under the 
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umbrella of notions such as academic freedom) were cases of researchers 

helping themselves to indigenous knowledge of medicinal plants, food 

preservation techniques, the development of ' super' strains of com and wheat 

from indigenous seed varieties and subsequently acquiring sole ownership 

through patent. This research i s  often funded within Universifies by Multi

national companies serving their own interests. 

8). The Commodification of Personal Rights into Property Rights. 

The recent ' Sealords '  settlement by the Crown again demonstrated another 

aspect of the dangers for Maori of commodification. A fundamental difference 

of opinion developed between tribal groups over the conditions of settlement. 

A number of tribes disagreed with the Crown position that the fisheries cash 

payment and quota allocation should stand as a final and full settlement of all 

fisheries claims under the Treaty of Waitangi . What the Crown were doing was 

in fact attempting to settle both the property rights (the material assets of the 

fisheries and maitaitai) and the personal rights ( the intangible and ongoing 

guarantees alluded to in notions of 'protection' and 'tino rangatiratanga') 

contained in the Treaty, with a one off payment which would also extinguish 

any further claims related to fisheries. In this instance the personal rights 

contained in the Treaty become commodified into property rights . 

The notion of intellectual property is a two edged sword for Maori people and connotes a 

number of contradictions which need to be addressed before proceeding to undertake any 

formal commitment to a Maori policy framework on intellectual property rights. At the core 

of these contradictions are the different cultural interpretations of the notion of 'property' as 

used by Maori and Pakeha and a number of tensions which arise from contested interests 

between Maori and Pakeha. For example: 
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P AKEHA (non Maori) 

Private knowledge 

(individual knowledge) 

Property rights 

( lands, fisheries, forests, taonga) 

Centralisation 

( state control )  

Commodity 

( economic property ) 

User-pays 

( fee ) 

The tensions generalised in this diagram are essential ly those which represent two different 

outlooks and value systems, one which can be generalised as a coalescence of ' Maori ' 

interests and the other as a coalescence of ' Pake ha· interests. Although there are overlaps 

within some of these polarisations they ought to be regarded as existing on a continuum and 

not absolute oppositions. 

Conclusion. 

In conclusion this  paper would c laim that the primary role for an i ntellectual and cultural 

property rights framework i n  Aotearoa is that it must protect Maori people and their culture 

from economic exploitation and cultural oppression. Only after this  pri mary conditi on has 

been met should the commercial or entrepreneurial potential of these frameworks be 

considered. and onlv considered if the i ntended purposes complement. and are consistent with 

the primary role of protection. 
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The commodification of Maori language, knowledge and cultural properties must be strongly 

resisted by al l those concerned for the long term survival of Maori people as an identifiable 

cultural entity. The new right economic thrust must be thoroughly understood and challenged 

where it impinges on Maori cultural wellbeing through its assimilationist agenda. It is to these 

tasks which the urgent development of an intellectual and cultural property framework for 

Maori must address itself. 

Epilogue: 

This paper has been widely published in New Zealand and overseas. This topic has been 

addressed in a number different conferences and forums, since this invited Keynote address 

at the World Conference on Indigenous Education, held in Australia in 1993; a version has 

been published in Polemic (a Journal of the Sydney Law School), Vol. .:/, Issue 3, 1 994. 

Another revised version of this paper was given as an invited Keynote Address to the 'First 

International Conference on the Cultural and Intellectual Property Rights of Indigenous 

Peoples held in New Zealand hack in 1 993, from which the United Nations working paper on 

indigenous rights with regard to intellectual and cultural property rights was developed - 'The 

Mataatua Declaration '. This activity in the national and international arenas is · important in 

that its able to give credibility and support to local arguments. It also provides an important 

venue in which to test the validity of ideas. These activities are important in giving ...,veight and 

support to 'war o._lposition ': in fact they link the cycle o._l 'conscientisation. resistance and 

transformative praxis · the notion · o._f ' 1mr of position '. 
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Chapter Seven. 

'New Formations of Whanau.' 

Introduction to Context: 

This paper · was published in 'He Pukenga Korero ' (Journal of Maori Studies; Koanga -

Spring; 1 995; Vol. L No. 1). its focus is on how Maori social, economic, cultural and 

educational transformation is centred on a notion of the 'whanau '. This paper distinguishes 

between the whanau as a 'structure ' and whanau (whanaungatanga) as 'process ',· this 

distinction makes the point as the 'mode ' - 'institution ' framework for analysis explored 

elsewhere in this thesis. A key point here is the recognition that meaningful transformation 

of Maori crises is dependent upon strong whanau structures and processes. Accepting the 

central importance of the whanau to provide the context and the means to intervene and 

tran.�form the precarious situation of Maori language, knowledge and cultural survival. then 

the revitalisation of Maori language, knowledge and culture is dependent upon a revitalisation 

of whanau structures and processes. 

Abstract. 

New Formations of WHANAU : 

as an Innovative Intervention into 

Maori Cultural and Educational Crises. 

'E k i i  ana te whakaoho whaanau ko te whaanau tonu te tumu herenga tangata i roto i nga iwi .  Ko ta te 

whakaoho whaanau he whakapakari i te whaanau kia kaha ake ai ki te kau pare i ngaa putangakeetanga me 

ngaa pahekekeetanga o teenei ao hurihuri . 

He maha ngaa aahuatanga taupatupatu, whakatangatanga i ngaa here. E anga haangai mai ana ki te iwi M aori 

i eenei raa te maha noa atu o ngaa aahuatanga aa iwi hei whakatangatanga i te herenga kaha o te whaanau. 

Ko teetahi rnahi ma ngaa iwi,  he whakahauhau i te whaanau ki te whakapakari i a raatou. A a, mehernea e 

whai t ikanga ana. ki te whakaara ake i ngaa aria e paa ana k i  te whaanau. hei tum u  kaupapa M aori.  hei  

whakatootika. hei  haapai i te ara whakatinana. M a  teenei ka taea e ngaa rnema o te whaanau. o te hapuu m e  

t e  iwi, t e  aarai atu i ngaa raruraru whakaheemanawa i a raatou. · 

( ' H e  Taahuhu mo te Tau R uamano · :  1 990:8) 
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This paper examines the development of an innovative response by the indigenous Maori of 

New Zealand to the dual crises of educational underachievement on the one hand and to the 

loss of language, knowledge and culture on the other. I n  particular this paper considers the 

critical intervention and change role played by 'Kaupapa Maori ' theory and practice, the 

significant component of which is centred on the use of traditional and.contemporary notions 

of ' whanau' (extended family) values, practices and structures. 

Since 1 982 Maori people have developed several alternative education innovations within a 

variety of educational sites from pre school (Te Kohanga Reo), primary schools (Kura 

Kaupapa Maori), secondary schools (Whare Kura), through to the tertiary institution level 

(Whare Waananga) . All of these initiatives have been based on 'Kaupapa Maori ' as the 

underlying philosophy and practice of change and intervention. 

These educational and schooling ' resistance initiatives' (c.f. Giroux. 1 983 :72) have developed 

not only as 'proactive' measures concerned for the revitalisation of Maori language, 

knowledge and culture, they are also ' reactive' responses to an increasing disillusionment by 

Maori of state schooling, the result of a growing critical appreciation of Pakeha dominant 

schooling. In this latter sense there 
. 
has been a political penetration of the structural 

impediments entrenched within · state schooling which maintain the inequalities suffered by

disproportionate numbers of Maori pupils as an outcome of their state schooling experience. 

For example the structural role of unequal po\.ver relations. the structural role of ideology and 

hegemony. the structural role of class positioning. are increasingly being recognised and 

confronted by Maori . This emerging conscientisation. associated with the emotional ly charged 

issues surrounding the continuing assimilation of language and culture. and the deepening 

educational crises related to the high and disproportionate level� of underachievement have 

given significant momentum to the Kaupapa Maori praxis as a strategy for change . 

Introduction : Maori Dem ographic Overview. 

This paper works towards a more viable and effective critical theory of social change by 
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examining the transformative elements which have evolved organically within successful 

Maori education and schooling resistance initiatives. The arguments advanced in this paper, 

necessarily, engage the societal context of unequal power relations which exist between 

dominant Pakeha (non Maori) and subordinate Maori interests. As a consequence of this 

power relations asymmetry, the arguments mounted here are concerned to counter and to 

ultimately overthrow the debilitating social, economic, cultural and political circumstances, 

which disproportionately impact on Maori. It is acknowledged at the outset that Maori are not 

a homogenous 'whole' in terms of their social, economic and cultural situation, nor are they 

of a single mind in respect of their aspirations related to ' things Maori ' .  In acknowledging 

that there are 'differences' implicit within ' the' Maori perspective, it therefore becomes 

necessary to develop some working 'generalisations' i.n order to be able to speak to the 

emancipatory potential of the Kaupapa Maori initiatives. 

Given the statistical evidence available. it is possible to make an informed generalisation that 

most Maori in New Zealand are comparatively worse off than non Maori citizens and that 

many continue to endure a range of social, economic, and cultural crises. Some appreciation 

of the dimensions of this predicament can be understood through a statistical overview gleaned 

from official figures gathered and published by the Department of Statistics ( 1 992). These 

provide some insight into the educational and schooling crisis pertaining to Maori. 

In the 1 99 1  census approximately 43 1 .000 people declared themselves to be of Maori descent. 

This constituted approximately 1 3 % of the total Ne\\.: Zealand population. In comparative 

terms the Maori population is of a much younger average age than the non-Maori population. 

The census of 1 99 1  revealed that 3 7% of Maori were under fifteen years of age as against 

23% of the total population. At the other end of the scale, only 4% of the Maori population 

was over sixty years of age as compared to 1 5% of the total population. 

Since the second world war. the average l i fe expectancy for Maori has improved markedly 

more than it has for non-Maori . Although Maori ferti l ity has shmvn a decline in the same 

period. it is significant that in 1 990. 53% of Maori births were to women under the age of 25 .  

-122 



Section Four : Chapter Seven 

The long term projection for the Maori population is that it wil l  increase from 43 1 ,000 ( 1 99 1 )  

to about 867,000 by the year 203 1 .  These figures are based on the current growth rates o f  1 % 

per year. The salient point here is that, despite this apparent slow rate of growth, the Maori 

population will increase twice as fast as the non-Maori population. 

In 1 990, Maori children made up 1 9% of the total schooling population despite the Maori 

population as a whole constituting only 1 3 %  of the total New Zealand population. For every 

1 00 Maori who began third form study in this year, only 1 5  went on to 7th form. This 

compares with the non-Maori figures where 40 students out of every 1 00 went on to 7th form. 

In  the same year, 1 1  % of Maori primary pupils attended a bilingual class or a Kura Kaupapa 

Maori, by 1 99 1  this figure had increased to 1 3%. 

In 1 990, 68% of non-Maori students left school with Sixth form certificate or higher school 

certificate, whi le only 36% of Maori students, mostly at the ' lower· Sixth form certificate 

level left with these levels of qualification. The number of Maori students who undertake 

higher educational study in tertiary institutions is also comparatively lo':V although it is 

increasing slowly. In  1 990, Maori made up 6% of all students attending University. Most were 

over the age of 25 years of age and 56% of the Maori students in this year were women. 

Statistical analyses (e.g. Ministry of Education Statistics Division Reports 1 99 1 ,  1 992, 1 993; 

Davies & Nicholl, 1 993 ) also reveal that the bulk of Maori pupils are trapped within a 

persistent educational and schooling crisis of underachievement. Policy attempts designed to 

alleviate this situation have generally not worked. A common feature of these pol icy fai lures 

is that they have almost always been developed by Pakeha administrators. Furthermore, given 

the unequal power relations between the dominant Pakeha and subordinate Maori 

communities, and the different political, cultural. social and economic interests which coalesce 

around these two groupings. it is little wonder that such policies continually fail to make a 

difference (although often these pol icies are hegemonical ly perceived by many Maori as being 

emancipatory and acting in their best interests) .  
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The underachievement of Maori within the state schooling examination system is alarmingly 

high and demonstrably far worse than that for non-Maori performance. Scrutiny of the annual 

figures over the last ten years of these examination indicators show that the educational gap 

between Maori and Pakeha is not improving, in fact it is widening. Official explanations of 

high and persistent levels of ' Maori underachievement' frequently associate this phenomenon 

with the poor retention rates of Maori into higher levels of s
.
chooling. However, such a 

simplistic view, often conceals the more critical questions which ought to be asked of the total 

system and its structures. 

A more critical understanding of the impediments ought to be developed from key questions 

such as; ' Why aren't Maori opting to stay at school? Why is there a worse retention problem 

in relation to Maori than to other groups? Why aren't  Maori aspirations catered for within 

curriculum offerings?' In general, official explanations that Maori underachievement is 

' inextricably linked' to retention is not only misleading, it also has the ' self preserving' 

function of deflecting critical questions which challenge the legitimacy of the state structures. 

Criticism of the state school ing system is diminished through the narrow focus on the i ssue 

of retention. Such a diversion relocates the problem of Maori underachievement away from 

implicating the state and its structures. and on to Maori culture and Maori people themselves. 

Subsequently, state policy which reproduces the cultural, political, social and economic 

interests of the dominant state interests, has tended to be founded upon ·victim blaming' 

research, emphasising the ' fault' as being within the Maori students themselves and within 

their associated social and cultural baggage. Questions related to the mono cultural 

perspectives of what is taught (not taught), how it is taught (not taught), whose interests are 

being served (not served), what forms of evaluation are used (not used), and so on, are able 

to be conveniently avoided. 

The underachievement of Maori in schooling therefore, ought not be simply dismissed as a 

' Maori ' problem of Maori pupils choosing to · vote with their feet' and deciding to leave 

school early. It is a much more complex issue and must also be understood in terms of the 
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structural impediments associated with Pakeha (non Maori) power and control .  Pakeha control 

is able to be exerted through selective decision making, hegemonic influence, economic 

control ,  manipulation over resource allocation, exercising social and cultural preferences all 

conducted within a societal context of unequal power relations. The problem of the retention 

of Maori within state schooling is symptomatic of a plethora of underlying problems which 

militate against Maori as they attempt to gain equality within the Pakeha dominant education 

system in particular, and within in New Zealand society generally. 

Whanau: Multiple Meanings and Discourse. 

One of the most important intervention factors within the Kaupapa Maori strategy is the co 

option and use of the traditional concept of whanau (extended family practice and principles) . 

The term whanau has often been translated into english using the simple gloss of family, but 

this narrow definition is somewhat misleading. Joan Metge the social anthropologist has 

written comprehensively and researched in depth on the traditional notion of whanau both in 

terms of its patterning and practices and also in regard to its shifting, diverse and multi 

layered formations and practices within more contemporary New Zealand society. I t  is not my 

intention to traverse the ground already ' well tilled' by Metge ( 1 964. 1 967 and 1 990) and to 

a lesser extent by other authors who have looked at the interrelation of education and aspects 

of the Maori ' family' for example, Beaglehole, & Ritchie, ( 1 95 8 ) :  Ausubel, ( 1 960. 1 96 1 )  

McDonald. ( 1 973) .  and Ritchie & Ritchie ( 1 978) . 

I n  this paper, I have taken a generalised. working definition of whanau to refer to an 

'extended family' situation. This meaning refers to whanau as a collective concept which 

embraces all the descendants of a significant marriage. usually over three or more generations. 

However, it also refers to the more recent notion derived from its usage in describing ·a group 

of Maori who may share an association based on some common interests such as locality, an 

urban marae. a workplace and so on· . The traditional term has acquired more flexible 

definition over time in order to take account of changing socio-economic circumstances of 

contemporary Maori society resulting from the rapid relocation into the cities. Thus Maori 
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quickly moved from being a largely isolated and rural dwelling .people prior to 1 950,  to being 

significantly urban dwelling by 1 990. In statistical terms, before the second world war, nearly 

80% of the Maori population were rural dwelling, by 1 964 7 5% of the Maori population were 

urban living. The outcome of this hasty shift to the cities and subsequent increased contact 

with Pakeha people, language, knowledge and customs was that enormous acculturative 

pressure was put on Maori .  The concept of ' whanau' has altered because of these 

circumstances. Over time it has become modified by the demands of the new social, 

economic, political and cultural context in which Maori live today, so that a range of new 

definitions are also now apparent. Pita Sharples has commented; 

' Thus it is somewhat natural for Maori people to operate communally in the 

manner of a ' kin whanau' when they settle in a single suburb within a city -

even if they originally come from different tribal areas. Urban Maori also form 

new whanau in the pursuit of certain Maori activities such as the building and 

administration of an urban marae, or in the establishment of a performing arts 

cultural group. It is completely natural for Maori people to function in whanau 

groups and to share their responsibilities and privileges with each other. ' 

(Access. 1 989:30) 

I n  contrast to this ' extended family' notion of whanau, the Pakeha (non Maori New 

Zealander) concept of family is more likely to refer to 'mum. dad and the kids' . that is, the 

· nuclear· family ( although it is acknowledged that other non Maori groups too have a notion

of extended family). The Maori notion of whanau is likely to include at least two sets of 

grandparents. uncles and aunties. cousins and other relatives as well as the core ·nuclear 

family' group. Pat Hohepa· s  · modern · notion of the ·whaamere' as described in his 

ethnographic study of 'Waima' ( 1 964:93 ) is also a pertinent to this discussion. 

lt is not just the kinship structure of \Vhanau which forms the intervention basis of kaupapa 

Maori. also important are the values. practices and customs involved at the social relations 

level of whanau practice which are fundamental to Kaupapa Maori pedagogy. These 
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traditional notions of whanau have been subjected to various influences which have changed 

their form over time. In order to understand these modifying forces it is useful to reflect on 

some selected examples of the key historical influences which have influenced this Maori 

notion of whanau. 

a). Tlte 'more ' Traditional Concept of wlzanau. 

Before the arrival of the Pakeha to Aotearoa, the kinship structures of Maori society were well 

defined. Whakapapa (genealogy) was considered extremely important to one 's  identity within 

the whanau (extended family), the hapuu (sub tribe) and within iwi (maj or tribes) .  The 

evidence for this claim is substantiated within the complex terminology related to genealogy, 

descent and kinship concepts which have survived within Maori language to the present day. 

Evidence is also seen within the complex genealogical tables and associated traditions which 

have been _handed down through many generations. (c .f. Roberton, 1 95 8 ;  B iggs, 1 969) Strong

sanctions, which were intended to protect both the accuracy and the val idity of these important 

records, were attached to the memorisation and oral recitation of these tapu ( sacred) records 

(c.f. Vansina, 1 97 1 ;  Finnegan, 1 988 ;  Hopa, 1 988 ) .  

The rudiments of traditional Maori social structure were brought with them from their original 

homelands (Hawaiiki) to Aotearoa. Cross cultural studies within the generic field of Social 

Anthropology have seen a diverse array of research on ' the whence of the Maori· from 

perspectives such as archaeology, ( Green, 1 984: Groube, 1 968 )  agriculture (e.g.  Yen. 1 97 1 )  

l inguistics (e .g .  Emory. 1 959;  Pawley, 1 97 1 ) ; oceanography and voyaging (e .g .  Hayerdahl ,  

1 950;  Sharp. 1 96 3 )  , and as well, the oral histories of Maori themselves (e .g .  Salmond, A.  

1 99 1  ) .  All  have endeavoured to establish linkages with the wider Pacific cultural region. In 

particular the very close similarities of Maori language with those of the Cook Islands, 

Marquesas and Rapariui (Easter Island) have been established through comparative linguistic 

analysis (Pawley. 1 9 7 1  ) .  The most powerful evidence of course is provided by the points of 

intersection between the Maori and Pakeha derived evidences. An important point of 

correlation between Pakeha and Maori sources is found in the comparative l inguistic evidence 

in relation to the concept and the term · whanau· . Furthermore strong linguistic correlations 
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in the terminology, indicate that the meanings and the functions of the concept of ' whanau' 

are shared across several Pacific Island groups. 

The social organisation of traditional Maori life has many similarities with other cultural 

forms identifiable within the wider 'polynesian' languages of the Pacific. I n  comparison with 

other Pacific islands, Aotearoa was wel l  endowed with space, varieties of food and a diverse 

range of potential resource materials such as hard rocks, abundant flax plants, and large 

forests, all of which allowed for more sophisticated technological development to occur. This 

in turn had a subsequent impact on the social organisation of the tangata whenua (the people 

of the land). Archaeological evidence (Green, 1 977; Simmons, 1 969), as well as Maori oral 

histories themselves, suggest that the first Maori settlers were nomadical ly  inclined and eked 

out a subsistence living as hunters and gatherers who followed the seasonal food fl uctuations 

of the forest and the sea. It has been suggested that a population explosion as a result of new 

migrations eventually led to increased competition for food, territory and political control .  

Groups became territorial about their ' customary ' food source localities and as a consequence 

a period of inter tribal warring occurred in regard to territorial rights aimed at controlling food 

resources and sites. A good example of the intersection of Maori and Pakeha sources of 

information is developed in Anne Salmond' s  book ' Two Worlds' ( 1 99 1 )  on the one hand and 

the traditional waiata 'Rangiuia's Lament' on the other hand, both of these sources give a

comprehensive insight into the history of Uawa (Talaga Bay) and the various struggles over 

territory and resources. 

At this
. 
time as well the Kumara ( sweet potato ) plant had become well established in Aotearoa. 

The significant technological advancements made by early Maori gardeners allowed for the 

widespread growth of the plant throughout Aotearoa. despite its incompatibility with the 

climatic conditions of the more southerly regions of New Zealand, beyond Taupo in the 

middle of the North I sland. The technical skil ls for cropping kumara necessitated a significant 

change in the life style and social organisation of Maori .  In order to cultivate crops there was 

a need to settle into a more domestic l i fe style and to deve lop permanent sites of residence. 

It is as a result of these agricultural demands that Simmons ( 1 969) and Green ( 1 977) in 
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particular, have argued that Maori became more settled and therefore territorially attached to 

specific geographical areas. This agricultural subsistence also meant that territory and gardens 

had to be protected. Associated with the development of this agricultural base is the 

development of a sophisticated fortified Pa (village) structure and other social structures. 

Throughout these major societal changes a strong value system related to the new demands 

of the social organisation of Maori people was being maintained and adapted accordingly. 

Many of these values which have survived through these enormous lifestyle changes are still 

very much alive in the wider Pacific cultural base and are discernible within old oral traditions 

such as whakapapa (genealogical recitation), waiata (traditional songs) and whakatauki 

(proverbial and metaphorical statements) . 

b)� Moderation of the concept of whanau following Contact with Pake/ta.

When Pakeha people first arrived in New Zealand they brought with them a completely 

different notion of family, and indeed a whole new way of life. Their attitude was mostly, 

with few exceptions in the literary accounts at least. one of denigration towards Maori 

customs and social practice. The most ' understanding' and 'tolerant' accounts are often 

patronising, reflecting the ethnocentric bias of the commentators. The first wave of Pakeha 

people to come to New Zealand were whalers, sealers and foresters who were looking to 

exploit the material resources of the new country. They were followed closely by the 

missionaries who came on a variety of missions from · rescuing the savages from their 

barbaric customs and practices· ,  to · spreading the christian gospel amongst the heathen Maori 

race' .  to protecting the Maori people from the evil influences of the early Pakeha settlers, to 

schooling the Maori in the whiteman' s  ways as quickly as possible. In the 1 840s the formal 

colonising of New Zealand from England .began in earnest with th:! 'New Zealand Company' 

established by Edward Gibbon Wakefield. 

The subsequent influx of large numbers of europeans and their associated culturaL economic, 

political and social interests created different pressures not only on Maori physical resources 

but also on Maori language, knowledge and culture. Traditional Maori whanau structure, 
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values and practices were placed under increasing threat by the inroads being made by P akeha 

culture. Maori culture and language was often subjected to direct attack by Pakeha people as 

being inferior and ' barbaric' . The other way in which Maori language and culture has been 

systematically attacked over the years has been through the reification of Pakeha language, 

knowledge and culture as the ' norm ' ,  as being the language of the sciences and high culture, 

as being a ' more worldly' universal language, and as being more ' superior' . 

When Captain Cook came to New Zealand on his voyage of ' discovery' he brought with him 

a number of specialist science oriented people such as Parkinson and Selander. Another of 

these ' scientists' was Joseph Banks an amateur botanist. Banks spent considerable time and 

effort in sketching, collecting and recording the fauna and flora of New Zealand. I n  doing so 

he set about giving technical scientific labels to the native plants of Aotearoa, completely 

oblivious (or chose not care) to the fact that many of these plants already had Maori names. 

For example, the native flax plant 'harakeke' was to reclassified as ' Phormium tenax' ,  and 

the native ' kiekie' tree was to be reclassified as ' Cordyline banksii ' .  Cook himself chartered 

the New Zealand coast and renamed various landmarks himself, ignoring the fact that many 

of these places already had Maori names which were of significance within the Maori 

geography of New Zealand. Cook' s renaming of the geography of New Zealand began with 

his renaming of the Mahia peninsula as Young Nicks Head, named after the young sailor who 

first sighted the New Zealand land form. These acts exemplify the taken for granted 

superiority of Western forms of knowledge held by these voyagers and conversely their view 

of the inferiority of the Maori their culture, knowledge and language . 

This ethnocentric dominance was not only shared by the early Pakeha explorers, but also by 

the majority of the Missionaries and later settlers alike. I n  fact the assimilationist and 

colonising intent of these early Pakeha has remained intact since that time and is stil l  very 

much implicit within many parts of New Zealand society today. This is the consequence 

having a numerically dominant Pakeha society who are able to co opt ( both intentionally and 

unintentionally)  the democratic structures of · one person. one vote · and · majority rule' to 

serve their own cultural interests. A good example of this co option of democracy occurred 
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recently where a prominent Sunday news paper ran a referendum amongst the whole of the 

New Zealand population on the necessity to maintain support for the Maori language. In  this 

survey the numerically dominant Pakeha population, through the co option of the democratic 

process, not only determined what the questions would be and how they would be framed they 

were also able to influence the outcome. In effect we had a Pakeha organised referendum on 

the validity of Maori language and culture held amongst the Pakeha dominant population! 

This is  not only a good example of the co option of ' democratic principles' ,  it also il lustrates 

one way i n  which ·dominant cultural perspectives are able to be reproduced within society. 

While the system appears equal, and it is often hegemonically received by Maori themselves 

as being ' fair' and ' neutral ' ,  the reality is that dominant Pakeha interests, which for the most 

part are different from competing Maori interests. are able to be endorsed and validated by 

the 'commonsense' processes of democracy. Thus through a myriad of subtle and not so 

subtle processes, including the manipulation of democracy, ostensibly the very base of 

Western democracies, the colonising impetus initiated at first contact by Pakeha has remained 

embedded within many of the . societal institutions including the schooling system. This 

hierarchy of social order derived from Darwinian social and cultural classifications put 

Europeans and their cultural forms at the top of these scales. Maori people, their language, 

knowledge and culture were taken for granted as being inferior. These views extended to 

Maori values and social customs. including the social structures and practices associated with 

the Maori concept of 'whanau · .  

The early, more ' traditional ' forms o f  whanau structure quickly became acculturated to reflect 

many of the Pakeha values and mores originally asserted by the Missionaries in the name of 

' christianity' . For example, Maori parents were exhorted by the missionaries not to live in 

' sin· and to get married in the christian way. Old customs. such as muru (plunder) were 

outlawed by legislation and condemned by the missionaries. Yet in the Maori understanding, 

mum, the plundering of the property for hurt caused through negligence was an important 

safety and protection sanction for Maori . 

Inroads into the structures and functions of whanau were also developed through c1v1c 
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authorities who acted under the protection of new and especially developed legislation. 

particularly l aw associated with land title and succession. The 'Native Land Act 1 862'  for 

example established the framework for the individualising of Maori land tenure. The 'Tohunga 

Suppression Act 1 907' which outlawed the practice of tohunga (Maori experts and ritual 

mediums), supposedly to stop Maori from seeking health advice from them, also had the 

colonising impact of outlawing the Maori ' intelligentsia' , that is, the repositories and 

guardians of traditional Maori knowledge. Numerous other Maori customs and practices were 

also outlawed by Pakeha administrators and these actions were always justified as being in 

the best interests of Maori people themselves. 

In the 1 900s, the Maori population had declined as a result of major epidemics (in 1 896 the 

Maori population was at its lowest ebb - 42, 1 1 3 ;  by 1 90 1  the slow pathway to recovery was 

evident as the population rose to 45 .549 in 1 903 [Department of Statistics: 1 992] ) .  The agreed 

prognosis was that the Maori was a · dying race· and that government policy at the time, it 

was argued by one prominent politician, ought to be aimed at ' smoothing the pillow of the 

dying race' .  However, such pessimistic forecasts were premature and proved to be completely 

wrong as the Maori population began to increase in the 1 920s and 1 930s. 

Maori families at this time were located mainly in rural areas and very few had ventured to 

live in the emerging town and city centres. During the first world war. a Pioneer Maori 

Battalion was established and served overseas with distinction. Later in the 1 940s and the 

outbreak of the second world war. the 28th Maori Battalion was established and it too served 

with distinction in several theatres of the war in Europe. Many of the Maori soldiers who 

served overseas did so in order not to let the mana (prestige) of the whanau. hapuu. and iwi 

down. conversely the opportunity to go and fight also afforded an opportunity for the mana 

of whanau to be enhanced through the deeds of the warrior on the battlefield. 

c). 'More ' Contemporary Definitions and Practice. 

Following the conclusion of the second world war a major shift of Maori into the cities took 

place. The reasons advanced for this are many. some writers have ascribed this phenomenon 
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as being variously caused by the attraction of the 'bright l ights' of the cities, the influence of 

a new worldliness within Maoridom as a result of Maori soldiers ' international experience' 

through serving overseas and also Maori people at home having to work in the cities to 

support the war effort. However, while such explanations may be relevant. it was probably 

the after effects of the depression in the 1 93 0s, coupled with the economic boom associated 

with the post war industrialisation and the subsequent need for a ready workforce which 

attracted/compelled Maori to shift to the cities in order to participate in the new economy. 

The rapid relocation of Maori into an urban environment dominated by Pakeha culture, 

language and customs placed many Maori people at an immediate disadvantage. Many of them 

had previously, very little to do with Pakeha in their isolated rural communities and the ' new' 

Pakeha cultural expectations of the city context often created problems of adjustment and in 

many instances became compounded into major social problems and dysfunction. This cultural 

shock was felt very much within the Maori whanau structure. The city norm of ' suburban 

existence' contrasted marked!)'. with Maori l ifestyle in  the country. Maori were exposed to 

new cultural norms based on the Pakeha nuclear family model. such as l iving on a quarter 

acre section, small fami lies, small houses with few rooms, not having grandparents living with 

you, having Pakeha neighbours with cultural values and expectations related to · manicured 

lawns and flower gardens' ,  fences denoting 'private property' ,  quieter noise levels and so on. 

All of these ' Pakeha' cultural idiosyncracities created pressure on Maori whanau who were 

used to living a completely different lifestyle. Access to new forms of technology also served 

to undermine cultural values. for example the advent of the refrigerator and ' freezer' allowed 

individuals to store food and not have to share it with others - this cut across the cultural 

values associated with 'utu' (reciprocity) and ·manaaki' (the obligation to share) ; access to 

telephones meant that communications could be conducted with out face to face meetings -

this too cut across the Maori value associated with ' kanohi kitea' (the value of personal 

contact). The hardships and trauma experienced by many Maori families attempting to come 

to terms with the cultural and social conflicts of urbanisation have been the subject of intense 

study by Maori writers of fiction. incl�ding renown Maori authors such as Witi I himaera. 

Patricia Grace. Apirana Taylor. Rowley Habib and Riwia Brown. 
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Pita S harples has also noted that despite the pressures of Pakeha cultural norms Maori still 

maintained many of their cultural preferences; 

. The Maori people are a tribal people and as such · whanau units ' have always 

existed and operate at the local �evel to communally administer the affairs of 

the people. With the migration of many Maori out of the traditional tribal 

territories, particularly to the cities, the whanau concept has sti l l  persisted. The 

recruitment factor for traditional whanau groupings is kinships, and such 

kinship - whanau still exist within urban areas. Far more common however, are 

the ' new' whanau groupings where the criteria for recruitment has transferred 

from a kinship base to some other such as common local residence, or a 

common goal or programme. '  (Access, 1 989:30) 

The cultural shock experienced by many Maori families moving to the cities in the 1 95 0s and 

1 960s was also replicated in schools and the education system. The high and disproportionate 

levels of underachievement being experienced by Maori reflected the wider social dysfunction 

in the urban environment; in poorer health, higher criminal offending, disproportionate welfare 

dependency, high unemployment levels and lower incomes. These factors in turn put pressure 

on the Maori social structures for example, in the Maori home there were more likely to be 

more dependents on a sole income earner, more likely to be large numbers of people  residing 

under a single dwelling roof, fewer amenities such as washing machines, refrigerators etc. ,  

younger families and so forth. At school Maori educational underachievement was likely to 

be interpreted as the fault of the Maori child and the debil itating effect of their cultural 

baggage which translated into a number of key deficits when they were inevitably compared 

to the relatively more successful Pakeha children. 

In 1 959  the Hunn Report, which was a government investigation designed to formulate an 

analysis and a policy response to the disproportionate levels of dysfunction suffered by Maori 

was released. One of the main pol icy recommendations was for the adoption of a social and 

cultural reformation policy for Pakeha and Maori :  that Maori and Pakeha cultures should be 
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' integrated' .  The obj ective of this exercise was to take the best of Maori culture and the best 

of Pakeha culture and to fuse them together; to integrate them to form a new hybrid culture. 

Hunn (the original writer of the ' Hunn Report' in 1 959) and Booth were to define integration 

in the following terms; 

'We speak of the ' integration' of Maori and Pakeha as a desirable aim, but this 

term has been used with such a variety of meanings by different writers that 

it needs clear definition if it is to be of use. As used here, integration denotes 

a dynamic process by which Maori and Pakeha are drawn closer together, in 

the physical sense of the mingling of the two populations as well as in the 

mental and cultural senses, where differences are gradually diminishing. 

Remembering that the dictionary meaning of the verb "to integrate" is " to make 

whole" we regard the integration of Maori and Pakeha as the making of a 

whole new culture by the combination and adaptation of the two pre-existing 

cultures. (Hunn, & Booth, 1 962 :4) 

This model was dismissed by many Maori at that time who charged that the pol icy of 

integration was essentially maintaining the status quo circumstances of ongoing assimilation 

of Maori language and culture. In the words of one commentator, integration in the New 

Zealand context · is l ike the shark asking the white bait to integrate · .  

The period following the second world \var until the 1 980s has marked a most prolific period 

of assimilation of Maori language, knowledge and culture. A fundamental prerequisite to 

language and culture assimilation was a systematic destabilising of Maori social cohesiveness, 

in particular the undermining of whanau values, practices and structure. Much of this attack 

on the whanau was carried out through paternalistic policies ostensibly aimed at elevating 

Maori social conditions to the · taken for granted' bench-marks set by the dominant P akeha 

culture. 

As a result of acculturation major changes have occurred in many Maori families with respect 

./35 



Section Four : Chapter Seven 

to what counts as ' whanau' .  Many Maori have been successfully converted to the Pakeha 

notion of family and have moved away from the traditional structures and values of whanau. 

On the other hand, other Maori stil l  hold steadfastly to the more traditional concept of whanau 

and stil l  attempt to maintain traditional values although it is often in adapted form. For 

example, many homes have other relatives, over and above their immediate ' nuclear' family 

members living with them; knowing ones tribal roots and whakapapa remain very important 

values, the obligation to support whanau hui, tangi and so on are still strong. Cultural values 

such as those of sharing food and hospitality (manaaki tangata) , the responsibility to help out 

those in need if you are able (tiaki tangata), the nurturing of the younger members (tiaki 

teina), the passing on of whanau knowledge (tiaki whakapapa), the guardianship of traditional 

lands (tiaki whenua) and properties (tiaki taonga) and so forth, for some whanau, are still 

important today. 

d). Current Interpretations and Practices of Whanau. 

The supportive and nurturing context of the whanau has managed to survive as a functional 

entity to the present day, albeit in modified forms despite the historical pressures of 

assimilation and the strong presence of the dominant Pakeha family model within society. The 

whanau is still regarded as an integral part of formal Maori social organisation today. For 

example, the ·Discussion Paper for the Year 2000' (Ministry of Maori : 1 990). a paper 

prepared for the Iwi Transition Agency. outlined a social intervention strategy which would 

proactively co opt the notion of ·whanau· as an instrument. for social intervention . This

programme \Vas entitled · Whakaoho Whanau' ( rekindling of Maori whanau frameworks) : 

· Whakaoho whanau focuses upon the whanau as the essential and basic social

unit within the iwi .  The aim of whakaoho whanau is i.o strengthen the whanau 

so that it is better able to cope with the stresses and demands of modern life . ·  

(p .8)  

This Report. compiled by a group of distinguished Maori Kaumatua (elders) and academics 

also noted the multiple pressures on Maori attempting to maintain functional whanau 
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structures; 

' Maori people today are faced with a range of social conditions which are not 

. conducive to maintaining strong whanau. These conditions include; 

* the alienation of individual Maori from whanau, hapuu structures

* high levels of welfare dependency

* the influence of the modern Pakeha family, i .e .  nuclear

* new types of family, e.g. single parent

* high levels of unemployment

* failure of the system

Statistics indicate that Maori. male and female in al l age groups. are more 

likely to be separated divorced and widowed than non-Maori .  I n  198 1 for 

example, 25% of Maori women and 1 7% of Maori men aged 45-49 years were 

separated, divorced or widowed, compared to 1 1 .3 %  of non- Maori women and 

9 .6% of non-Maori men in that age group. Percentages of separated or 

divorced people, both Maori and non-Maori have increased more than four fold 

over the last 20 years' (p. 8) 

Several strategies have been suggested as a means to intervene in this situation of social 

disintegration. A consistent tactic is that of encouraging Maori to resurrect traditional concepts 

of ' whanau · as support structures which can assist in alleviating and countering 

disproportionate levels of sociaL economic and political crises which envelop Maori .  The call 

to revive and rekindle more traditional types of whanau structure. as suggested by the 

Kaumatua group. is made in an effort to alleviate the severe impact of social dysfunction 

inhibiting the l ife chances of Maori . It is an attempt to revitalise the positive and proactive 

social environment in which Maori values are able to operate and to therefore positively 

influence Maori. These strategies co opt elements of · whanau · which have been successfully 

employed· within the Kaupapa Maori intervention strategy . 
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these pre school sites. Kura Kaupapa Maori are one of many educational sites which 

'Kaupapa Maori' as a theory and practice for social change been applied by Maori groups. 

These schools are not to confused with 'total immersion' schools such as the Welsh 

Medium school model or the French Canadian Bilingual or Immersion models. Kura Kaupapa 

Maori Schools involve much more than total immersion schooling within mother tongue 

language, they also operate within a specific cultural framework and mediate the unequal 

social, economic and cultural context of New Zealand society. Kura Kaupapa Maori Schools 

are uniquely Maori and develop new. and in some areas. more sophisticated structures and 

pedagogy than has been observable (in the writers experience at least) in other immersion type 

education models on the international scene. In this sense the 'Kaupapa Maori' development 

has much to offer on an international level to the general fields of alternative schooling, 

language revitalisation programmes and cultural and language schooling. 

It is however_ important to acknov,:ledge that Kura Kaupapa Maori were originally established 

and developed for some years outside of the state schooling structures by Maori communities 

attempting to capitalise on and continue the successful language gains made by their children 

in Te Kohanga Reo as well as in a conscious effort to the inhibiting elements embedded 

within state schools: these impediments being perceived by these parents as contributing to 

the poor performance of many Maori pupils in state schooling and to also being antagonistic 
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to their cultural aspirations. In seeking to establish an alternative option outside of the State 

education system, Maori parents assumed increased control and autonomy over the important 

educational decision making related to the schooling of their children. Parents often couched 

their reasoning for such action iri statements such as; 

' We can't  do any worse than what the state school system has done for our 

children' (Kaupapa Maori Fieldnotes, 1 982- 1 992; Awhireinga Parent) . 

Greater influence over the curriculum, administration, pedagogy and learning outcomes were 

able to be achieved through Kura Kaupapa Maori existing outside the state structures as an 

independent alternative. These schools provide not only a total Maori language experience but 

also a wholly Maori cultural experience all day, every day. Taha Maori programmes (additive 

Maori content to mainstream Pakeha lessons) and bilingual (dual language medium) schooling 

have been criticised by many Maori parents as failing to adequately develop high levels of 

Maori language and cultural expertise. Nor are these needs met through pursuing a curriculum 

grounded only in the traditional past. as is often the case within the 'museum' oriented Maori 

studies programmes that are still rife within state schooling in spite of major criti cisms from 

various Maori sectors. Much of this material is factually wrong and yet is sti ll being taught. 

for example myths related to the origin of the Maori (that they came to Aotearoa and killed 

off the Mori-ori people), the popular chronology of the Maori settlement of New Zealand (925 

A.D. Kupe discovered Aotearoa; 1 1 50 A.D. Toi and Whatonga came to Aotearoa; 1 3 5 0  A.D.  

The Great Fleet of seven canoes came in a planned migration to Aotearoa) has been shown 

to be demonstrably wrong by multiple sources of research evidence yet they are still being 

'perpetrated· against Maori in many New Zealand classrooms. The real tragedy of this 

situation is that many Maori have internalised these myths as the common sense hi story of 

Maori people and continue to recycle and perpetuate them. 

Maori parents who opt for Te Kohanga Reo and Kura Kaupapa Maori schooling have 

consistently voiced that they want their children to be able to speak their mother tongue 

language fluently .  However. these parents have also expressed repeatedly that they want their 
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children to develop excellence in both Maori and Pakeha languages and cultures. Thus, given 

that Kura Kaupapa Maori schooling emphasises Maori language through an immersion 

environment, it is wrong to assume that Maori parents are against the learning of english 

language. Te Kohanga Rea and Kura Kaupapa Maori children are totally immersed in english 

language outside of the school in their everyday interactions within their home communities 

and through the predominantly english language public media. In these terms, Kura Kaupapa 

Maori schooling is not a choice of either Maori or Pakeha language and culture; parents want 

their children to eventually develop expertise in both domains. 

While the primary focus within Kura Kaupapa Maori is the teaching and learning of Maori 

language and culture within an immersion setting, the ultimate goal as expressed by parents 

is for outcomes of bilingualism and biculturalism although formal moves to teach english 

language _skil ls  are not made until the children are ten to eleven years old and when their 

Maori language oracy is deemed to be 'secure. The crucial point here is that overseas studies 

have shown that if children maintain a first language up until the age of nine or ten, it is 

highly likely that they wil l  be able to sustain that language even when it ceases to be taught 

in a school ing situation (for a discussion of research on these matters, see Amberg, L. 1 987) .  

For the most part. the experience of Kura Kaupapa Maori children to date has shown that 

Kura Kaupapa Maori pupils easily pick up english language through their everyday activities 

and experiences outside of the school ; through their parents at home, through television and 

radio, through trips to the supermarket, through playing with other english speaking children, 

through road signs, through other Pakeha · printed media and so on. The majority of Kura 

Kaupapa Maori children speak very good Maori and · very good english. However it is 

recognised that formal english language skills such as reading in english, spell ing, punctuation 

and writing in english need to be taught formally at some stage. 

Significantly Kura Kaupapa Maori have also been able to successfully intervene within Maori 

homes through the whanau administrative structures which require ( cultural ly contract) parents 

to ful ly participate and support all of " their· children ( that is all the pupils) at the school .  All  

of the parents are parents to al l of the children in the Kura. All  parents within the whanau 
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network are regarded as having a valued contribution to make. There is a ' cultural 

expectation' which is derived from whanau values which obligates parents to contribute to 

work collectively for the benefit of the larger group. Thus a co operative and collective effort 

is able· to be mounted and sustained with the whanau management and support structures and 

to assist the ' group' in the collective education and nurturing of all of the children. 

The cultural fraineworks implicit within the concept of whanau provide an intervention 

'potential ' which is not only relevant to the school setting, it can be applied to mediate the 

wider social, economic and cultural impediments which have traditionally militated against 

Maori success within education and schooling. A significant point here is that most previous 

educational policies for Maori have inevitably neglected to take adequate account of the 

debil itating impact of wider community impediments and have therefore tended to concentrate 

solely on reforming the school context. 

The whanau structures and frameworks, as applied in Kaupapa Maori sites, have been very 

successful in undoing much of the deep-seated mistrust that many Maori parents themselves 

have had of the Pakeha education system given their own bad experiences of state schools. 

They were often the ones who were strapped for speaking Maori language in the playground, 

who spent many of their schooling hours standing in hall ways outside of classrooms, who 

could not connect with the culture of the school or were marginalised within the curriculum. 

Many of these parents left school as soon as they were legally able. Thus problems have 

occurred when they themselves have become parents and who as a result of these · bad ' 

personal experiences. pass on negative views about schools. teachers and learning to their own 

children. In fact some state schools have enormous problems with Maori pupils and Maori 

parents who exhibit strong resistance behaviours to schools and education and who perceive 

state schooling as having little relevance to their needs and aspirations. For example, Maori 

resistance to schooling may explain the high levels of Maori involvement in dissident 

activities such as vandalising of school property such as graffiti and damage to desks, through 

non participation in school events. through high level s  of truancy , through confrontation with 

authority figures. through incidents of racial and cultural intolerance etc. Certainly it could 
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not be claimed that all such incidents are the result of Maori resi stance to Pakeha dominant 

education and schooling structures, but much of it can be. 

Kura Kaupapa Maori has completely turned many of these ' indifferenf parents around to now 

being avid supporters of their childrens' education and advocates of the positive potential of 

schooling. Many of the Kura Kaupapa Maori also run adult education classes to support the 

re education of Maori parents - for example Maori language classes for their parents in order 

that they can better support their children' s language, and schooling development i n  the 

home .Also some schools run hui (large gatherings) for the teaching  of reading in english, l ife 

skills programmes, and resource making meetings to support the school curriculum 

development. 

There are currently very few Kura Kaupapa Maori to meet the demand of the large numbers 

of Maori children now in the pre school option of Te Kohanga Reo. Many Te Kohanga Reo 

communities are sti l l  engaged in the struggle to fully establish a local Kura Kaupapa Maori 

option. At the same time there are other associated needs which are being struggled for in 

support of Kura Kaupapa Maori development, for example the development of a teacher 

training course at the Auckland College of Education; the development of a Kura Kaupapa 

Maori Resource Centre in West Auckland. the development of a formal relationship with the 

Ministry of Education. the establislm1ent of a unified national body (Te Runanga Matua o nga 

Kura Kaupapa Maori) to oversee the Kura Kaupapa Maori dewlopment. and the estab l ishment 

of a Kura Tuarua ( secondary school option) at Hoani Waititi marae. As well there are a 

multitude of local struggles related to maintaining the day to day running of individual Kura 

Kaupapa Maori . For example. fund raising activities, resource production, curricul um issues, 

Board of Trustee· s issues. teaching issues. mediating political structures and conscientising the 

community at large to the · intervention· potential of Kura Kaupapa. have all had to continue 

at the same time. largely from within and through the limited resources of the school whanau 

itself. All of these tasks still have to be handled by the Kura whanau · s themse lves despite the 

development of enabling legi slation and the flow of some funding support from government. 

However. throughout the historical development of Kura Kaupapa Maori dating from 1 985 ,  
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the notion of ' struggle'  has been an important element in not only refining the Kaupapa 

(guiding philosophy) but also in making parents more resolute and unified in respect of it. 

It is also important to note that all of the existing Kura Kaupapa Maori have not got 

everything right as yet and that from time to time problems arise in' respect of a range of 

issues, including the operation of the whanau structures. Nor should these schools be expected 

to get everything ' right' immediately given that they are only six years old and that the New 

Zealand state schools which has been in existence much longer (well over a hundred years) 

still has problems as well .  For the most part these issues have resulted from the ' teething 

problem' syndrome, given that these schools have had to establish new systems of 

administration, management structures, curriculum, pedagogy and sc on with little preparation 

(there are no existing models) and with limited additional funding to facilitate the setting up 

of these new schooling types. The point here is that these schools have been treated as any 

other 'new' school in terms of government funding. The anomaly here of course is that 

neither the schools, nor the pupils. nor the communities from which they have come, have 

started on a level playing field - they were already disadvantaged before the state developed 

its horizontal equity principle in respect of the distribution of state services and funding (i .e .  

that all groups should be treated the same; to give special treatment to one group is to 

'unfairly' disadvantage another . )  

Kura Kaupapa Maori are arguably the only real change within al l of  the present education 

reforms since the Picot review of 1 988 which attempts to implement a cultural ist and 

structuralist intervention into the exi sting Maori schooling crises. Kura Kaupapa Maori 

endeavour to develop change. albeit limited, at the power relations and ideological levels. For 

example through increased control over kno\'vledge, through increased control over the 

curriculum, and therefore through increased influence o\·er the credentialling processes. Kura 

Kaupapa Maori confronts the hegemonies which sustain the legitimacy of dominant Pake ha 

schooling practice. and in fact goes further through deve loping counter hegemonies such those 

which pertain to the validity and legitimacy of Maori language. knowledge and culture. 
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Despite the fact that many Maori parents do not have Kura Kaupapa Maori as an option which 

is currently available to their children, there is never the less wide support and commitment 

in support of these schooling choices being made available.( see McNair Survey, March, 1 992). 

It i s  acknowledged that Maori educational and schooling needs are not s ingular or 

homogenous but nor are Pakeha communities of the same mind in respect of education and 

schooling choices. Kura Kaup.apa Maori schooling provides but one option for Maori pupils,

and develops a range of schooling choices for Maori parents to choose from. These schools 

are also concerned to provide an excellent education within the national curriculum guidelines. 

Maori parents as an outcome of such schooling want for their children the ability to have 

access to a full range of societal opportunities. 

Kura Kaupapa Maori are proactive educational responses which Maori parents have been 

forced to take themselves given the inability (perhaps reluctance) of the dominant Pakeha 

educational structures to successfully intercede in Maori underachievement and in the ongoing 

assimilation of Maori culture and language. A key understanding here is the years of continual 

failure on the part of mainly Pakeha educational administrators in developing policies which 

serve the interests, needs and aspirations of Maori people. 

The potential of Kura Kaupapa Maori schooling to · speak' in general terms to the Maori 

educational crisis needs to be acknowledged. explored and capitalised upon if there is genuine 

concern to alleviate the current difficulties. Given the choice to make key decis ions in 1:egard 

to curriculum, pedagogy and so on. what choices were made? What are the successful 

elements of Kura Kaupapa Maori and how might they be effectively employed to the benefit 

of Maori pupils general ly? (given that approximately 85% of Maori children are still within 

conventional state education settings) . 

Whanau As Key Intervention Element Within Kaupapa Maori 

The notion of · whanau · is a core feature of Kaupapa Maori theory. Kaupapa Maori theory are 

the social change or intervention elements which are common across many different sites of 
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Maori cultural struggle including within the educational sites of Te Kohanga Reo and Kura 

Kaupapa Maori. Kaupapa Maori theory refers to the collective set of key intervention elements 

embedded in the Maori driven cultural resistance initiatives. Many of the traditional values, 

customs and practices related to t11e structure and processes of whanau are fundamental to the 

intervention potential contained within Kaupapa Maori theory . 

An analysis of Kura Kaupapa Maori is able to reveal some examples of how ' whanau' 

elements are used within these new schooling structures as a means for social change and 

educational intervention. For example; 

i) The Whanau Concept and Knowledge. 

In  Kura Kaupapa Maori, knowledge is regarded as belonging to the whole group or whanau. 

In this sense, knowledge is not an individual or private property . Knowledge belongs to the 

whole whanau and individuals are merely regarded as the repositories of knowledge for the 

ultimate benefit of the total group. I ndividuals have a cultural obligation to share their 

knowledge in ways which support the welfare and mana of the group. Within the current 

societal context free market derived understandings which reify knowledge as a private good, 

as a commodity, as personal property which can be exchanged for credentials which in turn 

can be turned into capitaL contradict these previously mentioned ideals .  

ii) The Wltanau Concept and Pedagogy. 

In  the Kura Kaupapa Maori setting Maori values and practices derived from whanau are used 

to facilitate teaching and learning. For example, core values such as Manaakitanga ( sharing 

and caring) ,  aroha (respect), whakaiti (humility) and so on are taken for granted within these 

schools. The notion of tuakana (elder) and teina (younger) are incorporated as part o f  the 

pedagogical framework, that is the cultural obligation derived from within the whanau precept 

of the elder children having a cultural responsibility to help the younger children is uti l ised. 

This principle is reinterpreted in other ways for example the · faster' learners having a cultural 

obligation to help the · slower' learners. The use of group activity not only facil itates these 

culturally preferred learning styles it also provides an appropriate framework in which co 
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operative and collective attitudes and values can be practised. For example, the sharing of 

knowledge, of being humble in respect of knowledge, of respecting and tolerating knowledge 

and world views of others, of consensus discussion and decision making and so on. 

It is also noteworthy that within the Kura Kaupapa Maori setting, a number of other 

pedagogies have been developed such as the use of whakapapa (genealogy) recitation 

methodology for the teaching of reading in Maori. The adaption of Japanese methods for 

teaching music (suzuki method), the adaption of the Japanese pre computer abacus programme 

(soroban) have also been utilised within some Kura because the Japanese values and pedagogy 

conform closely to preferred Maori values, knowledge and practices. The point here is the 

openness and the preparedness of these schooling communities to share and to adapt other 

cultural forms, puts the l ie to the claim by ·Some that these schools are a form of 'separatism ',  

'apartheid' and a 'retrenchment' to the traditional past! 

iii) The Whanau Concept and Discipline. 

Kura Kaupapa Maori invoke Whanau concepts to support the discipline context of the school. 

For example teachers are inevitably called 'Papa' (father), Whaea (mother), Koka (aunt), 

Matua (uncle) and so on. The total school· constitutes a single whanau. All of the parents are 

· parents' to all of the children in the Kura whanau. Children are not individuals who belong

to distinct families: al l of the children in the school are regarded, and regard themselves as 

brothers and sisters. A child who has a learning difficulty in this type of setting is not bearing 

the responsibi l ity of this solely on their own: it is the responsibi lity to be shared by the total 

whanau, al l  the chi ldren and all the parents. The relationship between chi ldren and teachers 

in the school are similar to the relationships found in the whanau between children and 

parents. Peer group interaction is similar to that between brothers and si sters. The impact on 

both the need for and types of discipline are significantly different within th is cultural 

configuration of the 'whanau' in the Kura Kaupapa Maori setting. 

iv) Th e Whanau Concept and Curriculum. 
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In  Kura Kaupapa Maori schooling the ability by Maori communities to have some measure 

of influence over what was to count as the school curriculum has led to important changes 

i n  the range of subj ects taught in these schools. The curriculum has been reorganised to teach 

knowledge which connects intimately with the interests and backgrounds of Maori learners. 

The key intervention element here is that the concept, values and practices of the whanau are 

implicit within the schooling structures and as well is positively reinforced through the 

curriculum content. These schools reinforce the tenet that to be Maori is to be taken for 

granted as ' normal ' .  This stance is often in contrast to the experiences of most Maori students 

within conventional schooling. Maori knowledge, oral histories, cultural forms and practices 

are validated and. legitimated as part of the ordinary, everyday curriculum and pedagogy 

within the Kura Kaupapa Maori context. In Bourdieu' s terms (Bourdieu, P. 1 973 ) the home 

culture, manners, habits, knowledge and cultural preferences ( ' habitus' )  of the Maori chi ld are 

reflected and reproduced within the school .  

Conclusion. 

Kaupapa Maori as a theory of social change is potentially the most effective instrument 

developed to date which has the capacity to make meaningful inroads into Maori social, 

economic and educational crises. An important factor embedded within Kaupapa Maori is the 

way in which a critical theory has been moulded into a critical practice. In addressing the 

major concerns of Maori language, knowledge and cultural revitalisation, and also Maori 

educational and schooling underachievement Kaupapa Maori praxis is most relevant to all 

New Zealanders disil lusioned by the ineffectiveness of previous intervention policies and 

mechanisms. That Kaupapa Maori as a theory of social change has evolved out of the Maori 

community itself ensures that Maori have a genuine commitment to ensuring that the 

i nterventions work. There are some important lessons for pol icy developers in general which 

ought to be learned from the Kaupapa Maori experience. There are new and innovative 

emphases and blends which stand the Kaupapa Maori approach apart, for example it� 

- is holistic in its approach 

447 



Section Four : Chapter Seven 

- confronts structural and cultural elements 

- affirms the validity and legitimacy of Maori language, knowledge and culture 

- asserts self development as a positive initiative 

- increases Maori autonomy over key decision making 

- endorses Maori preferred pedagogy 

- is able to mediate socio economic impediments 

The most significant feature of Kaupapa Maori as a theory social change, is the integral 

importance of the notion of whanau. While, in the past, there has been acknowledgement that 

there exists a correspondence between the degeneration of the structure, function and values 

of whanau with wider societal crises which envelop Maori, few commentators have been able 

to develop policy frameworks and structures which effectively intervene in this deterioration. 

Kaupapa Maori not only intervenes, its adoption also requires the more traditional forms, 

functions, meanings and values of the whanau to be reformed and revitalised. It also employs 

whanau values proactively as intervention instruments. 

This paper concludes by reinforcing the point that there is an inextricable relationship between 

the social, cultural and economic emancipation of Maori on the one hand. and the 

revitalisation and maintenance of whanau structures on the other. In these terms, the Jong term 

survival of Maori language, knowledge and culture are dialectically bound to the survival of 

whanau social structure. The whanau provides a culturally appropriate and nurturing context 

for Maori language. knowledge and culture. It is these aspects which couch the intervention 

potential in regard to Maori social disorientation. 

The whanau provides both a structural and functional context for supporting Maori cultural 

forms and values. In this sense the future of Maori is very much the future of the whanau and 

vice versa. 
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Epilogue: 

The whanau is a central site for locating and promoting Kaupapa Maori. Whanau is 

important as both 'institution ' (the whanau structure) and 'mode ' (whanaungatanga - the 

practice of whanau (Kaupapa Maori elements). The notion of the whanau is so crucial to 

Maori language, knowledge and cultural resurgence, that any politics of revitalisatfon for 

Maori must also take account of revitalising the whanau as a sign{fi.cant institution and mode. 

This paper marks a significant shift. It has moved to focus not so much on the politics of 

making space for Kaupapa Maori, to concentrating on identifj;ing the key intervention 

elements, how they might be improved in order to deliver 'transformation more efficiently and 

effectively and to also look at the wider potential of Kura kaupapa Maori to develop 

transformation across a range of other schooling and educational sites, including within the 

state school system. This paper, marks an acknowledgement that some major gains have been 

made - particularly in the acceptance by official and communities generally of the merits of 

Kaupapa Maori approaches. This of course re.fleets the success of \var of position ' and the 

cycle of 'conscientisation, resistance and transformative praxis ' related to Kaupapa Maori. 

The war is not won. These gains simply represent the small, incremental victories which 

Habermas suggests be recognised and celebrated as part of the long journey towards the 

utopian vision. 
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of Kaupapa Maori Theory and Praxis' 



Ma Wai ra 

E taurima 

Te Marae i waho nei e? 

Ma te tika 

Ma te pono 

Me te aroha e 

Section Five. 

Introduction. 

Section Five : Introduction 

Traditional Ngati Porou Waiata. 

Who ll'ill it be 

Who upholds and supports 

The traditional speaking forum? 

It will be correctness, 

It i l 'il! be truth, 

It ll'ifl he res;1ect. 

[Note: this is one verse of the lament written by H enare Teowai] 

This Section positions Kaupapa Maori praxis as a viable, organic ' theory' of transformation 

of Maori educational and cultural crises. The need for Maori to formulate and recognise their 

own 'theory(ies) ' is a critical point which Freire elaborates within the comment; 

' The solution is not to integrate them into the structure of oppression. but to 

transform that structure so that they can become beings for themselves . ·  (cited 

in Darder. 1 99 1 :  73 ) 

What can al so be taken from these words is the impl icit challenge of what might actual ly 

count as · meaningful · change and transformation. 

This final section of the thesis consists of two chapters which work to tie together a number 

of crucial points. The first chapter discusses the need for theory(ies)  which derive from and 

i nteract with organ i c  pract ice.  · Kaupapa Maori · .  as has been argued and exempli fi ed 

throughout this work is a theory and praxis of transformative action.  This first chapter 

summarises and consol idates this position. In particular. this chapter; 
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I .  draws together the theoretical insights of Sections One. Two and Three with 

the praxis elements embedded in section Four,. to posit and sustain the notion 

of ' Kaupapa Maori ' as· theory and praxis: 

·IL begins the process · of reclaiming · meaningfur theoretical space for Kaupapa

Maori transformative praxis amongst ' traditional intellectuals' , officials and 

other influential ' gate-keepers' to the notion of ' what counts as knowledge? ' .  

1 1 1 .  posits ' Kaupapa Maori ' as a ' portable ' ,  theory and praxis of transformative 

action which not only has potential application for Maori outside of education 

and schooling, but also has potential to assist and inform other indigenous 

people' s  struggle. 

The second chapter in this Section summarises the overall thesis with particular reference to 

the following points; 

1 .  That Kaupapa Maori theory and praxis engages 'state: dominant: Pakeha ' 

interests in  a 'war of position ' 

1 1 . That in the spirit of praxis which the thesis is attempting to modeL to initiate

a · Kaupapa Maori · critique of · Kaupapa Maori intervention· . This seeks in the

first instance, to model what a Kaupapa Maori ' audit' might look like and in 

the second instance. to raise some issues in a critically reflective way . I t  is 

intended that other Kaupapa Maori communities might take up these critical 

points and to reflect upon them for themselves in the light of their own 

contextual circumstances. 

I l l .  Develops some critical commentary on the role of the academy and its 

i ndifference to Maori needs and aspirations. 

1v. Develops a brief summary. within a concluding commentary. of some of the 

key arguments which are made in the thesis. 
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Chapter One. 

Kaupapa Maori 'Theory' ; the 'Praxis: Theory'  Dialectic. 

Whakataka · te hau 

ki te uru. 

Whakataka te hau 

ki te tonga. 

Kia makinakina 

ki uta. 

Kia makinakina 

ki Lai. 

E hi ake ana 

te atakura. 

He Lio, he huka, 

he hau hu. 

Tihei mauri oral 

Tauparapara. 

Cease the 1rinds 

from the west. 

Cease the winds 

from the south. 

Let the gentle breeze 

caress the land. 

Let the gentle bree=e 

tease the ocean. 

Drall'ing forth 

the scarlet da11·11. 

A nip ojji'ost, 

and a chill wind. 

Herald the glorious day! 

(Note: a traditional opening chant or tauparapara used to embel l ish a M aori oration ) 

' This work deals with a very obvious truth : just as the oppressor. in order to 

oppress, needs a theory of oppressive action, so the oppressed, in order to 

become free, also need a theory of action. 

The oppressor elaborates his theory without the people. for he stands against 

· them. Nor can the people - as long as they are crushed and oppressed. 

internalising the image of the oppressor - construct by themse lves the theory 

of their liberating action. Only in the encounter of the people with the 

revolutionary leaders - in their communion, in their praxis - can this theory be 

built. · (Freire. 1 972: 1 50) 
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This chapter examines the development of 'Kaupapa Maori ' as an organic theory of change. 

Kaupapa Maori is the term used by Maori to describe the practice and philosophy of l iving 

a ' Maori ' ,  culturally informed life. It has a political connotation in that it also invokes the 

stance .of identifying with and proactively advancing the cause of 'being Maori ' (not whol ly 

assimilated) as opposed to 'being · Pakeha' (fully assimilated).  In this sense. the term has 

become a rallying cry for the concerns of many Maori with regard to the impact of Pakeha 

people and their culture on Maori. In particular, to advance the Kaupapa Maori stance is to 

acknowledge and resist the rapid and ongoing assimilation of Maori language, knowledge and 

culture by dominant society. These concerns also extend to other areas such as land loss, and 

the social and economic marginalisation of the majority of the Maori population. However, 

the Maori position here should not be misinterpreted as a rejection of Pakeha culture or a 

retrenchment to Maori culture; what is . being advanced is the meaningful recovery and 

develop�ent of Maori language, knowledge and culture as well as Pakeha culture. I t  is not 

a ' one or the other' choice for Maori, they want access and success in both Maori and Pakeha 

cultural forms, however the cultural capital which is mostly unavailable and denied within the 

Pakeha dominant societal context, is that pertaining to Maori . 

Since the 1 980s and in particular. since the advent of Te Kohanga Reo in 1 982. 'Kaupapa 

Maori · has become an influential and coherent philosophy and practice for Maori 

conscientisation, resistance and transformative praxis to advance Maori cultural capital and 

learning outcomes within education and schooling. More recently. 'Kaupapa Maori · has been 

developed into a more portable  theory of transformation. which is now being appl ied across 

a range of sites outside of education and schooling to assist Maori in developing more 

meaningful change of their general state of dire social , economic. pol itical and cultural 

circumstances . 

'Theory ' .  within the overall argument of the concluding section of this thesis. is considered 

to be an extremely vital component in any transfonnative praxis towards reform. Indeed 

theory and praxis stand in dialectical relation to each other. Praxis. as ·action and reflection· 

repres�nts theory at ·work· . and in ·action· . Theory in this sense is simultaneously appl ied and 
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developed. With respect to transformative social action, praxis connects theory to the ' people' 

in that theory is developed out of the actions and reflections of the 'people' . This is an 

important point in developing transformative action· - that the theory and praxis are indeed 

· owned' and ' supported' by the ·people. Organic intellectuals work to assist the people to

realise their own theories and praxis. Freire remarks on these issues; ·

' The revolutionary effort to transform these [oppressive] structures radically, 

can not designate its leaders as thinkers and the oppressed as mere doers . . . . .  ' 

(p. 1 20) 

�ater he again notes; 

' The leaders bear the responsibility for co-ordination - and, at times direction -

but leaders who deny praxis to the oppressed thereby invalidate their own 

praxis . '  (Freire, 1 972 : 1 20) 

Kaupapa Maori Theory. 

The critical comments made in this section are not intended to undermine the importance or 

the need for theory. Indeed, the opposite is intended, that is, there is an insistence on bringing 

effective theory into Maori resistance and transformative activities. In particular, this work has 

both argued for and attempted to model in practice. two ways of doing this : firstly by 

understanding theoretically Maori �esistance (by drawing on existing theories to il luminate 

insights) and secondly by creating the space for the emergence of organic Maori theory from 

Maori people themselves. 

It is also important to acknowledge a strong under-current within Maori communities and 

individuals resisting this trend toward theory and which is derived from an · anti-theory ' and 

· anti- intellectual " disposition of many Maori individuals and groups. many of whom dismiss

anything theoretical as being · Pakeha · : the significance of this dismissive categorisation relates 
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· to the assimilation record of Pakeha and the potential 'danger' which Pakeha pose for Maori .

( c .f. Zaverzadeh & Morton, 1 994 ). As far as the ongoing education and schooling crises are

concerned, Maori parents' suspicion · of ' theory' is well-founded not only because of the

history of the continual failure of Western: Pakeha: dominant theory in the way it has been

selected, applied and interpreted for Maori within education, but also because ' theory' has

often been used to directly undermine Maori language, knowledge and culture. What is called

into question here by Maori in their resistance to ' theory' ,  is the way in which ' theory ' has

become external to the people to whom it is often being applied. Thus an important point

being made both in the ' modelling' and content of this thesis, is that praxis requires those

whom are to be transformed to substantially ' own' the transformative theories for themselves

if they are to make any meaningful impact. A major problem within the context of education

reform failure in New Zealand is that theories and policies have often been ' selected'  and

applied ' externally' in the interests of dominant Pakeha society, to solve Maori difficulties.

Consequently, it is little wonder that educational policies and reform have had limited success

in alleviating Maori learning crises. ' Kaupapa Maori theory' on the other hand, has been

developed from within Maori communities and herein lies its potential to make a significant

difference.

The term ' theory' has been deliberately co-opted and linked to the notion of ' Kaupapa Maori ' 

by the author in an attempt to develop counter-hegemonic practice and understandings to the 

cultural constraints exemplified within critical questions such as. 'what counts as theory?' .  

'how is theory to be applied? ' .  'how is theory to be interpreted?' and 'what theories are 

selected for application?' and so on. Within the Freiran ( 1 97 1 )  concept of ·naming the word : 

naming the world ' .  the use of the term. Kaupapa Maori · th eon" . becomes a signi ficant 

political initiative to reclaim self-determination or ' tino rangatiratanga · .  In thi s sense an 

attempt is made to unlock. challenge and alter the narrovv. Pakeha dominant interpretation of 

the ' common-sense' notion of theory as it is most often applied within various aspects of New 

Zealand education. 

An effort is also made here to disclose the otherwise ·hidden· .  social ly constructed nature of 
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theory and to make overt the fact that 'theories' are socially manipulable phenomena in their 

construction, application, interpretation and selection. A further critical point which should 

be made, is the way in which ' theory' becomes ' mystified' knowledge, open to capture and 

manipulation by elite ' in-groups' of academics, who in turn, are often able to translate the 

control over powerful and elite knowledge into political , social, economic power and control. 

Kaupapa Maori ' theory' as a resistance notion has several dimensions. It is more than a 

theoretical position which embraces the various critical notions of 'conscientisation, resistance 

and praxis ' outlined earlier in this thesis. Its coherence and impetus is derived from an 

adherence to a utopian vision of emancipation. Kaupapa Maori theory is more than simply 

legitimating the ' Maori way' of doing things. Its impetus is to create the moral and ethical 

conditions and outcomes which allow Maori to assert greater cultural, political, social, 

emotional and spiritual control over their own lives. 

As a result of the unequal power relations between dominant Pakeha and subordinate Maori 

positioning. Maori theory has to have as implicit components; 

i .  the ability to make ·space' for itself to exist within the context of  dominant 

Pakeha relations 

1 1 .  the ability to sustain the validity and legitimacy of the theory in the fact of 

challenge from traditional intellectuals. 

m .  the ability to be ·owned · and accepted by Maori communities. 

rv. the abil ity to provide the potential to transform. for the better. Maori existence. 

v. the abil ity to be reflective and reflexive.

These crucial points embrace what could be described as the 'burden· of organic theory ( and 

organic theorists) developed from within subordinate(d) groups such as Maori . Kaupapa Maori 

theory critiques the existing social relations of Pakeha social . cultural . political and economic 

dominance. The emancipatory struggle engaged in by Maori must confront the ·common 

sense · understandings of · theory· and that theory itself must be understood as an important 

site of struggle between dominant Pakeha and subordinate(d)  Maori interests. If Maori are to 
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make ground in establishing the validity and legitimacy of Maori knowledge, language and 

culture, then the dominant ideologies which construct the centrality and pervasiveness of 

western theoretical forms need to be critically reviewed and where necessary. chal lenged, and 

in some cases, overthrown. Robert Young ( 1 990) in his book ' White Mythologies' ,  wherein 

he investigates the difficulties of a number of post-war theories of histories, comments; 

' The appropriation of French theory by Anglo-American intel lectuals is 

marked, and marred, by its consistent excision of the issue of Eurocentricism 

and its relation to colonialism. Not until Edward Said's  'Orientalism' ( 1 978) 

did it become a significant issue for Anglo-American l iterary theory . '  (Young, 

1 990: 1 26) 

Kaupapa Maori theory attempts to give support to what many Maori individuals ' do' as part 

of their 'taken for granted ' ,  everyday ·culturally · lived reality . Cultural values, practices and 

thinking are often intuitively included in the day to day existence of most Maori, albeit that 

it i s  often unacknowledged as such. Also of consideration here, is the fact that Maori language 

and cultural practice still provide the cultural framework and context in which important ritual 

components of Maori existence are sustained, for example, the institution of the Marae 

(traditional forum). the practice of hui (cultural gatherings) and the life-crisis rituals related 

to birth, marriage and death. Often the motivation to support Maori cultural values. practices 

and thinking is couched within the · logic · of doing ·what feels right' . However, Maori also 

continually encounter contradictions and resistance to their cultural beliefs and ways of doing 

things from the dominant Pakeha societal context in which they are framed. Thus. Maori 

social, cultural. language. knowledge and political existence are also being continually 

challenged within this context. Kaupapa Maori ·theory' must provide for. in Gramsci 's  ( 1 97 1 ) 

terms the winning over of the 'traditional intellectuals · whose support is vital in gaining the 

wider societal support and acceptance of the intended reform. 

The genesis of Kaupapa Maori as an ·evolving' theory of transformation can be understood 

from an analysis of the various Kaupapa Maori intervention ini tiatives undertaken by Maori 
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communities during the 1 980s. Its formation has derived from the aggregation of a common 

set of intervention elements which have been consistently employed by Maori across different 

Kaupapa Maori education sites. Kaupapa Maori theory, albeit sti l l  in its formative stages, also 

moves _ beyond the mere identification of a common set of intervention elements, to the 

positing ofa more universal theory of transformation to reform the crises which afflict Maori 

both within and outside of Maori education and schooling. This  is the work which is 

embedded in the author's  own writings and praxis since 1 98 3 .  Kaupapa Maori theory has had 

the dual effect of providing both the theoretical ' space' to support the academic writing of 

Maori scholars as well as being the subject of critical interrogation, analysis and application. 

This is part of the explanation of the prolific output of work of the Maori education academic 

group of staff and post-graduate students from the University of Auckland. For example, the 

Auckland Maori Education groups contribution includes the works of Smith, G. and Smith, 

L . ,  during th'e period 1 983 - 1 996, and the subsequent output of Maori post-graduate theses 

of Hohepa, M. ,  1 990; Kaai, T., 1 990; Nepe. T. ,  1 99 1 ;  Churchward, F . ,  1 99 1 ;  Johnston, P. ,  

1 99 1 ; Jenkins, K.,  1 99 1 ;  Richards, R., 1 99 1 ;  Tapiata, H. ,  1 992; Kohere, R., 1 992; Royal

Tangaere, A., 1 992; Clareburt, J . ,  1 992; Stewart, A. ,  1 992; Pihama, L.,  1 993 ; Smith, C . ,  1 994; 

Sutherland, B . ,  1 994; Teira, M., 1 994; Timutimu, N . ,  1 994; Johnstone, W., 1 994; Stanley, 

P. , 1 995 ;  Port W .. 1 995 :  Conner. H .. 1 995 :  White. M .. 1 995 :  Stewart-Harawira, M. 1 995 :  

Plane-Te Paa. L 1 995:  Taplin, B . .  1 996:  Tamaroa-Turoa. L . .  1 995 ;  Pohatu. T. ,  1 996; Tunks, 

M. ,  1 996; Pornare, M .. 1 996; Taki. M . .  1 996: Lee. J . .  1 996: Ormsby. S . .  1 996: Walker. S . .  

1 996; McMurchy-Pilkington. C . .  1 996: Merrit. M. .  1 996. Following the Auckland 

developments many other Maori scholars and University staff have built on or drawn upon 

the notion of ' Kaupapa Maori. for example; Vercoe. Mikaere and Douglas [Waikato 

University] ;  Ohia, Jahnke and Tibble [Massey University ] :  Irwin. Ell ison. McCarthy. Penetito 

and Whaanga [Victoria University] : Clothier. Maaka and Parker-Taunoa [Canterbury 

University ] ;  Glynn and Bishop [Otago University] notwithstanding the writings of many 

individuals from other tertiary institutions. Some academics have extended and diversified 

Kaupapa Maori theory. for example. to talk specifical ly about Kaupapa Maori Research 

Methodology (Smith. G . .  Smith. L .  & McNaughton. S . .  1 989: Smith. L . .  1 989; Smith, G . .  

1 990 [b]. 1 992 [e] ; Bishop. R. & Glynn. T . . 1 992 : I rwin. K . .  1 992:  Bishop. R . ,  1 994. 1 996) :  
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Kaupapa Maori Praxis (Smith, G., 1 989 [b ] ;  Walker, S. ,  1 996; Stewart-Harawira, M.,  1 995); 

Kaupapa Maori Epistemology (Smith, G. & Smith, L., 1 990; Kohere, R., 1 992; Pohatu, T., 

1 996); Kaupapa Maori Pedagogy, (Smith, G . . 1 986 [b] , 1 989 [d] ; Kaai , T., 1 990; Hohepa, 

M. ,  1 990; Nepe, T. ,  1 99 1 ; Pohatu, H. ,  1 995 ; White, M., 1 995 ;), Kaupapa Maori Curriculum 

(Smith, G., 1 986 [b] ,  1 986 [c] , 1 990 [f]; Smith, L. ,  1 986 [b] , 1 990 [a] 1 992 [a] ; Kaupapa · 

Maori 'Mana Wa�ine ' theory (Smith, L . ,  1 986 [a] , 1 992 [b] , 1 993 , 1 996; Pihama, L. ,  1 993 ;

Smith, C., 1 994; Smith, C. & Taki , M., 1 994; Conner, H. , . 1 995;  Taki, M.,  1 996). 

At this point it needs to be made clear, that 'Kaupapa Maori ' in its broadest sense is not an 

entirely recent phenomenon. The term ' Kaupapa Maori' has long been used within Maori 

language frameworks, usually in descriptive and politically neutral ways. The term also 

surfaced within discussion forums in the 1 980s for example, where the Department of 

Education (the fore-runner of the current Ministry of Education) was attempting to introduce 

the new curriculum initiative of 'Taha Maori ' .  In the discussions related to determining what 

'Taha Maori ' meant, the generic terms Kaupapa Maori. Tikanga Maori, and Maoritanga would 

surface as inter-changeable, descriptive labels. ironically, to help explain to Maori what the 

state meant by the term 'Taha Maori' .  ' Maoritanga' had been an old education term which 

had developed an overtone of emphasising Maori as a ' relic of the traditional past ' and was 

criticised as contributing to constructing a ' museum view' and a 'romantic view' of Maori 

people and their culture. The development of the notion o� 'Taha Maori' was a recognition

by the Department of Education that · Maoritanga' was flawed in definition and practice. It 

had lost credibility amongst Maori people as having any meaningful influence within the 

school curriculum. or on the learning outcomes for Maori children. ·Taha Maori ' programmes 

were intended by the state policy developers to respond to Maori complaints of exc lusion 

from the curriculum and to therefore include aspects of Maori <ls an additive component of 

the existing school curriculum. This strategy, it was hoped, would have an impact on Maori 

children' s  learning outcomes. ' Tikanga Maori ' on the other hand. provided an overly narrow 

definition. in that its ·common sense' interpretation focused on traditional cultural practices 

and knowledge: it did not provide a sufficient bridge to the contemporary. urban existence of 

Maori. 'Kaupapa Maori · on the other hand was a more inclusive term which covered all the 
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various manifestations of schooling; pedagogy, curriculum, administration, politics, culture and 

so on. In this sense, Kaupapa Maori was a more general term which could embrace a number 

of important notions related to schooling and education, for example it could refer to 

traditional Maori language, knowledge and culture; to contemporary and new forms of Maori · 

cultural experience; to Maori pedagogy, to Maori curriculum issues' and to the politics of 

schooling and education more generally. Given this broad definition and the implicit critique 

and political elements, it is easy to surmise why such a term would be inappropriate to the 

Pakeha: dominant: state interests. In this light, Taha Maori as defined by the state ( 1 984), was 

a far safer proposition politically, disregarding any faults that such a programme may have 

for Maori interests (see, Smith, G. ,  1 986 [a] , 1 986 [c] ,  1 990 [f]) .  It is also not surprising that 

'Kaupapa Maori ' would the term which Maori people themselves would later choose to 

distinguish their preferred education and schooling approach from that of the state. 

What is new about this term is that it has been (re)constructed · politically' . This new 

politicised notion .was developed by conci;rned parents of Te Kohanga Reo from central 

Auckland (who were meeting in l 986 and 1 987 to develop an alternative schooling response 

to meet the needs of their Te Kohanga Reo children) was the overt . and deliberate 

politicisation of the term 'Kaupapa Maori ' .  It was this group of central Auckland parents from 

Natari Te Kohanga Reo and Awhireinga Te Kohanga Reo who coined the label 'Kura 

Kaupapa Maori ' and resolved to put the label ' Kura Kaupapa Maori on everyone's  lips in two 

years' and to establish Kura Kaupapa Maori schooling as a 'hona fide · schooling option for 

all Maori children (Field-notes 1 982 - 1 992). These parents gave the term political impetus 

and who worked to clarify and make coherent the philosophy and practice of ' Kaupapa Maori ' 

as the central organising feature of a new set of alternative schools which were specifically 

shaped to respond to the needs of the graduates from Te Kohanga Rea . · Kaupapa Maori '  was 

to provide the philosophical underpinning of an innovative educational and schooling 

resistance initiative entitled. ' Kura Kaupapa Maori ' (Kaupapa Maori Schooling). In the ' Kura 

Kaupapa Maori· interpretation of the · Kaupapa Maori · transformative elements, all of the key 

· transforming· ingredients are present; conscientisation of Maori parents, developing a critique

of existing state schooling. seeking a change of the existing conditions, providing an 
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alternative pathway, taking direct action, being reflective and reflexive 

' Kaupapa Maori ' approaches are also discernible in the l iberating actions of Maori l eaders of 

the past and since contact. Such leadership has invoked Maori cultural principles, actions and 

thinking, (as well as confronting the politics of Pakeha domination), as ·a means to transform 

the conditions of their time and to resist the negative influences of dominant Pakeha culture, 

for example, Te Koo ti Rikirangi (circa late 1 800s ), Te Puea Herangi (circa 1 920s ), Apirana 

Ngata (circa 1 900 - 1 950s), Hoani Waititi (circa 1 960s) and many others. What is new in the 

work emanating from the Auckland group of scholars is the 'war of position ' approach 

described by Gramsci ( 1 9 7 1 )  in that Kaupapa Maori is being theorised as legitimate strategy 

to effect the transformation of the current crises which impact on Maori society generally. 

This work is not so much to seek legitimation and validity. from dominant Pakeha society, as 

it is  about recognising the reality of who controls (Pakeha) and the necessity (because of 
-

Maori subordinate(d) power positioning) to ' play the game' in order to open up meaningful 

spaces and opportunities for Kaupapa Maori strategies to be fully supported and ' al lowed' to 

exist. Theoretical and intellectual validity through engagement with the ' traditional 

intellectuals' is an extremely important ; gate' which has not been appropriately 'opened'/ 

' breached' in the past. The traditional policies and reforms which have been developed by 

Pakeha and implemented over Maori have derived legitimacy within externally developed 

theories and consequently have only had a l imited impact in transforming the target group -

the crises within education and schooling for Maori remains despite these apparently well 

i ntended actions. A significant part of the explanation for the failure of Pakeha deri ved 

interventions is the insufficient attention paid to developing fundamental structural change at 

the level of power, economics. ideology and politics. The reason for this. is that to do so. 

would challenge some of the major structures on 'vvhich Pakeha power and control over Maori 

is sustained. The ·new· strategies which are developing out of Maori communities themselves 

are. because of the power and control of Pakeha, being forced through the · gate ' of 

i ntellectual and theoretical legitimacy . This is the important work of the Auckland group -

surrounding and winning over the traditional intellectuals in o rder to establish the intel lectual 

validity of Kaupapa Maori as a 'hona fhie · theory of transformation in its own right, and
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therefore worthy of funding and resource support by the state which i s  in turn, influenced by 

the traditional intellectuals. In this sense, one of the roles of. the Auckland group is to make 

the 'theoretical space' (and subsequently the structural space) for Maori communities to be 

able to get on with the important task of ' rescuing' themselves from the sociaL economic, 

political and cultural crises in which they are enveloped. 

More specifically, much of the work described and represented in this thesis summarises the 

way in which the author has been submerged in this important site of struggle to bring 

' Kaupapa Maori' as intuitively practised in the various communities, into an accepted 'theory' 

of transformation of the education and schooling experience of Maori. The importance of this 

work is contained in the urgent need to respond to the dual concerns of the increasing loss 

of Maori language, knowledge and culture and a crisis of Maori educational 

underachievement. The work begun in Auckland represents a proactive response from Maori 

to develop their own interventions and transformations of these crises, based on strong theory 

and research informed by Maori needs, aspirations, philosophies and cultural ways. This is  

the space now occupied by Kaupapa Maori theory . 

Since 1 982, the theoretical implications of Kaupapa Maori have been tested through the 

writings of the author and within the interrogations of various writings and theses as indicated 

above. These formulations of Kaupapa Maori as a theory of transformation have been orally 

presented, written and disseminated within Maori community and academic audiences since 

1 983 ,  with refinements developed from the feedback and. critical comments from these 

audiences. For the most part, the key elements which have been identified at the 'core ' have 

been wel l  received and given strong endorsement from Kohanga Reo, Kura Kaupapa Maori 

and Waananga communities as being vital intervention factors . This is also shown in the fact 

that there has been little change to the core elements since the early writings on this by the 

author. These ideas, have also been widely presented and discussed in a large number of 

national and international academic forums and conferences - this has provided an opportunity 

to influence the traditional intellectuals which Gramsci has identified . Over and above this, 

considerable time has been given to developing understandings within ·official '  domains. This 
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has been achieved through formal presentations, seminars, consultancies and representations 

to Ministers and Ministries associated with Maori development. The combined outcome of all 

of this work during _the 1 980s until the present day ( 1 996) is that Kaupapa Maori has become 

an entrenched part of the official discourse. It appears in a range of official Ministerial 

documents in Health, Social Welfare, Justice, Housing, Employment,and Education. F inally 

these ideas have been tested in practical situations, not only with Kura Kaupapa Maori settings 

but also the ideas have been transposed into other institutional contexts. Kaupapa Maori 

initiatives have changed the state education system; this organic community development is 

reflected in many of the activities of the author and which is partially represented in the 

selected papers included in Section Four (a more extensive description of the achievements 

of Kaupapa Maori theory and praxis are contained in the Concluding Commentary to Section 

One. ) 

An example of one such context which has undergone change as a result of Kaupapa Maori

transformative actions is the Education Department at the University of Auckland. While the 

institutional context has not been ideal (the University is  a Pakeha controlled and defined 

context), tremendous progress has been made through the application (modal elements) of 

Kaupapa Maori theory within the every day practice of the Maori education group in the 

Department - at the time of writing ( 1 996) the Department currently has sixty plus Maori 

Masters students and nine Maori Ph.D and four Maori Ed .D students. The access. participation 

and outcomes with respect to post-graduate students situates this progranm1e as the largest and 

arguably, the most successful Maori post-graduate programme ever. These developments are 

a direct result of the application of Kaupapa theory and intervention elements - noting that 

eight years ago in 1 988 when Linda Smith and the author were first appointed to a shared ( .5  

each) position in the Education Department the Department had few Maori undergraduate 

students and only one Masters student. A further point is that the post-graduate students have 

also become a critical mass for change in that many of them are already in influential 

schooling and educational positions where they are able to make space for Kaupapa Maori 

initiatives and interventions. 
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Kaupapa Maori Intervention Elements. 

An obvious starting point for identifying what counts as a 'key intervention element' is 

through an examination of the structures which Maori themselves have created, that is, within 

the relatively autonomous positioning of the alternative Maori education initiatives (outside 

of the constraints of the state) what choices have Maori made with respect to what counts as 

a meaningful intervention element? 

Te Kohanga Reo, Kura Kaupapa Maori, Waananga and Marae communities, building on the 

success elements derived from the early Te Kohanga Reo pre-school initiatives, have produced 

a set of intervention elements which are common across all of these educational sites. Some 

of these key elements are outlined here and result from an aggregation of formal and informal 

interviews and participant observations undertaken by the author with Te Kohanga Reo and 

Kura Kaupapa Maori parents and whanau within the Auckland region during the period 1 982 

until 1 989 .  These key intervention elements are those which have been identified by Maori 

themselves as the ' vital factors for success' of a Te Kohanga Reo and Kura Kaupapa Maori 

education. 

The intention here, in isolating some of the significant change factors, is to develop the 

potential for a wider application of these key intervention elements across a range of other 

learning sites where Maori also participate. albeit mostly unsuccessfully. A particularly 

important consideration here is whether or not these intervention elements might be able to 

inform schooling and education more general ly in order to develop successful outcomes for 

Maori learners. 

Given the current level and state of educational and schooling crises which envelop Maori, 

it would not take much to develop successful outcomes. However. it is also true to report that 

Maori parents · aspirations in learning are little different from the aspirations held by most 

parents: 

they want their children to have access and excellent learning outcomes 
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with respect to Maori language, knowledge and culture, 

they want their children to have access and excellent learning outcomes 

related to the national school curriculum, 

they want their children to learn in a safe, comfortable and S'upportive 

environment 

they want an education which reinforces their cultural background and 

identity 

they want their child to be positioned to ' get a good job ' .  

they want the school, teachers and total learning environment to 

reinforce, appreciate and to provide a range of learning pathways 

relevant to their cultural backgrounds and diverse aspirations. 

(from Kura Kaupapa Maori Field-notes 1 982 - 1992) 

The ' success' of Maori children within Te Kohanga Reo and Kura Kaupapa Maori (with 

reference to the above success indicators) is more apparent when measured against the 

schooling experiences of many Maori children who remain caught within ' mainstream' state 

schooling. One quote from a Maori parent at the Kura Kaupapa Maori o Maungawhau also 

makes a similar point when commenting on her decision to withdraw her child from state 

schooling and taking up the Kura Kaupapa Maori option; 

· we can ' t  possibly do any worse than what the state has done to our children:

at least we have the potential and the motivation to improve and to get it right. 

I refuse to send my girl to school to fail ;  r m  not going to put her through 

what 1 had to put up with -· they can go to bloody hell ! ·  - ( Field-notes: 

Maungawhau Kura Kaupapa Maori parent) 

Some of the key intervention elements which are embraced within a Kaupapa Maori theory 

and which have the potential to speak more generally to Maori educational and schooling 

crises are briefly outlined here. 
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1 .  Tino Rangatiratanga (the ' self-determination' principle) 

Tino rangatiratanga comes out of the Treaty of Waitangi ( 1840) discourse, and has been 

variously translated as ' sovereignty' ,  ' autonomy' ,  ' self-determination' and ' independence' .  I ts 

antecedent is the term 'Kawanatariga' which is also part of the original Treaty discourse and 

means ' governorship' or in more modern terms ' government' . The principle of ' Tino 

rangatiratanga' reinforces the goal of seeking more meaningful 'control over one's  own l ife 

and cultural well-being' .  This factor is strongly supported in the Kaupapa Maori initiatives, 

partly as a resistance to the detrimental influence which Pakeha controlled decision-making 

and policy has had on Maori in schooling and education and partly in order for Maori to be 

in a position to make real and positive choices for Maori themselves. Increased power and 

control over key decision-making has made· gains within the relatively autonomous Kaupapa 

Maori sites (although many Maori are over taken by an i l lusion of 'ti no rangatiratanga · and 

self-deter!11ination in many of the new right structures, such as bulk-funding, voucher systems 

etc. See Smith, G. & Smith, L. in Spoonley. P. et.al ., 1 996). Greater autonomy over key 

decision-making in schooling has been attained for example in regard to administration, 

curriculum, pedagogy. A key understanding here is that when Maori choices for themselves 

Maori are more likely to be fully committed to ensuring that they work successfully. While 

it may seem an odd comparison, this is in · fact a crucial principle which underpins the new 

production line work ethos such as the 'Nissan Way' (a Japanese production line method 

which attempts to maximise production by allowing workers to participate in key decision

making).  In New Zealand, Norman Perry"s  ' Mahi Tahi " programmes in Opotiki (whanau -

extended fami ly work sites) were also very successful in that many of the principles outl ined 

here as Kaupapa Maori theory were successfully incorporated into his Whakatohea (a tribal 

group) work sites. including the sharing of pO\ver and key decision-making \Vith the tri bal 

work force (Freire in Pedagogy o(the Oppressed also makes the point that people must ·own· 

their labour and not merely . sell '  their labour - the former condition being a more . free' 

existence) .  

This is in  fact what i s  going on i n  the Kaupapa Maori education and schooling initiatives; 

Maori are reasserting more control over their school ing and education. Certainly in moving 
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outside of the state system, a large measure of control was assumed. This is also an important 

point at which to examine closely the choices (which have proven to be relatively successful 

in developing a resurgence of interest in education and some curriculum improvements) about 

_ pedagogy, curriculum and organisation which Maori parents made during this period of 

' relative autonomy' outside of the official system, over the schooling �nd education of their 

children. One of the key issues here is whether or not changes have to be made to both 

institution and mode to effect meaningful change - in this sense, can ' tino rangatiratanga' as 

a vital component of the intervention elements be attained within a Pakeha dominant 

institution? Or is it necessary to also change the institutional context as the Kura Kaupapa 

Maori parents have argued in submissions to the Kura Kaupapa Maori working group?( l 988).  

By assuming ' tino rangatiratanga' Maori communities are able to exercise more control over 

the transformation process and outcomes. A critical distinction which has to be made with 

respect to transformation, is the notion of simply •transforming a ·white' structure into a 

'brown' structure and thereby merely creating a brown version of the status quo or building 

completely new and alternative structur�s which respond fully to Maori needs and aspirations. 

This of course begs the question of the extent to which 'tino rangatiratanga' can be achieved 

within existing Pakeha dominated institutional structures. A partial answer to this question, 

for Kura Kaupapa Maori parents at least is seen in their actions of going - outside of

conventional schools to establish Kura Kaupapa Maori. 

2. Taonga Tuku Ibo (the · cultural aspirations' principle)

In a Kaupapa Maori framework, to be Maori is taken for granted: one 's  identity is not being 

subtly undermined by a ·hidden curriculum' .  Maori language, knowledge, culture and values 

are validated and legitimated. Maori cultural aspirations. particularly in a wider societal 

context of the struggle for language and cultural survival . - is more assured. One of the

common faults of most previous (Pakeha defined) interventions has been the inadequate or 

lack of serious attention paid to this  aspect. I n  incorporating these elements, a strong 

emotional and spiritual factor is introduced to support the commitment of Maori to the 

intervention. Most Maori still have a strong emotional. if  not a practical or • J iving' attachment 
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to their culture. One of the significant points here is the harnessing of this emotional factor 

related to identity and culture, and to subsequently translating this same emotional 

commitment and drive towards learning. This strong cultural commitment is summed up in 

the often quoted traditional saying; 

'E kore koe e ngaro. He kakano i ruia mai i Hawaiiki. He taonga no nga 

tupuna, tuku iho, tuku iho. ' 

(You will never lost. You are from the seed planted in the homeland of 

Hawaiiki. You are a ' treasure ' ,  handed down, handed down) 

3. Ako Maori (the 'culturally preferred pedagogy' principle)

This principle reinforces the need for culturally appropriate teaching and learning strategies. 

Teaching and learning settings and practices ought to closely and effectively connect with the 

cultural backgrounds and life circumstances (socio-economic) of Maori communities and 

individuals. Such teaching and learning practices are selected as. being culturally preferred by 

Maori and do not necessarily negate the significance or importance of other teaching and 

learning methodologies. Other 'borrowed' cultural pedagogies are also utili sed within Maori 

alternative educational settings, including many which are generalised as · Pakeha school ing 

methods' . Furthermore. some cross cultural borrowing also occurs. e.g. Japanese pedagogy.

' Soroban' maths programme; · suzuki ' method for learning music; etc. The important points 

here are that Maori are able to choose and influence what pedagogies are to be used, and that 

Maori language, knowledge and cultural values are not undermined and that they are 

supported by the chosen pedagogies. 

4. Kia Piki ake i nga Raruraru o te Kainga (the · socio-economic· mediation principle)

This principle speaks to the need to alleviate the negative pressures of the marginal socio

economic positioning of many Maori families which impacts on learning. The commitment 

to Kaupapa Maori philosophy and practi ce are such powerful and al l-embracing forces. 

through its emotional (ngakau) and spiritual ( wai rua ) elements. that it: 

1. encourages Maori communi t ies. fami l ies and parents to take schooling seriously
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despite other debilitating social and economic impediments; 

i i . encourages Maori parents to re-commit to schooling and education despite their own

personal prejudices derived from their own schooling encounters, the negative 

reactions which they pass on to their own children, e.g. many parents were often the 

one's strapped for speaking Maori in the play-ground, dispai:aged because of their . 

inability to speak ' proper' english, teased because of their cultural difference, made 

to feel 'dumb' because of their Maori-ness and being marginalised in the curriculum 

and they were often the ones who were stood in hall ways and punished for not 

conforming to the dominant Pakeha cultural expectations of the schooling context 

i i i . impacts at the ideological level by validating and legitimating Maori language,

knowledge and culture. 

iv. assists m mediating a societal context of unequal power relations; it makes

schooling a priority consideration despite debilitating social and economic 

circumstances. 

No claim is made here to the complete overthrow of the debilitating effect of socio-economic 

circumstances. However, what does happen most often, is that the otherwise negative i mpact 

of the socio-economic background of Maori students, is able to be mediated by Maori cultural 

customary practice, values and knowledge. The points being made here are clarified in the 

following extract from a recent Seminar Address given by the author: 

' I n Kaupapa Maori educational initiatives. the col lective principles come to the 

fore. Thus knowledge does not belong to individuals: individuals are 

repositories of group knowledge; they have a responsibil ity to look after 

knowledge for the benefit of the whole group: they have a responsibi lity to 

ensure that knowledge is shared for the benefit of the whole group: the mana 

(standing or prestige) of the group is dependent upon the sum contributions of 

the individuals who make up the group: because the group is seen as ' only 

being as strong as its weakest link " .  members of the group have a responsibil ity 

to share and upl ift those who need assi stance and support. 
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This kind of Kaupapa Maori thinking has an important bearing on what 

happens in a Kaupapa Maori organised education site, where everyone has 

responsibility for everyone else.' s  l earning; the whole l earning site is seen to 

c:onstitute one 'whanau' (extended family) and all of the parents are parents to 

all of the children, all of the children are brothers and sist�rs, all of the 

knowledge belongs to the whole group. The teachers are called 'Papa' (father) 

and ' Whaea' (mother) and are parents to all of the children. The children share 

lunch together and often parents socialise together. This situation is in stark 

contrast to the conventional schooling context where the emphasis is on the 

individual learner and knowledge i s  regarded as ' private property' . For 

example, kids are dropped off at the gate and are packed off with their 

i ndividual l unch, they sit at their own individual desk and do their own work. 

Children are encouraged to compete vigorousl y. Hierarchies of learning 

performance provide impetus to competition between pupils and their parents. 

P upils generally stand or fall on their individual performance. Parents have 

l ittle interaction with the school,  the teachers. other parents or other pupils. 

This second form of schooling is what Maori parents are rej ecting as being 

antagonistic to Maori language, knowledge and culture and the reason that they 

are increasingly supporting alternative Kaupapa Maori institutions. 

In such a Kaupapa Maori framework. the cultural support mechanisms and 

practice are able to be invoked to mediate the de bil itating impact of the soc i o

economic circumstances which hinder the learning chances of many Maori 

children. For example. (these are real examples from my research interviews) 

when two parents have to work from mid-night until six in the morning 

cleaning offices in down-town Auckland. because that is the only employment 

they can get. then the impact on their four chi ldren is lessened as the cultural 

support structures of the whanau come into play and the children are cared for; 

when there is unemployment in the home. parents are not expected to 

contribute funds or costs to activities - those parents who work, pay more. 

470 



Section Five : Chapter One 

those who do not work, can contribute to the school or the group in other ways 

such as supervision of children, making resources, providing transport etc. 

The claim made here is not for the overthrow of the socio-economic 

impediments but for a mediation of what might otherwise be a debilitating 

impediment. The point here is that while  it is acknowledged that many analysts 

and theorists writing in the field of education and schooling have been able  to 

identify the negative effect of poor socio-economic circumstances on learning 

outcomes, few if any have been able to develop successful strategies which 

overthrow these circumstances. The point needs to be emphasised that no claim 

is made here to completely overthrow the socio-economic impediment, but 

what is argued for is the mediation of these debil i tating circumstances within 

the Kaupapa Maori cultural framework. Thi s  is a significant contribution whi ch 

is embedded within the Kaupapa Maori approach . ·  

(Smith. G.H. Address to Aboriginal Seminar, Woolongong University, 1 996) 

5. Whan au (the · extended family structure' principle)

The 'whanau · is considered an important cultural structure which allows for Maori cultural 

practice, val ues and thinking (\vhanaungatanga) .  This · extended fami ly ' social structure 

supports the ideological factors related to Kaupapa Maori alluded to i n  the previous category. 

It does this by providing a culturally oriented · people' structure to support in the a l lev i ation 

and mediation of social and economic difficulties, parenting d i fficulties, health di fficulties and 

other impediments to learning . In thi s  way. Maori cultural values. customs and pract ices which  

organi se around · collective responsibi l ity ' are able to  be  invoked . 

Thus in this cultural v1e\v. d i fficulties are not located within i ndividuals  or in individual 

homes but in the total \Vhanau : the whanau takes col lecti \·e responsibi l ity to assist and 

i ntervene. Whi l e  the whanau structure implies a support network for individual members there 

i s  also a reciprocal ob li gation on indi vidual members to ' belong· and · contribute' to the 

\vhanau group. · I n  this way. parents are cultural lv  · contracted · ( obl ige d )  to  support and ass ist 
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in the education of all of the children in the whanau. Perhaps the most significant aspect of 

whanau administration and management is that it brings back into the schooling setting many 

parents who were once extremely 'hostile' to education given their own 'unhappy' schooling 

experiences. This is a major feature of Kura Kaupapa Maori schooling intervention - it bas 

committed parents to re-invest in school ing and education for their children.

6. Kaupapa (the ' collective philosophy' principle)

Kaupapa Maori initiatives are generally held together through a collective commitment to a 

philosophy or 'utopian vision' . Such a vision usually embraces elements of conscientisation, 

resistance and praxis .  For example, Te Kohanga Reo have a written philosophy and charter 

which maps out its direction and philosophical principles. Kura Kaupapa Maori have a 

collective vision which is written into a formal charter entitled 'Te Aho Matua' . This vision 

provides the guidelines for attaining an excellent education in Maori . It also acknowledges 

Pakeha culture and skills required by Maori children to participate ful ly and at every level in 

modern New Zealand society. ·Te Aho Matua· builds on the Kaupapa of Te Kohanga Reo, 

and provides the parameters for the uniqueness that is Kura Kaupapa Maori . Its power is in 

its ability to articulate and connect with Maori aspirations, politically, socially, economically 

and culturally . 

Thi s l ist i s  not a definitive one in that it only suggests some of the key elements impl i ci t 

within Kura Kaupapa Maori schooling which contribute to the success of these schools. 

This set of principles not only refl ects the praxis of Maori communities interested 1 11 

transforming their existing conditions of educational and cultural crises; it also reflects within 

its dialectal relations. organic M aori ·theory· .  Freire has also made this point and he 

summarises the unity of theory and prax is. by comm�nti ng: 

· But men · s  [sic] activity consists of action and reflection: it is praxis:  i t is

transformation of the \Vorl d .  And as praxis. it req ui res theory to i l luminate it !  

Mens f sic]  act ivity is theory and practice: i t i s reflection and action . "  ( Fre i re. 

1 972: 96) 
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In conclusion, this chapter has attempted position Kaupapa Maori as theory. The need to do 

this is related to developing authentic transformative praxis as described in Freire 's  previous 

quote. The importance of theory to transforming action is also alluded to in the fol lowing 

quote from famous utterance from Lenin (see Freire, 1 972 :  76); 

' Without a revolutionary theory, there can be no revolutionary movement' 
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Ahakoa iti noa 

Te awhina 

Ma te aroha e 

E whakanui 

No reira e hoa ma 

· Kia ora ra.

Section Five : Chapter Two 

Chapter Two. 

Conclusion. 

Karanga Mai, Manaakitia 

Although this help 

May seem insignificant 

Through appreciation 

It can become great 

And so my friends 

May al/ be well with you. 

(Note: This is the chorus of the well known song ' Karanga mai, Manaakitia', written by Henare Teowai of Ngati 

Porou. ) 

This thesis concludes as a new coalition government is formed in New Zealand. The coalition 

outcome results from a move away from the old 'first past the post' (Westminster model) 

form of voter democracy to a new system of ' mixed member proportional representation' 

(MMP). The 1 996 election process provides an interesting parallel to some of the key i ssues 

which have been discussed in this thesis. Of particular interest, is that the New Zealand First 

party, which has only six elected members of Parliament, all of whom are Maori (five 

representing Maori electorates). and whose leader and now Deputy Prime Minister is also 

Maori, now holds a key position in determining the course of government in New Zealand 

for the next three years. What seems strange (given the traditional Maori voter rej ection of 

conservative parties and policies), is that the New Zealand First party, with its strong Maori 

representation has formed a coalition government with the conservative, centre - right National 

party. Despite these ' odd' happenings. some commentators have suggested that Maori now 

hold the balance of power in government. Such a claim. of course, is mistaken for several 

reasons. A close examination would quickly reveal that while the · personnel ' and the · shape· 

of government may have changed on the surface. the structural impediments which have 

474 



Section Five : Chapter Two 

always worked against Maori interests, and which coalesce within a nexus of, ' dominant: 

Pakeha: state' interests, remain intact. Pakeha members of Parliament are stil l  very much able 

to maintain power and control, in that they form the majority membership in each of the

major parties and in Parliament as a whole. 

One maJor misconception which needs to be cleared up is that while democracy has 

undergone some change at the national election level, (and supposedly providing ' more 

equitable' opportunities for minority interests), what has not changed, is the way in which the 

practice of democracy, with all of its traditional structural impediments for Maori, i s  still 

applied at the local level. That is, 'the one person, one vote; majority rule'  form of democracy 

still wields powerful influence at the local committee level to exclude and marginalise Maori 

interests, even though the 'first past the post' democracy has been changed with regard to the 

overall national election processes. 

In critically reflecting on what is happening here, it becomes clear that very little in the way 

of structural change has occurred at al l . ' Democracy ' as ' institution' and 'mode' has been 

placed under enormous pressure from multiple crises of legitimacy; from Maori with Treaty 

of Waitangi obligations and a back-log of past grievances, from an increasing ethnic 

diversification of the New Zealand population, from the failure of ·o ld' forms of democracy 

to deliver on the egalitarian dream of · equal opportunity " ,  from the seeming permanence of 

social and economic divisions between rich and poor, from the growing assertiveness of New 

Zealand' s identity as an a Pacific nation fully independent of Britain - (this is exemplified in 

moves to establish New Zealand as a Republican state), and so on. In this view, the struggle 

in the lead-up to establishing the MMP system, can be interpreted as a legitimation crisis  for 

'democracy' and that the eventual MMP structure constitutes a settlement which preserves 

much of the status quo. In a sense this is a response by which the dominant: Pakeha: state 

(although the changes were sanctioned by a public referendum), ' domesticates' and 

" incorporates' dissension and unease as mentioned in the examples previously. The 'sratus 

quo · relations of power and control remain intact. ln this critical interpretation, there has 

merely been a · s le ight of hand · ,  cosmetic re-arrangement. with the same structural 
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impediments remammg intact and effective as ever. What is shown here, and indeed, 

throughout the whole of the process which derived MMP, is a good example of the flexibility 

of the state to defend against attacks which undermine its legitimacy to ' rule ' .  The process 

of ' surrounding' and eventually ' stifling' dissent is an example of 'war of position ' in action. 

The state of course also operates hegemony to stifle dissent and to engender .' common sense' 

support. The state, allied with groups whose interests are well served by the status quo (e.g. 

-big business, employers, and the wealthy elite) attempts to incorporate and quell oppositional 

activity which affects their interests. Thus 'war of position ', cognisant of the multiple sites 

and levels of resistance, engages in range of 'battles' in a struggle to maintain its authority, 

power and control which is intimately associated with the preservation of its ' legitimacy' to 

rule. 

This context of the · crisis of democracy' provides a good opportunity, by way of summarising 

what this thesis has been about, to reflect on parallel aspects of the 'war of position ' 

engagement between state interests and Maori interests .  The context of the ostensibly, ' new' 

forms of ' democracy ' and 'government' ,  (both constitute key modes and institutions of 

' state ' ) ,  provide; 

a. from the Maori point of view, a window of opportunity to seek change and 

initiate transformative actions

b. from the government, state point of view, an opportunity to consolidate

policies and to reassert hegemonies of control and authority over potential

challenges to the legitimacy of ·rule" (government, state authority ), in order to

preserve the ' status quo' structural relations of power.

Kaupapa Maori theory and praxis versus state hegemony in 'war of position ' .  

The elements which inform Kaupapa Maori theory and praxis are detailed in the 'Concluding 

Commentary' to Section Two of the thesis, and the reader' s attention is re-drawn to the points 

made there. with respect to what follows here. 
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A major platform established in the thesis has been the notion of multiple struggles in 

multiple sites ( c.f. L. Smith, 1 996). Furthermore, it has been argued that Kaupapa Maori is 

a successful transformative strategy because it is flexible, adj ustable, and critically reflective 

and as such, is able to readily respond to different challenges within multiple sites. This point 

speaks to the fact that neither Maori struggle and resistance on th.e one hand, nor state

formations of authority, control and legitimation on the other, are necessarily homogenous in 

form, intent or context. Thus the notio_n of flexibility with respect to ' struggle'  is important 

to both the state and to Maori resistance interests. 

With respect to - Maori concern to develop transformative outcomes of their cns1s 

circumstances, Kaupapa Maori as an intervention strategy also needs to be flexible in order 

to meet the multiple and ever-changing shape of both the reactive and proactive circumstances 

of struggle. Thus, the need for flexibility is based on two principal factors; 

1. Maori resistance and transformative endeavour needs to be flexible in a

reactive way to the multiple pressures brought to bear by dominant: Pakeha:

state interests; the state mounts pressures in multiple forms and in many sites.

In this sense, the state is understood as a 'moving target ' .

t i .  Maori resistance and transformative endeavour needs to be flexible in order to 

assert proactive actions across multiple sites (as in war ofposition) so that the 

state is unable to stifle the transforming initiatives very easily. In this sense 

Kaupapa Maori resistance may be perceived as a ' moving target' . 

Maori in attempting to change the · status quo· relations derived from Pakeha dominance. at 

crucial points. cause legitimacy crises for the hegemonic bloc asserted by Pakeha: dominant: 

state interests. Education and schooling, as it has been shown throughout this thesis is a major 

site for confrontation and contestation of Pakeha and Maori interests and therefore cal ls  into 

question the legitimacy of state education. What has also been discussed within different 

chapters. is the way in which the state has sought to domesticate. stifle and i ncorporate 

oppositional challenges which threaten its legitimacy to exercise authority and control at one 
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level, but also, the functioning of the state to preserve the prevailing conditions of apathy, that 

is the ' non-questioning' ,  ' uncritical ' and ' a-political' common-sense societal relations, at 

another level. There are two things going on here; firstly the state maintaining a situation of 

' calm' (the status quo) and the state going on the offensive to stifle overt resistance and 

challenge. 

The Pakeha: dominant: state engages in a war of position with 'dissident' Maori interests; it 

employs a number of strategies designed to control and over-throw potential crises. 

Throughout the history of struggle to promote and insert Kaupapa Maori transformative 

praxis, the state has employed a range of strategies which have been used against Kaupapa 

Maori communities in order to undermine the credibility of Kaupapa Maori and to quell and/ 

or incorporate the threat which it poses for the legitimacy of state schooling. The very 

existence of Kaupapa Maori schools, established by parents walking out of compulsory state 

schooling and into Maori community organised initiatives, created a major crisis for the state. 

The moves taken by these parents was a direct challenge and critique of state schools. The 

state has systematically reacted since the 1980s to develop multiple strategies to · domesticate' 

and ' stifle' the threat to the legitimacy of compulsory state schooling posed by Maori 

alternatives. Typical of the methods adopted by state : dominant: Pakeha interests in this 'war 

of position · have been, for example, to; 

1 .  import ' selected academics' and/ or experts to uphold your point of view: e .g .  

Caldwell & Spinks; Stuart Sexton: Polly Williams: James Tooley etc: 

i1 . capture the theoretical discourse through such means as ·mystification' of knowledge 

or through specially commissioned research which addresses a · selected · set of 

questions: e .g. The Treasury Brief to the Incoming Government, 1 987: The Lough 

Report, etc. 

ui. re-name the Maori world - e.g. in the Education Brief to the Incoming Government, 

1 996, the Ministry of Education seem intent on continuing to describe Kaupapa Maori 

as a ' Maori immersion programme· :  Kura Kaupapa Maori communities from the very 

beginning have continually reminded Ministry officials that " Kura Kaupapa Maori ' is 
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Kura Kaupapa Maori ; it is its own unique form of schooling and it is not 'bil ingual 

schooling, immersion schooling, Maori medium schooling etc. ' .  The reason for this 

line of argument, was that the original Kura Kaupapa Maori communities were aware 

of the strategy of 're-naming' . The action to stoutly defend the label ' Kura Kaupapa 

Maori ' was deliberately taken by the early activists. They were aware, and discussed 

the fact, that in re-naming Kura Kaupapa Maori as 'bilingual education' or ' Immersion 

education' ·that the power and control over the concept and resistance initiative would

be undone as the these western labels had a whole pre-conceived rationale, pedagogy 

and curriculum which the Pakeha: dominant: state could exercise control over. What 

they had no control over was the definitions in Maori language - these, for obvious 

reasons, were under the control of Maori� The Kura Kaupapa Maori communities have 

always used the Maori terminology because they control the meanings; the state for 

its part has consistently tried to re-name the movement in terms which it can deal with 

and control . 

iv. develop counter legislation and policv formation - the promotion of specific legislation

which stifles Maori aspirations or re-interprets it within a Pakeha cultural framework

e.g. Taha Maori programmes. 1 989 Education Act provisions for Kura Kaupapa Maori

(re-interprets what the Kura Kaupapa Maori Working Group - 1 988 had recommended

in their report).

v. co-opt Maori personnel into structures - select and appoint Maori to positions where

they become responsible for asserting dominant: Pakeha: state agendas and policies but

generally have no authority or power of their own: Ministry of Education Maori

Education Group (the structure, not individual personnel who are co-opted into the

structure) and which was the · face· of the state in the political battle for the

establ ishment of Kura Kaupapa Maori - although the real power resided with Pakeha

state servants and politicians.

vi. form special projects committees. inquiries. workimr groups etc headed by selected

Maori personnel; this involves holding ·yet another· inquiry into Maori education and

schooling crises; such enquiries usually reflect a Pakeha agenda in the formulation of

the questions. selection of membership. in the interpretation of findings. The reports
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are usually made to government or to Ministries who have the power to veto if the 

reports do not conform to their pre-conceived expectations; e.g. Ka Awatea Report 

( 1 99 1  ) ,  the Maori Education Group, ' Report on Education for the 2 1 st Century' 

( 1 994). 

vu. control the curriculum - selecting the 'core' curriculum to reflect dominant: Pakeha: 

state interests; excluding and marginalising Maori knowledge through narrow 

curriculum options, through time-tabling constraints, through lack of suitable resource 

etc. 

viii. control what counts as official knowledge - through text book selections, funding

allocations for production of materials and resources. through ' a-political ' training of

teachers etc.

ix. under-fund and manipulate funding flows - despite Kura Kaupapa Maori schools

coming on stream as ' state schooling options · .  in the first instance the schools were

given minimal funding grants: they were not given an establishment grant which

would bring them up to a standing equivalent to other state schools, - little account

was taken of the historical disadvantage which these Maori communities were

attempting to deal with.

x. divide and rule Maori communities - by funding some Maori schooling communities

and not others. One good example was when the government decided to fund Kura

Kaupapa Maori schools. The seven schools who were operating in self-funding mode

and as alternative institutions attended a meeting with officials in Wellington. The

Ministry aimounced that it would only fund five schools as an initial pi lot project - the

officials asked the Maori representatives of their communities to go into the room next

door and decide · amongst yourselves - in the spirit of tino rangatiratanga - which five

are to be funded and once you have made the decision. come back and tell us' .

x1. re-\vrite history with the state at the centre - some fifteen years after the beginning of

Te Kohanga Reo and Kura Kaupapa Maori. the history which is espoused by

government in its publications (and its reports to the Working Group of I ndigenous

Populations (WGIP)  of the United Nations) obscures the major struggle which Maori

had to undertake to establish these initiatiYes: the story-l ine has almost been
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completely reversed with the impression being on the international stage (personal 

communications from Indigenous people in attendance at various forums, including the 

WGIP), that Te Kohanga Reo and Kura Kaupapa Maori are creative state education 

innovations ! 

The 'war of position ', with respect to Kaupapa Maori development has involved thrust and 

counter thrust between contesting state and Maori interests. The development within Maori 

communities of critical understandings of how the state is able to 'keep shifting' and to ' keep 

on asserting dominant: state: Pakeha interests, is an important development. The analogy 

which best describes what is going on here, is that it is like . ' trying to put your finger on a 

bubble of mercury, only to have it move and reform somewhere else' . 

Maori have been able to develop strategies which are both flexible in promoting resistance 

as well as defending their own interests. This critical understanding of 'multiple battles, in 

multiples sites' has also called upon Maori to recognise the structural elements at play, for 

example the detrimental influence of controlling ideologies, of economics, and of power. 

Furthermore, the role of a utopian ideal such as ' tino rangatiratanga' (self-determination) 

becomes extremely important in bringing a coherence to the struggle which is vulnerable to 

becoming fragmented across several disparate sites of struggle, and indeed, is a crucial factor 

in giving momentum and direction to the struggle(s) .  An understanding of Habennas' notion 

of incremental victories is important here for defending against the criticisms that ·utopian 

ideals' are unrealistic and may be damaging to a · cause' if the idealism can not be realised. 

It is important to understand, that in this sense, there is no finality to ' tino rangatiratanga' 

( self-determination). in that it is being constantly · won" (and the · gains· constantly defended) 

within every struggle. This way of understanding the importance of utopian vision and ideals 

is captured succinctly in the title of Rangi Walker' s  book ( 1 990), following the famous 

utterance of Rewi Maniopoto. 'Ka 'el'hawhai tonu maatou: StruKgle ·without end '. We have 

also noted in the body of this work that the notion of struggle itself is very important; it is 
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character forming with respect to firming resolve and it helps to reinforce and reaffirm the 

principles and ' meanings' related to the struggle. 

Kaupapa Maori as 'Theory and Praxis' 

' Kaupapa Maori' is deliberately described as a ' theory' and ' praxis' in this thesis, because 

within organic critical practice, these two concepts stand in a dialectical relationship. In this 

view, praxis interrogates theory: theory interrogates praxis. This thesis has attempted to 

portray how organic praxis both produces and reproduces theory . 

Since the 1 980s Maori have evolved several resistance strategies with respect to alternative 

schooling and education. These resistances are intended to deal with Maori aspirations related 

to language, knowledge and culture revitalisation and as well, to Maori learning crises. These 

initiatives have evolved within several different sites and levels · of schooling, from nursery 

to tertiary levels. What has been identified as a common thread across all of these situations 

is a core set of intervention elements, which are self-described by Maori communities within 

the generic term, 'Kaupapa Maori ' .  Thi s  thesis has attempted to quantify some of the critical 

intervention factors within the ' Kaupapa Maori' core, with the view, that these elements may 

contain potential for wider application and therefore potential intervention in other sites. 

Rather than simply identifying what the key intervention elements might be, this t�esis has

also attempted to show how the concept of · Kaupapa Maori · works criti callv at various leve ls 

to initiate transforming actions, including identifying and attempting to mediate structural 

impediments related to power. economics and ideology. This structural focus, it is argued. is 

a new dimension within Maori forms of resistance. These new formations have arisen in the 

1 980s out of the context of struggle for economic reform in New Zealand. In this sense, 

Maori communities have become more aware and alert to the way in which Pakeha: dominant: 

state power and control is inscribed and practised overtly and covertly through ideology, 

economics and power. With regard to the education and schooling resistances, Kaupapa Maori 

resistance strategies demonstrate more sophisticated analyses and responses which attempt to 
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take account of the interface of educational cnses, economic reform, and cultural 

revitalisation. These new formations of resistance represent a maturing from simplistic, one

dimensional analyses which focus on the reproduction theories of dominant Pakeha cultural 

interests, to a more expansive critical understanding. 

' Kaupapa Maori' is both a theory and a transformative praxis which has been organically 

derived from within Maori communities. The chapters which have covered Maori education 

history, have also made clear that Kaupapa Maori could only develop outside of the system; 

there has been a long, mostly unsuccessful, march ' through the institutions' in numerous 

attempts to effectively change the system. Most of these attempts to change the status quo. 

have failed because they often overly concentrated on changing · mode' rather than the 

' institutional structures' .  In moving outside the system, Kaupapa Maori strategies have been 

able to engage with ' institution' and to develop more fundamental structural changes. 

It has been argued that ' Kaupapa Maori ' as evolved within the New Zealand context, develops 

a critique of narrow resistance explanations which overly concentrate on aspects of 

conscientisation. This focus has given rise to a flood of l iterature which addresses topics such 

as ' critical pedagogy' ,  ' empowering teaching ' ,  ' critical discourse' and so on. The point of 

critique here, is that such foci do not pay sufficient attention, to actual transformative 

outcomes. Certainly, Maori have shown in their organic developments that the elements of 

'conscientisation, resistance and trans.formative praxis ' are all necessary components of a 

successful intervention process. All of these elements overlap and can be held at the same 

time. It is argued in this thesis that these concepts, may or may not necessarily be developed 

in a l inear progression from conscientisation. to resistance. to transformative praxis. It is 

argued from Maori experience that individuals may in fact participate in resistance or 

transforming activity before they have become conscientised - they learn · on the j ob· as it 

were. In the view of this work. these three concepts are better represented in a cyclic 

formation - this accommodates the situation I have just described. This point is significant, 

in that many of those writing in the · resistance' field tend to not only represent 

conscientisation as a prerequisite to resistance and transformative action, they also spend 
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considerable effort on ' conscientisation' activity, to the extent that they often neglect to pay 

sufficient attention to transformative outcomes. 

Some important observations have been made about each of the components of 

conscientisation, resistance and praxis, as they apply and are formed, within a context of a 

Kaupapa Maori theory and praxis. The following points which identify some key features of 

these concepts, are ·made with respect to the particular circumstances of Maori; as a colonised 

indigenous people, who live in a context of unequal power relations between dominant Pakeha 

interests and subordinate( d) Maori interests. 

i. Conscientisation.

Conscientisation develops out of critique which is informed by both theoretical understandings 

and practical experiences. Critique must not only indulge in forming a critical de-construction 

of 'what is wrong' ,  it must also be proactively generating positive and proactive intervention 

ideas, strategies and transformative pathways. The theoretical nuances of conscientisation are 

derived from ' organic' theory bases which aligns with experience, as well as in the Maori 

context, deriving from direct teachings _of critical theory notions such as 'hegemony' and 

· structural analyses' and 'commodification · .  Another significant point is that conscientisation

forms around shared commitment to utopian ideals, such as · ti no rangatiratanga ·, · cultural 

revitalisation ' ,  and ' social and economic equality ' .  Conscientisation of the cultural oppression 

of Maori, can not be isolated from a conscientisation of the economic exploitation of Maori, 

and strategies to resist and transform Maori crises must have concern for both of these 

aspects. 

i i . Resistance .

Resistance involves a conscious. ·col lective wil l ·  to make change of  existing ci rcumstances. 

In this sense there exists a shared vision of better circumstances. Resistance relies on good 

communication which is; 

a. clearly enunciated within a · kaupapa ·. vision or plan (e .g .  the Te Aho Matua

vision for Kura Kaupapa Maori)

b. able to capture the emotions and hearts of the people (e .g .  cultural

484 



Section Five : Chapter Two 

revitalisation of Maori language, knowledge and culture) 

c .  able to easily identify key referents and symbols - these may be discursive, 

charismatic leaders who have organic base, etc e.g. ' tino rangatiratanga' ; Pita 

Sharples, Tuki Nepe (Kura Kaupapa Maori) ;  Edie Tawhiwhirangi (Te Kohanga 

Reo) 

d. developed with organic intellectuals who are able (in working with the people),

to · make space for intellectual validity to surface from within organic

communities. This involves a 'war of position ' with traditional intellectuals,

politicians and officials.

e. able to establish and maintain a ' sense of community' ;  a 'people' structure and

organisation to which there is a commitment; this may take the form of a

community group, a tribal group, a school or Maori people generally.

Resistance initiatives, following Maori experience, need to adopt a range of strategies which 

not only rPact to, and resist cultural oppression and economic exploitation, but which also 

initiate a range of proactive strategies which set out the aspirations and vision of the 'new 

world ' .  

i i i .  Praxis. 

The notion of praxis is often gi ven clarity throughout this thesis by adding the word 

'transformative' in front of it. Praxis must be unequivocal in its transforming mission. Praxis 

involves. as Freire ( 1 97 1 )  reminds us. · action and reflection ' .  
_
It is important to understand 

that such reflection can not be done in isolation from those others who also make up the 

struggle and carry the 'collective vision' . Those in struggle, need to critically reflect and 

reflex. as best they can, in concert otherwise the struggle is in danger of becoming 

fragmented; as many as possible must be kept wel l  informed and actively involved. ln this 

sense · meaning· must be kept ·alive· and this is whv it is important for those who are 

involved in struggle to try and act and reflect in a consensus mode. That is not to say that 

individuals or small groups can not act on their O\.Vn or hold different views. it does mean that 

they have an accountability and a responsi bility to share ( test ) their insights with the 
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movement as a whole - this too, is part of praxis. 

The notion of ' praxis' is extremely important in that it provides the element of ' flexibility' 

which allows the struggle to be responsive . to the multiple sites of struggle and shifting

(mercury-like) form of state resistance, domination, power and control.
,
Reflection allows the 

movement to adapt to new challenges. Critical reflection associated with praxis, informs the 

strategies and resp
.
onses to be taken in a 'war of position '. 

' Kaupapa Maori ' as theory and praxis, is still evolving. Its full potential is yet to be realised 

and it provides some optimism for Maori with respect to the current education and schooling 

crises as well as Maori language, knowledge and culture revitalisation aspirations. ' Kaupapa 

Maori' theory and praxis, has proved its resilience in surviving many of the pressures from 

.dominant: . Pakeha: state interests which have attempted to ' stifle' and 'domesticate' its 

powerful influence on developing Maori education and schooling resistance -such resistance 

provides a problem for the state as it contributes to a crisis of legitimacy of state education 

and schooling. 

Critical Reflection: A Kaupapa Maori Critique of 'Kaupapa Maori' .  

This next part of this conclusion addresses some points which need to be critically reflected 

upon within Maori communities. These critical comments are made for the following reasons; 

1 .  to partially fulfil the praxis component which the thesis is  both describing and 

attempting to model; however. as it has been argued elsewhere in this work, 

Kaupapa Maori praxis (reflection and action) needs to occur · organically ' ,  that 

is. within the communities themselves and that communities need to ·move · 

together in developing critical ·understandings · ,  otherwise fragmentation of  the 

Kaupapa (philosophy. principles ) occurs. Thus in order to keep faith with this 

important point this section merely suggests some potential areas which 

communities operating Kaupapa Maori strategies. might critically examine 

together. in comext.
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u .  to model a Kaupapa Maori auditing process - this is important with respect to 

finding consistent ways to not only ' reflect' on what ' is' and ' is not' 

happening, but to also take more control over the critical questions with respect 

to; 

- what counts as evaluation? 

- what should be evaluated? 

- how should it be evaluated? 

- etc. 

The critical reflections made here are not meant to constitute a comprehensive critique. What 

is intended is to reflect on some issues as ' selected' examples of a critical reflection on 

Kaupapa Maori. In this view, it is acknowledged that not everything is ' perfect' with 

' Kaupapa Maori' - it is  a dynamic, shifting and changing strategy and as such does not claim 

to ' get everything right' . Also an important point always, is the societal context of unequal 

power relations and the subsequent difficulties which accrue to Kaupapa Maori communities 

attempting to make their way in the face of large measures of state indifference. Thus the 

following critical reflections pin-point some areas which Kaupapa Maori communities, in the 

spirit of ' praxis' , might critically engage with; 

1 .  Maori are not homogenous m their aspirations or  politics. There i s  a need to get 

beyond singular and narrow conceptions of struggle; to attempt to be more inclusive 

of those who currently sit outside the struggle, rather than construct them as being 'un

conscientised' or 'Pakeha · or · not on the Kaupapa · - and therefore to proactively 

develop pathways which allow them to enjoin with the ' struggle' in safe and 

supportive ways. but also in ways which acknowledge Maori at the centre of the 

struggle. 

1 1 .  There is a need to avoid putting the cultural revitalisation agenda into conflict with the 

education recovery agenda. Both of these thrusts are important and both need to be 

emphasised. Alternative. Kaupapa Maori education settings need to ensure that both 

education and cultural _ transformations are happening. This was part of the original 

vision of Kura Kaupapa Maori schooling - however. there is some tension which has 
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arisen in some school whanau as result of competing and conflicting interests related 

to these two thrusts. There are also issues related to those who hold the expertise in 

' language, and cultural knowledge' marginalising those who do not; there are also 

issues of the contemporary educational agenda being marginalised as 'Pakeha' and on 

this 
·
basis one or two communities have chosen to emphasise a more traditional Maori 

' museum oriented' curriculum. The critical question here is what responsibilities do 

these schools have to also teach knowledge which allows children to access a wide 

range of societal opportunities as well as to their Maori language, knowledge and 

cultural aspirations. 

ui. The question of what counts as meaningful transformation has to be addressed by 

some communities who have sinwly changed the old state, Pakeha pre-school 

structures and Primary schooling structures by putting in place ' brown' personnel; 

there has been little understanding of change to the hidden curriculum, deep structures, 

power relations. pedagogy. the selected curriculum or the 'mystification of 

knowledge ' .  

iv. It needs to be acknowledged that Kaupapa Maori initiatives have ·won' significant

changes and made great gains since the beginnings in the 1 980s - however, there have

also been some major ' losses' which need to be reconstituted " into new forms of  the

struggle e.g. the need for smaller class sizes in Kura Kaupapa Maori learning contexts;

the constraints of the legal necessity to have a Board of Trustees structure which sits

over the top of whanau management. the lack of specialist resources. the lack of

sufficient establ ishment grants. etc. .

v. Some Maori communities have been out-manoevered in the "war of position' by state

and they have readily settled and accepted conditions imposed by the state which

significantly compromise the claim to be operating Kaupapa Maori. I n  this sense they

have become ·domesticated' and ' incorporated · :  the danger here is the · fragmentation

of movement' . The critical point here is whether such groups support or hinder the

overall struggle.

vi. There is a need to develop accurate Kaupapa Maori strategies for measuring,

monitoring and auditing Kaupapa Maori processes. Parents and teachers need

488 



Section Five : Chapter Two 

assuran".es about their children' s  learning progress, that is they need to know in more 

systematic ways that learning is occurring, what learning is occurring, what more 

needs to occur, etc. Instruments which are culturally defined can and ought to be 

quickly developed - one such model has been developed by the author to audit the 

extent to which institutions support Kaupapa Maori aspirations;, this audit process is 

represented in the following matrix of intersecting check-points; 

The Formative Assessing, Measuring and Auditing of Transformative Action. 

One of the difficulties throughout the development of various Kaupapa Maori initiatives has 

been the inability to move beyond ' intuitive' forms of measurement in assessing the 
\ 

transforrnative progress which is being made. From the Maori point of view, this · fear' of 

measurement is understandable given the way in which ' measurement' and · assessment' has 

been used by dominant: state : Pakeha interests against Maori down the years. Many Maori 

have personal accounts of ' failing' exams and tests in school and being made to feel ashamed 

(whakamaa); the national examination controversy of School Certificate scaling (see Hughes 

and Lauder, 1 990) showed some of the institutional racism associated with the ' control over 

the examination system' .  which Young ( 1 97 1 )  and Whitty ( 1 985)  have also penetrated. The 

other side of this fear of assessment is  that it is only reluctantly used by Maori within the new 

initiatives. One of the key sites which must now be struggled for by Maori is increased 

control over the right to manage the evaluation. assessment and audit processes. Where the 

state funds particular initiatives. it becomes very difficult to have full  control (tino 

rangatiratanga) and in these circumstances struggle still needs to be mounted to gain as much 

control as possible. but also in the act of struggl ing keeping the dominant: state : Pakeha 

interests · more honest' . Thus the need to control evaluation and assessment. is necessary not 

so much from the point of vie\v of the · management' or ' technicisf orientation embedded in 

the accountabi lity context of the · economic reductionist' reforms. but it is vital to formative. 

praxis oriented work. In this sense. · good· praxis is based on sound judgement and 

assessment. 
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The following matrix i s  developed as a framework which begins to quantify the notion of 

' meaningful' transformative praxis with respect to operati�g a Kaupapa Maori approach. The 

matrix provides a way to methodically check and indicate that Kaupapa Maori in p ractice is 

working at all the crucial levels necessary to effect 'meaningful change' .  This matrix is 

extremely flexible, this is important in order to be able to respond to different variables and 

contexts. The factors identified as ' Kaupapa Maori intervention elements' which sit across the 

top on the 'x' axis, can easily be added to and deleted according to what needs to be 

' measured' ; the elements on the 'y' axis can also be changed accordingly, to alter the critical 

sites of where the intervention elements ought to be working, (for example, other criteria used 

on the 'y '  axis by the author include the criteria of sites for transformation as 'personal, 

institutional, and societal '. The matrix can be made more complex and sophisticated by 

adding more criteria - however, it must be remembered that the matrix is only a conceptual 

instrument and the model still relies on · people· to input information and to interpret it, (these 

of course should come from the communities and cultural backgrounds which connect to the 

cultural groups and communities for whom the assessment process is designed to assist). 

By way of example, the following framework has been developed to provide an indication of 

the transformative potential of Kaupapa Maori intervention. What this matrix will  show, is 

not whether Kaupapa Maori is useful ( this is taken for granted ),  but it wil l show whether it 

is working at various critical check-points. Such an analysis ought to reveal where more effort 

needs to b e  applied to get the full benefits of ' meaningful' change. This particular framework 

measures the effectiveness of Kaupapa Maori elements in making change at various levels o f  

the education and schooling system; i t  attempts t o  bring a more systematic way o f  

understanding what is actually happening with respect to the complexity o f  Kaupapa Maori . 

transformation when there are multiple sites. levels and variables to be taken into account. It 

also attempts to ensure that both culturalist and structuralist concerns are addressed within a 

notion o f  · meaningful transformative action · .  Finally. it also provides a way of assessing 

where 'conscientisation, resistance and praxis · is not working and therefore ought to be 

bolstered. The following framev . .:ork/ matrix is attempting to formativelv assess the way i n  

which a selection of Kaupapa Maori e lements are performing in key sites ( i . e.  at the 
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intersecting points on the matrix; 

i. at the level of practice (mode)

IL at the level of organisation (institution)

m. at the level of structures (political, structuralist concerns) ,

Figure 1.  

A Kaupapa Maori Framework to Formatively Assess Transformative Action 

tino taonga 

rangatiratanga tuku iho 

M ode 

Institution 

Structures 

ako 

Maori 

whanau orite kaupapa 

raruraru 

(.'Vote: This diagram merely prol'ides one possibility: this malrix can be adapted by changing the sites qf obsen•ation 

in the left hand column or ii can be changed to assess different Kaupapa ;\,/aori criteria along the top line q( indices.) 

E. Concluding Commentary. 

This thesis has been wide-ranging in its approach. Its overall aim has been to develop 

understandings of Kaupapa Maori as an intervention and transformative strategy which 

responds to a range of Maori crises. Kaupapa Maori as an intervention and transformative 

action has some important lessons for Maori, for the state. for academics and for international 

audiences interested in organic struggle and transformative outcomes. 

This thesis has attempted to be positive about Maori struggle. While recognising that Maori 

are not homogenous in the way they think about and engage in struggle. and also 
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acknowledging the often fragmented appearance of Maori resistances, this thesis would hold 

the view, that underpinning these apparent differences in Maori struggle is a set of shared and 

common experiences related to being colonised, to being an indigenous people, to being 

culturally oppressed, to being economically exploited, and so on. In a more positive vein and 

without being overly ' romantic' ,  there is also discernible agreement 'related to the desire to 

ensure the revitalisation and survival of Maori language, knowledge and culture. 

Kaupapa Maori as an accepted part of the official discourse is reflected in 'up to date' policy 

documents, for example in such influential documents as a ful l  section in the Ministry of 

Education's 'Briefing for the Incoming Government ' ( 1 996), which addresses in some detail 

various Kaupapa Maori forms of education. The 'Ka Awatea Report ' ( 1 99 1 )  on Maori 

development, which has again resurfaced as a maJor policy plank of the new coalition 

government; this document spends considerable time on identifying and supporting the 

benefits associated with Kaupapa Maori strategies. The point here, is that since the 1 980s, as 

a result of struggle, Kaupapa Maori, has become part of the official discourse and policy. This 

thesis would argue further, that the inclusion of Kaupapa Maori within the 'official domain' 

does not represent so much an ' incorporation' by state settlement, rather, it reflects the 

successful campaign of 'war of position ' by Maori in developing transformative outcomes. 

This thesis has covered a wide range of issues. It has done this in an attempt to quantify the 

notion of multiple sites and multiple levels of struggle. In this sense the author has attempted 

to demonstrate the complexity of · the struggle · by examining a range of sites and issues 

related to contestation. Chapter Four which contains papers which have been published or 

presented to conferences by the author represents a serious attempt to show the work of a 

Maori academic attempting to work politically and intellectual ly. As well, this chapter shows 

how the author has attempted to ·use the pen' to bridge the often contradictory interests of 

the community and the academy. There are t\vo considerations which inform the author' s  

stance: 

a. firstly, as a Maori academic working within the traditional context of the academy.

b. secondly, as an organic intellectual working within Maori communities .
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These writings have · had a powerful influence in making space for Kaupapa Maori as a valid 

and legitimate transformative resistance strategy within the ' official ' domains - with traditional 

intellectuals, with politicians, with public officials, with schools and teache!s . This work has 

not only influenced the s ituation here in New Zealand, it has also had an influence in the 

. development of First Nation ' s  schools  in at least two other international c'ontexts - with which

the Maori Education group have an ongoing support role. This work has been presented, 

discussed and debated by a range of indigenous peoples in several countries both in  

community contexts and academic settings. However, this aspect carried by the organic 

intellectual is only held in place by a 'credibility' which comes out of the close relationship 

with the organic communities themselves. Thus the credentials to claim to work organically 

are bestowed by the community contexts themselves - not formally, but in actions such as 

ongoing support for your work. 

This thesis has been concerned to give credibility to organic theory and practice, out of a 

concern to show that Maori do have some answers themselves which are able to respond to 

the current crises pertaining to culture and education. It has also attempted to show the 

important work and role of the 'organic intellectual ' in mediating the dual sites of 

'community ' and 'academy' ;  not in speaking for the community, but speaking 'alongside ' 

them. In particular, Gramsci 's  notion of 'war of position' has be�n used to show the political 

implications of such mediation. Thus, the claim to do critical work, must be grounded within 

meaningful connections with communities. 

The orgamc intellectual is charged with the responsibi lity to bring out the theoretical 

components of the transformative actions of the people, for at least three reasons; 

- to help make space in traditional intell ectual settings and · official ' domains 

- to assist the impetus, clarity and reflective change involved in transformative 

praxis 

- to bring other appropriate critical and theoretical insights to the people which 

wil l  assist their transformative praxis. 
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Finally, this thesis emphasises the critical theory underpinnings to Kaupapa Maori and makes 

the final point, that critical theory itself depends on organic experience to give it true 

meaning. This is what this thesis has attempted to do. Michael Apple has summed up this 

point in this way; 

' It  means that critical work needs to be done in an organic way. It needs to be 

connected to and participate in those progressive social movements and groups 

that continue to challenge the multiple relations of exploitation and domination 

that exist. The role of the "unattached intelligentsia'' seems a bit odd here . '  

(Apple, 1 993 : 7) 

From the Maori point of view, this point is also made in the often quoted saying; 

' Ma pango, ma whero; ka oti te mahi ' 

(By the ' leaders' and the 'ordinary citizenry ' .  the task will be completed) 
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ahi kaa 
ako 
ao 
Aotearoa 
aroha 
atua 
awa 

Glossary 

burning fires (occupation) 
teach, learn 
world 
New Zealand 
love, respect, sympathy 
god 
nver 
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A wanuiarangi · 
awhiawhi 
awhina 

ancestor of N gati Awa, name of the Whare W ananga 
embrace, hug 

haka 
hapu 
harakeke 

assist, help 
vigorous action dance 
subtribe 
flax 
walk, march 
mind, intellect 

hikoi 
hinengaro 
hongi 
hui 

press noses in greeting 
formal Maori meeting 

Hui Taumata 
IWI 

1 984 Economic Development Conference 
tribe 

kai food 
kaiako teacher 
kaiawhina assistant 
Kainga village, home 
karakia incantation, chant 
karanga ritual call of welcome 
kauhau address, public address 
kaumatua elder 
kaupapa philosophy 
kaupapa Maori Maori philosophy and practice 
kaupapa Pakeha Pakeha practice and custom 
kawa protocols 
kehua ghost 
kete flax basket 
kihi kiss in greeting 
Kingitanga Kingship 
koha gift 
kohanga reo (l it. 'the language nesf) pre-school I mmersion centres 
Kohanga Reo National Trust Admin. Overseeing Body of Kohanga Reo 
korero speak 
kuia elder (woman ) 
kura school 
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kura kaupapa Maori 
kura tuarua 
mahi 
man a 
manaakiianga 
mana wahine 
manawa 
manuhiri 
Maoritanga 
marae 
Mataatua 

matauranga Maori 
matua 
maunga 
mihi 
moemoea 
mohiotanga

_ 
mokopuna 
Moriori 
nga tai whakararo 
nga tai whakarunga 
Nga Tamatoa 
ngakau 
Ngati Awa 
Ngati Porou 
orite 
pa 
Pake ha 
Papatuanuku 
pikau 
piki ake 
pi to 
pounamu 
powhiri 
pukuriri 
purerehua 
rangatiratanga 
Ranginui 
Rangi tuhaha 
raranga 
raruraru 
Rawheoro 
reo rua 

Kaupapa Maori immersion primary schools 
Kaupapa Maori immersion secondary schools 
work 
status, prestige, dignity 
hospitality 
power of women 
heart 
visitors 
Maori culture 
formal Maori meeting venues 
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name of the canoe and region of the tribal grouping in the Bay of 
Plenty area 
traditional Maori knowledge 
parent 
mountain 
greeting 
dream, vision 
practical knowledge 
grandchild 
tribal group from South Island 
the downward tides 
the upward tides 
protest group of the 1 960s - I 970s 
emotions 
Bay of Plenty tribe 
Tribal group, East Coast of the North Island 
equity, balance 
traditional fortified site 
non-Maori New Zealanders 
Mother Earth 
burden, bend 
overcome 
umbil ical chord, connection to the land 
greenstone. jade 
ceremony of welcome 
anger 
butterfly 
chieftanship, control 
Father Sky 
twelfth heaven 
weavmg 
difficulty. problem 
wananga of Uawa (Talaga Bay) 
bilingual 
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rohe 
roimata 
taha Maori 
taha tinana 
tahuhu 
Tainui 
Tamaki 

region 
tears 
Maori perspective 
physical health 
main ridgepole of the house 
tribal group from Hamilton region 
Auckland region 

tangata kuare ignorant person 
tangata mohio knowledgeable person 
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tangata whenua literally people of the land, indigenous people 
tangihanga burial ceremony 
taonga property 
tapu restricted, sacred 
tauira student, learner 
tauiwi foreigner, non-Maori 
tauparapara . chant to preface a formal speech 
Te Aho Matua guiding philosophy for Kura Kaupapa Maori 
Te Kauae Runga esoteric knowledge 
Te Kauae Raro practical knowledge 
Te Moana Nui A Kiwa Pacific Ocean 
Te Roopu Matakite ' the visionaries' (protest group 1 960s) 
Te Tiriti o Waitangi The Treaty of Waitangi 
Te Waka a Maui South Island (the canoe of Maui), 
Te Wai Pounamu South Island 
teina 
tikanga Maori 
tino rangatiratanga 
tohunga 
tuakana 
tuku iho 
tupuna 
tupuna tawhito 
turangawaewae 
tuturu 
utu 
waiata 
waka 
wananga 
whaikorero 
whakaaro 
whakahihi 
whakairo 
whakaiti 
whakama 

younger sibling 
Maori protocol and customary practice 
autonomy, self determination 
expert, facilitator of ritual 
elder sibling 
handed down 
ancestor 
eponymous ancestor 
standing place 
authentic 
payment, reciprocity 
song 
canoe 
institution of higher learning, to study in depth 
formal speech 
thought 
boast arrogance 
carvmg 
humility. humble 
reserved, retiring, shy 
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whakapapa 
whakarongo 
whakataukii 
whanau 
whanaunga 
whangai 
whare 
whare wananga 
whenua 

genealogy 
listen 
proverbial saying 
extended family 
relatives 
feed, Maori adoption process 
house 
house of higher learning 
land 
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