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inferior. Eventually they realise that the task of transcending social, cultural and ethnic
poundaries (except in the case of gifted individuals under appropriate circumstances) is almost
impossible. fThey then accept their identity as Maoris. It is at this time during the middle
elementary schcol years that Maori children become withdrawn and troublesome. By the time they
reach high school, absenteeism and truancy are well established patterns of adjustment to the

uncongenial nature of schools.

TRANSFORMATION FROM MONCCOLTURAL TO BICULTURAL EDUCATION

Friere's view that "knowledge of the alienating culture leads te transforming action resulting
in a culture which is being freed from alienation™?3 is borne out by the Maori experience. The
basic philosophy for this transformation was laid down in a poem penned in a child's autograzh
book by Ngata. Although some of the imagery is lost in translation it does convey the concept
of cultural synthesis as discussed by Friere.

Grow tender shoot for the days of your world!
Turn your hand to the tools of the Pakeha for the
well-being of your body.

Turn your heart to the treasures of your
ancestors as a crown for your head.

Give vour soul unto God the author of all things.

Ngata himself initiated the long fight for cultural recognition te have the Maori language
introduced into the New Zealand University Colleges. After a twenty year battle Maori studies

was established at Auckland University in 1951, To refute criticism from the professor of Rocmance
Languages that Maori dié not merit elevation to the status of academic study because there was

no literature, Ngata collected the oral literature of the Maori and published the two volume

work Nga Moteatea (songs and poems}.

In the meantime other forces were at work which were to have a profound effect in transforming
the education system from its monocultural assimilationist philosophy to recognition of bicuit-
uralism- The primary variable was the rapid recovery of the Maori population from the trauma

of colonisation. From its lowest point of 45,549 in 1901 the population almost douhled to 82,326
by 1836.14 By the 1971 census the Maori population was 227,414, close to 10% of the total
population.

The second significant variable was the urban migration. Up to 1926 only 9% of the Maori

population lived in towns and cities. By 1956 this had increased to 24% and bv 1971 over 50%.l
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By 1958 the rural-urban shift meant that 71% of Maori children were being educated in public
schools. These schools were not ecuipped with teachers to deal with Maori childrsn. The
education gap between Maori and Pakeha which had hitherto been masked by the capacity of the
tribal hinterland to absorb the failures could no longer be ignored. In 1960 the Hunn Report
identified a statistical "blackout" of Maoris in higher education.l? at secondary school only
0.5% of Maori children reached the seventh form compared with 3.78% for Pakehas. Macri repres-
entation at university was only one eighth of what it should have been.

Maori people responded to the findings of the Hunn Report in a dynamic manner. They launched a
vigorous fund-raising campaign in 1262 for the Maori Education Foundation proposed by the repeort.
One of the effects was heightened interest in education. Maori Education Advancement societies
were formed in Wanganui, Bay of Plenty and other places. Maori Leadership conferences organisad
by Auckland and Victoria Universities used the Hunn Report as an important study document to
bromote interest in Maori education. At this time the play centre movement was launched in New
Zealand and Maori people accepted it whole-heartedly because it revolved around parantal involwe-
ment and community control.

The lowering of entrance qualifications from matriculation to school certificate in the irmediate
post-war years for teacher training together with the institution of a Maori gquota had a profound
effect on the teaching profession. Over a ten year period close to 400 Maoris were trained as
teachers before the quota svstem came to an end with the abolition of the Maori schools in 1962.
Thereafter as teacher-training intakes were oversubscribed, gualifications were raised and Fewer
Macris gained entry into teaching.

The Maori teachers began transforming the education system by increasing the Maori cultural concant
of their social studies programmes and pressing for other reforms as well. In 1960 Maori studies
courses were established at Aucklané and Wellington teachers' colleges. Up to this time the
Education Department was a monocultural Pakeha preserve. The secondment of the late Mr J Waitisi
to the Department to write a Maori language text established the first foothold. Waititi, like
Ngata before him, immersed himself in the task of transforming the education system.

Increasingly the Officer for Maori Education and the Inspectors of Maori Schools found themselves
consulting Mr Waititi on Maori education. Mr Waititi's efforts at consciousness-raising

within the Department culminated in his appointment in 1963 as assistant to the Officer of Maori
Education.

The Hunn Report together with growing Maori consciousness stimulated a fertile period of
reassessment of the suitability of educational provision for Maori pupils. In 1967 the New
Zealand Bducation Institute's report on Maori education reflected the growing awareness of
biculturalism:




A modification of opinion and policy has slowly upgraded the place of Macritanga* in
New Zealand society. This reversal has been brought about by the Maoris themselves,
but many present ills are the direct resnlt of misguided past policies. It must be
remembered that the Maori is both a New Zealander and a Maori. He has an inalienable
right to be both and tc be consciously both and he is likely to be a better citizen
for being both.

An even more potent report was produced by the National Advisory Committee con Maori Education
in 1%71. The report established what Maori people wanted from the educatien system.

1. That cultural differences need to be understood, accepted and respec=2¢ by children
and teachers.

2. That the school curriculum must find a place for the understanding o Mzoritanga,
including the Maori language.

3. That in order to achieve the goal of egquality of opportunity special measurss need
to be taken.

Half the members of the committees that produced the NZEI and NACME reports wers Maori, thus
validating Friere's view that the great humanistic_and historical task of the ogtressed is to
liberate themselves and their oppressors as well 21

Maori assertiveness for cultural recognition was difficult to deny. Existing strategies of
cultural denial had obviocusly failed to promote social equality by assimilation. In 1966 the
report of the Maori Education Foundation noted that 85.5% of Maori pupils left schoel witheout
any recognised qualifications. By 1969 the figure had been lowered to 79% (see Table 1). But
this was not a substantive gain as the figqure was lowered by recognising one ané two subject
passes in school certificate and not by compiete passes.

TABLE 1

NUMBER PERCINTAGE
ATTAINMEINTS Non- Maori Non- Maori
Maori : Maori “aor

University Scholarship 134 - 0.3 -
University Bursaries examination N 2,163 8 5.0 5.2
Higher School Certificate 2,564 53 6.9 1.0
University Entrance 5,011 73 11.7 1.4
Endorsed School Certificate 4,277 273 10.9 4.7
School Certificate, 3 or more subjects | 6,03% 218 14.9 4.3
School Certificate, 2 subjects 2,510 189 5.8 3.7
School Certificate, 1 subject 2,634 293 6.1 5.7
Other . 17,685 4,034 41.1 79.0
. 43,017 5,105 100.0 100.9

Source 1269 Report Maori Education Foundation

The statistical blackout of Maoris in education identified by Hunn was still thers zfter a decade
of effort. The stage was set in the seventies for the acceptance of new stratecies. ttention
was drawn to the denial of Maori identity as perhaps the most important single Zactor within the
school situation that incapacitates a child's ability to relate himseif to scheoi.23 This
observation has been made elsewhere by Foote that "when doubt of identiity creecs in action is
paralysed. Only full commitment to one's identity permits a full picture of motivation. Faith
in one's conception of one's self is the key which unlocks the phvsiological zescurces of the
human organism, releases the energy (or capacity as Dewey would say) to perZorm <he indicated
act."24

Fortunately Maori assertiveness and proposals for the adoption of alternative strategies in
education for Maoris coincided with the advent of liberal men in the hierarchy of the Education
Department. Even more fortuitous was the appointment of a liberal Minister of Egucation in the
1972 Labour Government. The Minister of Education in the 1975 National Government was egually
liberal and actually took the trouble to learn the Maori language and sit the scheol certificate
examination.

The 1970s were marked by rapid reforms in education that substantially reversed the former
policy of assimilation by cultural denial. By 1973 all seven teachers' colleses had established
courses in Maori studies. In 1974 the Education Department in response to the challenge of

Nga Tamatoa (Young Warriors)* to broaden Maori language teaching in secondzry schcels by
instituting a one year training course for native speakers of Maori, estapiished the programme
with an intake of 46 adult students in the first year. Since that time more than 170 teachers of
Maori have been trained under the scheme. '

* Maori identity and culture
* A Maori activist group formed at the 1970 Young Maori Leaders' Conference a: Auckland University













by Joan Mege in 1979. This sees 'multi-culturalism' to involve, ...placing an unequivocally
positive value on cultural diversity and actively working to create a society in which respect for
other cultures is accepted as a basic premise and the majerity of citizens are familiar enough
with at least one culture other than their own to be able to interact comfortably with its

members on the latter's terms. Such a society, consisting not merely of many cultural groups but
of bi- or multi- cultural individuals, would be multi-cultural in the fullest sense of the word.
(NACME, 1980:65}.

5. The research was conducted in primary schools in the Auckland and Manurewa areas in which

Maori pupils made up at least 25% of each reoll. 13 principals and 44 tsachers were intarviewed.
{(Ref. Simon, 1982)
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A PHILOSOPHY OF EDUCATION Rev M Marsden, Te Kopurl

Extract from an address at the opening of Tutahi Tonu carved meeting house at Auckland Teachers’
College 19 November 1983.

In my association with educaticwal theory, the impression I gain is that whilst educational
theory is in a continual state of flux and continually changing its theoretical ground, one
of the unchanging constants is the idea that the most important thing in life is achievement.

Mowadays, we no longer ask 'who a person is' - but what is his work, his callinc, his status
and position. The preoccupation is with externals; to the exclusion of the inner perscnality -
who or what a person is.

This modern approach to life and econcmy is essentially a Western idea, now also espoused by
members of the Socialistic Eastern Block and increasingly by the Third World. ts roots are

to be found in the Post-Reformation beliefs and ideas of duty that developed cut of Calvinistic
teaching on Predestination — that some are elected to eternal life and others to eternal damnation.
Thus the stress was laid on everyday works, on the duty of one's calling and the success in these
things as the proof of cne's election.

. With the development of the Industrial Revolution this intensive piety and business acumen were
conjoined fixrst in the churches and sects and extended later into the secular world. This
attitude became pervasive, and the more the modern economic system prevailed the more did
unremitting diligence, strict éiscipline, success and achievement became the virtues of secular
man. All-round ability became the supreme virtue; profit, the object of worship; success, the
goal of all endeavouxr; and achievement, the law of the modern efficiency orientated society.

Self Realisation Through Achievement

In a dynamically developing world and society man attempts to realise himself through his cwn
achievements. By achieving something a person in Western Society is regarded as something.

Work, a career, making monev - producing, expanding, consuming - growth, efficiency, improvements
in living standards, perfection - and now the new dimension of ‘*Think Big' - all this is the
meaning of life. Values that revolve arcund economics have come to rank as uppermost in the
system of values. Mammon has now replaced Providence.

The Threat

But this way of thinking becomes a serious threat to man's humanity. Not only does man lose
sight of the higher values and a comprehensive over-view of life, but he loses himself in the
ancnymous, impersonal mechanised techniques, powers and organisations of the svstem. The
greater the progress, so much more firmly is he enmeshed in the spiderweb of the socio-
ecomomic process.

The network of norms and sanctions evolved by the system conditions and then controls man
mercilessly in his calling, his work and even in his leisure. Prohibitions, laws, precepts

and sanctions continue to flourish like weads after the rain to meet the demands of a life
thoroughly organised, regulated, bureaucratized and computerised. So man loses his autonomy,
his spontaneity, his initiative and his humanity. His life has become an achievement game
under relatively rigid constraints. He begins to experience in modern form what St Paul called
the 'Curse of the Law'. This deep but unrecognised unease makes him justify his existence

in terms of achievement and performance before his boss, his society and tragically, before
himself rather than before the judgement-seat of God. Only by achievement is he something;
only by achievement in that role assigned to him by his society can he receive the esteem that
he needs. If it is true that only by love (agape) can a person continue to grow in himself, the
denial of esteem must thereficre spell death to his personality.

Under these tremendous pressures which dictate the goals towards which he must strive or be
overwhelmed he must either succumb and submit, or opt right out of the system. Is it any

wonder that so many opt out to seek an adlternative life-style. He is labelled sither as a radical,
an activist, a non-conformist, even eccentric, or in the case of many - as criminals. In many
cases, the real truth is that these people are seeking their real selves; for under these unremit-
ting pressures their identities become so diffused that a crisis and even a loss of identity
results to the end that thay are alienated from themselves. It reminds one of Humoty Dumpty.

All the king's horses and all the king's men: plus the modern Court-magicians (the-o;ychi;trists)
cannot pgt him together again - until the ocuter is harmonised with the—inner life a;d not the other
way round.

Can you wonder then why so many young people and children from a Maori cultural background with
a different orientation anéd system of values rebel either early or late and reject the system and
thereby condemn themselves tc the processes of the judicial system which reinforces the norms

of the wider system and guards its sanctity.

The question we must ask is, "Can man be happy with such attitudes and under such & system?"
Frankly, I d?n't believe that he can be. TV programmes such as Dallas, Falconc*;st Pe to;
Place‘etc which reflect this achievement syndrome demonstrate that a person canhbe ; maivello
organiser, manager, professional or skilled worker and still fail completely as a human beingus




So, what I am really saying is this, that whilst achievement may be important, it is not
decisive, It is not what counts in the last resort.

The Educational Svstem

Pakeha education as part of the system has been both conditioned by the system and in turn helps.
to promote and reinforce those self-same attitudes. What from my point of view is more repreh- -
ensible is that 100 years of Pakeha education has finally produced many brown-skinned Pakeha.
They thirnk and act Pakeha but they can't disguise their ethnic background because of their

skin colour. But because they are not accorded the esteem and reccgnition that they need and
deserve, even though they may successiully fulfil the role which society has assigned to them

in terms of achievement, skin-colour militates against them receiving the rewards that are

their just due. 1Is it any wender that so many yvoung Maori who have gained the highest academic
honocurs are in the vanguard of ocur Protesters and Militant Activists. I wonder what future
harvest this nation is going to reap for disregarding the legitimate claims of the other

ethnic groups to be recognised for what they are rather than for what they do in conformity with
pakeha mores.

Theological Persoective

Jesus was not acainst achievement as such - whether moral, ritual or legal. But he was firmly
opposed to making achievement in itself the measure of being human. The proud Pharisee who
thought that his achievements counted for something in the sight of God and man, and therefore

to be justified both in his existence and position as a teacher and authority on Mosaic Law,

went home unjustified. God is not so much concerned with externals but with the inner state of
the person. On the other hand, the sinner who made no claims concerning himself in the sight of
God went home justified. He recognised that he was a recipient; that what he was and had, he owed
to others. In that recognition and humble acceptance of his state, his personality became open

to receiving grace. The Crucified One did not claim any special privileges because of who or

what He had achieved. He let God justify him, in the face of the defenders of pious works.

Jesus is God's sign that the decisiocn depends not on man and his deeds but on the grace of God
who expects an unshakeable trust from man in his own passion.

St Paul's View

St Paul dié not reject achievement for he could boast that he had done more than his fellow-
Apostles. But oI those achievements he could say, "It was not I, but the grace of God
which was with me."” -

A
So achievement is not degcisive. What is decisive is faith - that faith which is commitment
expressed in action and moving towards achieving those gualities and values that are etermal
rather than exiernal.

At the same time the Christian message does not provide justification for doing nothing. ™Work
out your own salvation with fear and trembling for it is God who works in you to will and to

do his good pleasure.” &And since God is love, what he does on man's behalf is the very best
possible that can happen for He orders 'All things to work together for good to those who love
God, to those who are called according to his purposes.?

Conclusion

The fourdation then for authentic existence, and the criterion for facing God is not an appeal
to one's achievements and cannot be by any self-assertion or self-justification but bv a
dependence and trust in God. i

In conclusicon, I believe that there is a message here for the teaching profession as well as

for the rest of us.

For the teaching profession plagued by a system that demands that a child be assessed primarily
on academic achievement as the justification for his or her existence and presence in school
mast never -forget that there are values of a higher order which must be promo&ed that the
foundation for inner liberation are thoroughly laid down - (and by this I do not mean some

s?rt of wishy-washy liberal studies) - and an authentic basis for seli-realisation is estab-
l%shed. Ler the teaching profession be concerned not so much with impregnating the child

with those attitudes and preconceived ideas inheritasd through conditi;niﬁg by the system,

put rather with seeking out and actualising the latent abilities, talents and positive qualities
1nhe?ent in the indivicdual child remembering that he is made in the divine image and that
conf;;m%ty to the image of Christ as the-prototype is the ultimate ideal. To ;ecover the image of
the lelne'as crrosed to conformity to the image of theworld is the highest task to which the
teaching profession can address itself.

F?r the rest of us, especially those of us who want to get out of the rat-race, be not concerned
with becoming something other than what you are not in your human essence, but just be what you
are under all tha: external artificial trapping imposed upon you - trust that the God that
created you is Himself the greatest teacher of all and in Him you will find your true self.

A§ gaac?ar may He grant you the inner revelation that 'The .fear of the Lord is the beginning of
wisdom.




EXPRESSION OF TaHA MAORI THROUGH ART
: F V Kawharu

For a people who had ne written language, it is not surprising that the Maori developed a rich and
meaningful oral literature, to weave the patterns of their past to the present, and give substance
to a worldé view incorporating spiritual and secular life. Language as a means of communication,
interpreted the ethos of the poeple's ritual and belief whether in oral form, or in the symbolism
and imagery of that which we can refer to as the visual arts - although the Maori traditionally
had no word for art. For art, as religion, knew no compartmentalisation separated from other
aspects of life and as such was undertaken as a means of enhancing the community structure of the
kin group. Writing of the scocial framework of primitive art, Raymond Firth noted that, "the system
of symbols, corresponds to some svstem of social relations." II the relationship of symbols per-
taining te art and social structure had relevance traditionally, the relevance of the relationship
must also have validity in the expression of cultural interpretation in today's world.

In making some kind of statement on art, the minds of most New Zealanders would no doubt turn to
that art of the western world, enshrined in the cultural norms of a Eurogean tradition, from

whence came their origins. Works to admire, to find aesthetically pleasing, to provcke and
stimulate, to guestion, perhaps even to arouse the passions of those whe reject.out of hand the
artist's interpretation of the exploration of an individualistic and solitary working out of a
mind's eye view. For the parameters are thosa only of the mind of the individual creator,
constrained or enhanced as the case may be by the nature of the materials used, and the methods

used to control the media. Further, the places in which the art forms themselves are likely to

be viewed are in art galleries, which while open to the public at large, are not likely te reverberat
with the feet of Macridom, or indeed with the teotality of the wider community. Art, then, in these
terms could be considered elitist, commanding the attention of an elitist group, although being wide
rancing in its interpretation. How, then, does this scene relats to the expression of taha Maori
through art?

Originally, as a tribal pecple with an oral tradition, a philosopny of life, could only be generated
by face to face contact. Each member of the group furthermore had a function and reole onlv insofar
as it related to the group structure. Art forms expressed a symbolic structurxe in a dimension other
than verbal, perpetuating tribal lore and ideclogy. Although there was room for the individual to
"make his mark" in artistic endeavour, it was in a controlled framework where, as in carving, the
finished works would serve to act as a tribal signature rather than that of the individual's. Note,
for instance, the sinuous sculptural forms of the north, compared to the geometric stance of carved
figuras of the central north island ragion. Particular forms of expression tended to be usad for
scecific purposes, so that, for instance, whilst the phallus as a generational symbol was cuite

rogerly used in the male restricted and sanctified domain of carving, its symbolic representation
in the wemen's arts such as weaving, were prohibited. For both men's and women's endeavours, as in
other aspects of interpreting the cultural norm, sanction, concerning the work itself as well as
matarials used, were controlled bv the law of tapu applied.

Arar: Zrom the reguirements of spiritual and secular needs, material goods, crafted by the pecple
themselves, satisfied the demanés of man's basic needs for food, shelter and clothing. Hers, teco,
decorative elements allied with rituzl propriety, transformed in the hands of the experts, the merely
functional to aesthetically pleasing objects. In this area some distinction shculd be made between
the work of artisan and artist. The former though highly skilled as a crafisman in the technigues
ané use of materials concerned, need go no further than tried ané true formulae already established.
There is room for changa, as our history shows, but in aeons of traditional time change is gradual.
The artist on the other hand imbues a feeling of his or her own with a sometimes subtle quality that
transcends that of craftmanship no matter how skilled.

The pre European carvings of Te Kaha arnd Northland give examples of the richness and beauty of works
of art executed in a stone age technology. | Later the 19th century works of Werc and Rukupo, both

of whom were apprenticed in the stone tool tradition, showed how adaptive they were to change, in

the freedom of expression of the new steel tool era. In more racent times, the brothers Taiapa, Pine
ané John, having mastered the art, found no restrictions in creative outlet. Though apprenticed in
the same school, the work of each showed an individuality pertinent to their own personalities.
John's, gentle and reflective, Pina's, bold and vigorous. Is it a mark of the quality of the artist
that Pine {in private conversation), was to echo the same sentiments as expressed by Michelangelo
centuries before? "I am the mediator... to-bring out what is already there in the wood." Mention
might also be made of the recent (and present) work of Rangimaris Hetet, and her daughter Digger

Te Xanawa, both of whom have been dedicated to the cause of maintenance and preservation of the art of
cloak-making. It might seem an anachronism that the energies devoted to production of such goods,
which in material terms no longer have a daily functicnal use s=ill survives. Yet considering that
the use or wear of such garments is now reserved for only very special occasions, adds pertinence

to tie fact that mana for the occasion and the bearer, is reinfaorced. It might be recorded here
that though a traditional skill, innovative methods of use allied with an artist's eye and feel for
the material, has made this work truly an artistic expression of our time, rather than a repitition
o a reflection from the past.

Maori people today though subject to influences and change outside ané within their culture, still
find the need and relevance of drawing upon the richness of their own heritage to gain an identity

as Maori in the wodern world. Aas a focal point, the marae remains the fulcrum for tribal life, and
the place where group enterprise can give substance through the arts to that identiiy. The influence
of such master carvers as the Taiapa brothers, Henare Toka, Bill Poutapu and others is still being
felc although they have long gone. Through their apprentices and others who worked with them on

many marae projects around the country and were influenced by them in meeting ané discussion, the
wori continues. Many of them new mastar carvers in their own right, directing a new generation to
upliit the chisel, paint the panel ancé strip the fibre to weave in dait and beauteous harmony.
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The aforementioned carvers were among the first to be trained at the then newly instituted Rotorua
school of the late 20's and early 230Q's. Many have followed in their footsteps at the present -
Institute for Maori Arts and Crafts, but whether the work carried on there is still relevant to
today's needs is a subject for conjecture and discussion. There is a feeling amongst some, that it
is no longer enough to learn technigue ané styvle, in repetitive works that a burgeoning tourist
trade has no trouble in disposing of. This is not to say however, that students trained there,

may not in time develep a meaningful dimension to their work.

From the period of the 1950's and 196C's, an incr2asing number of young Maori students, showed a
growing awareness and appreciation of artistic form, not necessarily related to the traditional.
Some sought to further their individual interests by going to either of the two art schools in the
country, others by completing third year art scecialist courses, after selection as talented and
promising young students' from teachers' colleges'. Many after graduation became art teachers’ ac
both secondary and primary schoels, the latter as intinerant ar:t specialists.

Gordon Tovey as National Advisor of Arcts and Crafts, did much at this time tc promote a form of
discovery learning through creativity with pupils at selected Maori schools in the North Auckland
region. Art, song, dance, mime, poetry, creative writing and even maths, were taught using and
developing an understanding of the pupils' own environmental and cultural background. It was an
exciting time that Maori itinerant specialists had much to contribute to, and children took pride
in using and developing their skills with thincs familiar to them culturally, which alsc enabled then
more readily, to relate to the bases of education through the state school system. In conjunction
with Pine Taiapa and Gordon Tovey, selacted Maori itinerants also worked at means of introducing
Maori Arts and Crafts into primary scﬁcols, although the emphasis still remained in practice with
those schools catering mainly for Maczi zhildren. Ar: teachers at the secondary school level, whilst
trving to develop amongst pupils an appreciation of a broad visual arxts progrzmme, did net as a
matter of course include areas of the Maori arts and crafts, although some few of the Maori teachers
did incorporate some aspects of such work into their general programmes.

The influence of many of the artist/teachers trained during this period has haé an effect educaticnally
in Maoridom, although not through programmes adczted on 2 national basis as a part of the educzticn
system. Of note has been the work of such artists and teachers as Para Matchet: and Cliff Whiting.
Both have worked with various Maori cemmunities, helping provide a stimulus azd rejuvenation in
reinterpreting traditional svmbols and mozTiZ

Zs iz works of power and delicate beauty, such as in

the murals designed for Whangaparaca andé Kin;o*= (Ngaruawahia), where elements of painting, weaving
and carving have been incorcorated. Traditionzlists have not azlways taken kizély however to such
innovative works. \

In the schools, although provision has besn made for "Maori Ar:i" within courses on New Zealand art

at a senior school level, there is little thaz relates it culturally at other *"an a superficizl
level., Trying to overcome this handicap s la~ ancecly is Armoléd Wilson, ancther Maori teacher/
artist and fine arts graduate from the mid 1953's. Since 1975 he has been invelved as director with
the promotion of the Cross Cultural Community _“xolvement Arts Programme, which sets out to foster
cross cultural understanding through the arts to enakle Macri and Pakeha to learn more of their-
heritage and positive values of their society. As seen by Peter Boag, at the time Assistant Diractor
General of Education, who set it up, it is a means for using arother language, another total ecucational
experience, a catalyst for achieving a whole range of education aims. It enrakles appreciation of
cultural diversity rather than stxict adherance tc the status guo of mono-culturzl bias in education,
in itself reflecting society at large.

Selected pupils,‘together with teachers frocm Arc and English Departments from usuzlly 5 regicnal
schocls are taken to selectad marae. The tangatsz whenua are agproached for their views on an ax:s
marae experience and so a hasis 1s established for an exchange of ideas and commuenication betwesan
people who previously have often had litzle in ccomon to share. Over three cavs, histories, myth
and legend pertinent to the area are relatad ané discussed. These form a basis for murals which
will be commenced on tihe mzrae, finished at the respective schools, and then returned with much
ceremony to be presented to the tangata-whenua ané the marae. Material will Ze provided by the
scheols, equipment by the Zducation Department, and hospitality and manaakitanca by the hosts. Cther
areas of expression are also encouraged through dance, drama and creative wrizing. Much more will
have been learnt than the weaving together of matarials. The occasion will have provided the msans
for dialogue between Peoele of different culiurzl experience in mutual archa. Out of difference
something new and exciting is produced thzt is 2 permanent reminder to particizants and those who
visit the marae.

2 scrmething of taha Maori throuch arz, it must be within
encugh to present pattern and zctif and say "this is
Zoxr educating children in this area it must be dene
with sensitivity and in context. Arncld & s pregramme indicates that it is cossible. Yet mere
needs to be done in educating those who will in turn become educators. Courses at all teachers!
colleges involving art and Maori stucies Zepa-tments, with traditional and cecnzemporary aspects of
Maori Art, should be availsble. BAdditicnaily a continuing dialogue between zr=ist teachers and th
Maori community should nct be neglected, lest that which is there in richness and diversity shall not
be found.

If any educational prograzme is to incorooras
a framework related to its source. It is nect
Macri Art”. If schools ars to be resuows izie







PROPOSAL 'TO THE EDUCATION DEPARTMENT FOR NEW OPPORTUNITY SCEOCL Dr R J Walker
Chairman
Auckland District
Maori Council

INTRODUCTION

In 1974 the Auckland Secondary Schools Principals Association in conjunction with the
Buckland District Maori Council advanced a proposal to the Education Department for a New
Oprortunity School. The proposal was an innovative response to the problem of large numbers
of children who were defined as being "at risk" in secondary schools across the Auckland
Metropolitan area. "At risk" meant children who were truanting, facing suspension or
expulsion and not benefitting from conventional school programmes. At that time, a cursory
survey revealed that there were 272 children who came into the category {see appendix for
the original proposal).

The Department accepted the proposal but implemented it in a considerably modified form as a
single Opportunity Class in an existing scheool rather than as an independent schoecl. Seddon
High School was selected as the location for the Opportunity Class. After two years of
operation, the class has proved that the philosophy and educational theory underlying the
proposal are sound. An added spin-off is valuable experience gained by two teachers working
an innovative programme with recalcitrant "at risk" children. The teachers have learned many
lessons from operating the programme under the constraints of a pre-existing institution.
They feel that a stage has now been reached where the Opportunity Class should be extended
and separated ocut from Seddon High School as an Independent New Oppertunity Scheol.

Recent events in South Auckland where charges have been made of racial discrimination in
the suspension and expulsion of children indicate that the problem of “at risk" children
is still with us. The lessons learned from the Cpportunity Class Project now need to be
more widely applied than they are at present.

We believe that the dysfuncticn of schools for large numbers of children are structural and
personal in nature. When these matters are resolved as they have been in the Opportunity
Class, truanting and aggressive behaviour are reduced and children make more positive
adjustments to learning, even to the extent of remaining at school or returning to normal
prograrme.

Although the Opportunity Class is a success, teachers have philesophic doubts about the
validity of their role in the project. Their personal cemmitment is to creativity and
ecucational innovation. To providée for the social, emotional and educational needs of
children. But in pursuing these ajms they run the danger of being seen as an ambulance
operation, putting bandages on chiléren who have been hurt by teachers or the system. It is
for these reasons that in Independéent New Opportunity School is seen as desirable.

A TENTATIVE PLAN FOR A NEW QPPORTUNITY SCHOCL

STUDY GRQUF Messrs A Tahana, T Curtis, R Kora, R Walker

1. STRUCTURE
(a) PROJECT DIRECTOR Mr R Scott, Education Department

(b} ADVISORY COMMITTEE R Walker, V Penfold, T Curtis, A Tia, E Wineti, D P Walker

(¢) CONTROL Project Director to be chairman of the Advisory Committee.
Teaching staif to have direct acszess to the Project Director or
his deputy. The Advisory Committee to be in loco Board of Governors.

{d) STAFF Four teachers - two male and two female. The senior teacher to
’ be at PRl or PR2 status, the others at assistant level. Staff

selection is crucial to the success of the project and should be
engaged before the school-is established. The following criteria
should be kept in mind in the selection of stafi: male - female
balance, academic balance, i.e arts and science, community strength
i.e. ability to work with the community. Ability to establish
rapport and empathy with Polynesian students; some work experienca
outside of education; flexibility as a teacher i.e. ability to
teach a range of subjects.

A 1:20 teacher-pupil ratio is suggested for the first four teachers.
After that an additional teacher should be appointed for every 15
pupils added to the roll.

2. SELECTION OF PUPILS

t is claimed that potential "at risk" children can be identified at intermediate school. If
this is possible then they should be admitted to the school at the third form before they
become casualties of the conventional system. So that the project is not to be seen or used
as a sin bin for recalcitrant children, casualty or "at risk" children from the third or
fourth form nominated from contributing schools in the projects catchment area should be
carefully screened. The screening process should filter out mentally retarded children or
children with deep-rooted psychological disturbances. At risk children who are not benefiting
frcm conventional programmes but with some unrealised potential are suitable candidates for
aémission. Experience with the Opportunity Class at Seddon has shown that senior teachers have
conceptual and status misconceptions about the appropriateness of referring children to the
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Opportunity Class. Remarks such as "he's too clever”,"he's not that bad" or "he won't get a
'proper' ecucation” indicate the difficulty some teachers have in making the conceptual shift
from conventional to alternative education. The consequence of a close identification with

a conventional school is that a considerable amount of teacher energy is drained off in'public
relations', justifyiag the project, answering guestions or allaying criticism.

3. ADMINISTRATION

Depending on its locaticn a New Opportunity School should come under the adninistration of 2
Secondary School Board of one of the contributing scheols in its catchment area. Although
that school should have responsibility for cavment of salaries, secretarial services and the
administering of incidental expenses and special grants, the project should not be merely

an extensien of that school. fThese administrative arrangements are suggested as a matter oI
convenience, or as an interim measure until a more suitable structure is evolved.

4, COST

Beside the main cost of salaries a special setting-up grant is suggasted. OCnce the project
is established then it shouvld function on normal secondary school grants.

S. LOCATICN AND CATCEMENT AREA

The study group has looked at the Bayfield School site now occupied by the Polynesian Advisory
Centre. Unvsad classrcoms at this Centre may serve the purpose of the proiect supplemented

by two relccatable buildings on the grassed area in the rear. This location would have in

its catchment area a substantial Polynesian c¢lientele (though not exclusively so) from Sedden
High School, Mt Alber: Grammar, Auckland Girls® Grammar, Avondale College and perhaps Mt Roskill
Grammar.

6. EQUIDMENT

student benches and stools for group and individual work purposes, teacher desks, six tvpe-
writers, six tape recorders, two recoxrd plavers, three radios, six quitars, one photocopy
machine, one slide projector, one film projector, six instamatic camerzs, two banda duplicators,
one gestetner, full supply of art material, householé utensils, pots, pans, crockery, cutlery,
two stoves, one refricerator, two telephones, one overhead projector.

COMMCN RCCM

A common rocn to serva both staff and students and to double as an informal seminar room and
a place for meeting with parents should be Zurnished with setises and easy chairs as well as
tables andé chairs.

7. ATMS
{a) To provide an altsrnative education for children "at risk" in convencienal schools.

{b) To develop educational programmes arising out of the needs of children and the realities
of their life axcerience.

(¢) To relate childran to the broader community outside their home and school where they will
fulfill themselves as future citizens.

8. PHILOSOPHY

This school will begin with what the child brings from his home and life experience to the
learning situation. With this as the starting point it is possible to establish a school
based on a thilosophy of success for all. In conventional schools, many children withdraw
or opt out because o constant failure. They have low morale and self esteen and build a
defensive wall of "can'ts" about themselves. They have a lack of conviction in their ability
to control their own lives and destiny.

With an aternative school such as the one envisaged it should be possible to davelop educational
methods andé programmes consistent with the home backgrounds of the children. The school wiili
also enabla an impor<ant conceptual shift to ke made from the individual cecmpetitive exclusive
mode of behaviour emghasised in European society to the cooperative inclusive mode of Polvnesian
society. This inclusive emphasis will move outwards from the primary group of the school to
bring in the parents and ultimately to embrace the whole community.

Parental involvement is crucial to the educational success of children eithar as models or as
supporting participants. At present Maori and Pacific Island parents thinx they have done their
duty by sending their children to school everyday. They expect them to gain school certificate
with no other catribution from themselves. Therefore the inclusive philsscphy will aim to
create a whanau (family) and marae type situation where parents come intc school so they can
appreciate <he difficulrties children have of coping with mathematics, English, science anéd so
on. This way thev can develop more realistic expectations for their childran.

9. PROGRAMME

Assuming tha:z the largest proportion of chiléren for whom the present school system is
dysfunctional will be Maori, Polynesian ané disadvantaged Pakeha children, a tentative
programme fased on their social, emotional and cultural needs is offered. The programme
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must be tentative since it can only be planned in its final form after some experience with
the children.

{a) IDENTITY AND SELF IMAGE

Children who are likely candidates for the New Opportunity School have a high probability of
suffering from low self-esteem, a negative self concept (I'm only a dumb Maori) ané perhaps
an identity problem. (onsequently considerable emphasis will be placed in the programme on
the development of a positive self image. Bicultural ané multicultural values will be
emphasised to counter low self esteem arising out of marginzl or minority group status. To
this end, parents, successiul adult models and resource pecsle in the community will be
brought in to contribute teo the programme whenever possible.

{b) MYTHOLOGY, TRADITIONS AND CUSTOMS

Maori and Polynesian mythology, traditions, customs, maras eticuette, music, speech-making
and language will be taught as important aspects of identiiv and social well-being. Where
possible, resource people from within the community will be broucht in to contributs to the
programme. :

{(c) MAORI CRAFT

The significance and symbolism of Maori carving and decorative arts such as tukutukn panelling
will be included in the programme to add to the development of cultural identity and a sense
of personal worth. Practical work in basketry, weaving ané carving especially as they relate
to urban marae projects will form an important part of the praogramme. :

(d) ART AND SELF EXPRESSION

The programme here will include dancing, painting, poetry and prose writing, acting and
music. Adult models with whom the children can identify will be brought in where possible
to contribute to the programme.

(e) ENTERTAINMENT

A good deal of Maori talent finds outlet in the entertairment field. Although professional
entertainers are not accorded the same degree of prestige as other professicns, it is a well
paid career and should not be ignored as a potential career.

(7} GROOMING AND DEPORTING

"

A5 a preparation for entry into the world of work, pupils nesf training in grooming, manners,
charm and deportment. ‘A

(g) ILAW AND TEE INDIVIDUAL

Children need to know how to survive in modern society, thew need teo learn abcut civil righis,
the judiecial system, legal , the laws regulating contracts such as hires purchase agreements,
time payment, insurance ete.

{h) TRADE UNIONS I

¥ost of the children for whom this programme is envisaged ars akout o enter the worid of
work. A good many of them will probably take up semi-skilled or unskilled work, therefore
thev need to know something about the trade union movement, industrial bargaining, the
arbitration court, wage orders, conditions of work etc.

.

(i) CONSUMER RIGHTS

Pupils on the threshold of adult life need to have competencs in budgetting, form-filling,
opening a bank account, buwving a house, Rent Appeal Boards, tuying a car, insurance, mortgage,
interest rates, credit unions, bulk-buying, co-cperatives ez:c.

{3) BUSINESS MANAGEMENT

Cccupational opportunities, personnel selection, the structurs of a business corporation,
Cooortunities for prometion. -

{x) SEX EDUCATION
I

The programme in sex education will be left to the discrazion of the teacher.

(1} RECREATION AND SFORT

In addition to the benefits of a healthy body and a healthy =ind, sport is one arez where
success can enhance the self-concept of the individual. alzhouch there is litile ozportunity
for professional sportsmen in New Zealand, amateur sport does orovide a wide range of social

cocntact that sometimes afZfect the life-chances of the indiviival.

{m) FIELD STUDIES

A suitable orientatiorn Zor pupils entering a New Opportunity Zchcol can be provided by

living on a marae for a week. Such asn experience will help rasclve identity problems and
establish the relevance of the Maori language. Follow uz Ziald studies will give pupils the
opportunity to take resconsiblity for planning, raising morey, managing financial arrangements,
writing letters, keeping records, etc. One of the aims of such field studies will be the




1l

social aspect of giving and receiving visitors and learning the value of reciprocity. Whenever
possible pupils will be taught to reciprocate, to give something kack to the community in cash
or kind, e.g. painting and renovating a marae, tree planting and Ceautifying a marae, etc.

{n) WORK EXTERIZNCE

As part of their preparation for life, students will be given work experience in as wide a
range of occupations as possible. To this end there will be liaisen with schoels and
teachers whe at present operate work-experience schemes for slow learners. By the time he
leaves the New Opportunity School it is to ba hoped that the student can exarcise some
degree of choice as to the occupation he will follow.

{o) ASSESSMENT

Since this programme aims to socialise students rather than to ezuip them with credentials,

the programme will have to be assessed differently from the convenzional method of testing

and examination. Students will have to be assessed on gqualitativa criteria such as socia-
bility, cooperation, stability, independence, initiative, work habits, reliability, punctuality,
attendance and the development of social skills of leoking, listening and speaking.

(p) RETURN TO MAINSTREAM

The minimal aim for all chiléren will be functional literacy and usz of number. However,
challenging programmes will be devised for children capable of doing more. For those that
show develesment in an academic direction there will be provisics to return to the academic
mainstream i it is desired. But the point of reentry has to ze chossn with care. Experience
with the Oprortunity Class at Saddon High School indicates that children returning te the
mainstream Zor selected subjects reencounter former diffjculties. These include alienation,
teacher personality clashes, loss of group support etc. Perlhaps 2 system of visiting special-
ist teachers to the New Opportunity Class may resolve the difZicuitw. This way the child's
environment remains stable while the teacher moves from one place to another.
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whers different values confront the individual, he faces conflict which may so bewilder him
that he chooses the worst of both, or one to the detriment of the cther.

The programme then must resolve this conflict firstly by teaching pupils what it is to be

Samoan, Maori etc., through knowledge of the language and culture of each race, and secondly
by poining cut the inherent worth of the values held by the respective races.

. Communication

Inability to commnicate easily and effectively is a further distinguishing feature. It is

not simply a preblem of poor English but scmething rather more complex imvolving the two factors
already menticned (esteem and identity) as well as other, for exarple a lack of familiarity in
mixing with adults or in adult like situations. As for speech itself, it is frequently
interspersad with phrases such as 'you know', 'um, er', as well as gestures.

Self Expressicn

Along with poor commmication is pupils' inability to express themselves, especially in
socially-acceptable ways. This is perhaps one reason for the general fristration of many
of these ruzils who can achisve little by wav of self-satisfaction or who have no outlet for
their feelings and i¢eas. Education in this area becames increasingly irportant when one
considers the greater amount of time available for recreation and leisure activities.

Relevance

Much of what the school has to offer has little relevance o the real lives of these children.
Scheol for most of them is what begins at § and finishes at 3.30 so there is wery little
carry—over from school to hame and vice-versa. Furthermore many of the sre-recuisites to
schooling, such as extensive reading, discussion etc. are not part of the pupils' hame life.
Thus they So not appreciate the need for the kinds of schools and knowledge that the scheol
tries to pe2ss on. It is not surprising therefore that their motivation is veryr low.

PHTLOSCEHY

Tre principles just mentioned, on their own are insufficient to bring sbout the constructive
develogment desired for these pecple. They need principles to be incorporated imto an overail
framework that integrates them, provides direction for their proper develomment and ensures same
system of evaluaticn, this overall fremeveork will alsc determine methods of teaching and learnisg,
‘class tcne, etc.

1.

Cultizral Differences
That cultuval differences need to be understood, accepted and respectad by children and
teachers., This has previously been fully camentad on
Sccial Orientatiem
That all activities be structured towards conmmity bettevment. Rather then individusls
coroeting acainst one another for rewards, that each cocperates towards comon goals wiich
will ultimarely benefit the individuals concerned,

»

. Democratic Parricipation

That al! pupils be responsible for the organization, planning, implementacicn and evaluaticn
of class activities. There must be full consultaticn if the principles laid down are to be
achieved.

. Leaming

That wider avenes than the traditicnal leaming methods be used. This mesns such things as
group projects, use of ountside personnel and resources. eatc.

SCHEME OF WORH

English (a) Zor commmicaticn

Listening/understanding/speaking, planming, letter wring, telechening, interviewing,
discussion, conversation etc

(b) “or self-expression, creative writing, poetry and poetry writing, Ifterature, song
writing

() English as required-in all subjects e.y. making and presenting recorts

(6) Improving and exterding reading - throuch use of the library, radio hroadcasts,
individualised reading programes,

Macri (a) Language - spoken and written

{b) Culture - customs, history, myths
{c)} Fresent-day Meori life
(d) M2ori - current events

Machs {2} Social maths, percentages, interest, understanding of statistics, measurement,

arithmetic
(b) Machs as it affects other areas of study - e.g. corpass work
(¢} Individual maths according to interest and ability

BE Health Fitmess, food, exercise, alcohol, drugs, swcking, hygiens, mediczl agencies

Leisure activities
Games, sportsmanship, tactics e




Social Studies:

Music: (2}
(b)
()]
(s}
Art & Craft:
Civies:
Vocational:

Special Projects:

History and geograchy of Nz and the Pacific. See also Form 3 and 4 Syllabus
as well as special projects. Curvent affairs

Cultiural

Instrurental

Music-making -~ songs ~ carposing tunes
Appreciation - introduce other music besides oCp
Drawing, painting, printing, modelling, caris

Taxation, budgetting, insurance, superannmua~icn, accident compensation, consumer
rights, real estate, trade unicns, mass meciz, cars :

Introduction to range of occupations by Vocaz=ional Guidance officer plus selected
work experience where available

1. OQutdoor education, e.g. Huia/fhatipu
2. Orakei Maras - reqular weekly visits to learn tukutuku, ki= making, kowhaiwhai painting,

carving

3. Law and ordexr and enforcement. The work of the rolice ans other law agencies, the courts,
penal institutions .

4. Religions - a comparative study

5. Medical institutions e.g. Carrington hospital - its aims, methods and organization and how

we can help

6. Trade Unions - their aims and organizatien - how they serve the emploves

7. Mass media

{a) Newspapers and how thev work :
{b) Broadcasting - radio, TV - special services of Mr Haaws Williams with the class
making its own radio programme

8. Democracy

(a) Local bodies - City Council, ARA etc., rates, town plzmning, conservation, services etc
(b} Central Goverrment - political parties, parlimment, czbinmet, seleck cammittees,
* legisiation, requlations
(¢} Campaigning - elections, electoral roll
9. Government Departrents and Semi-Government Corporatiens. How they work, field covered,
how they rslate to the individual, citizen.
10. The Voleanoss of Auckland, gealegy, history, urilizaticn, ccnservaticn, Mzori history
: associated with them
1. Other projects as decided ubon in consultaticn with the clsss.
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Kohanga Reo: The Foundation for Kaupapa Maori and Educaticnal Change T Roa
Otara

Te Kohanga Reo has to a greatb extent arrested the fear amongst a large number of Maori people
that their language is dying. The fear that now arises, is where do our yourc go to frem

there. The present schooling process is c¢learly inadegquate in develeping further the linguistic
competence of Kohanga Reo graduaies.

Basic Statements:

1. The whole nature of schooling including staffing bureaucracy and red tape makes significant
cultural change an extremely slow, frustrating, exasperating business.

2. Tt is the place of the schocol to transmit the culture of the nation. Mzori is the octher,
often neglected main cultural heritage of New Zealand. .

3. scheools should be places whera human relationships are given priority.
4, The potential of young Maori is barsly touched upon but is nevertheless vary real.

5. By returning to many traditicnal Maori wvalues in parinership with parents, kaumaatua and
community perhaps young Maori petential can be realised.

Principles:
1. Maori means must be used to achieve Maori ends.

2. The mandate for all Maori preogrammes must arise f£rom co-cperation with pazents, comm nity
and in particular, kaumaatua.

3. There must be parity in decision-making.

4. Maori attitudes; values; cultural skills and most impor:tantly, language must be taught in a
Maori way.

5. Priority must be given to developing Maori children's self-image and concezt by bombarding
them with success primarily baseé on achieving Maori things in Maori ways.

6. Programmes of work builé on

+he strengths children bring with them to schcol by discarding
racist models of cultural dapr it

iva=ion ané linguistic deficiency.

7. The marae must be seen and usaé 25 a naturzl complement Lo the school (and, in axransicn
to the total community).

8. Maori must be seen as par:t o the cultural heritage o ALL New Zealanders.

Recommendationsg:

Societal

That Maori be recognisedé in law as the other official, national language of New Zealand.
That the Media reflect more accurately the bicultural-bilingual nature of our society by:

- establishing a Television Production Unit to produceé programmes in Maori (cZ Te Karersz)

- preducing Radio and Television programmes which reflect Maori wvalues and language in 2
style designed to capture children's imaginations (cf Korero Mai)

- producing Maori Radio s:tations in the major areas where Maori live.

-~ carrying a percentage of all news, advertising and features on and in Maori

- establishing Maori Advisory Units

That a permanent Trustee/Commission be established with resgonsiblity for preserving and
promot1ng the Maori languacge.

- o —m

That Maori people themselves be encouraged to use Maori language functionally in all ars=as
of society and educatiocn.

That all poébible efforts be made to encourage the majority culture to accept the biculturel
reality of New Zealaqg_fgffety.
Schools

That the construction ané decor of schools represent aspectis of traditional Mzori values,
arts and crafts.

That ways and means of permeating Maori values, attitudes and language into all aspects oI the
life of the school.

That mature Maori be recruited and retrained to £ill officially recognized and paid guidance
and advisory roles.

That Form I - VII schools be established in place of the existing Intermediat=~Secondary
structure.

That the Area school concept of Infants-Form VII be experimented with in Urban areas.




Primary Schools

That the concept of the 'Native School' be reinvestigated to cater for graduates of the
Kohanga Reo.

That 'Bilingual Units® be established in selected Primary Schools strategically located
so that they are accessible to children presently attending a number of Kohanga.

That the Education Department establish a register of all those fluent in Macri who woulld
be able to staff such units.

That these schools be designated 'Special Schools' under Section 98 of the Education Act
1964.

That where bussing is necessary, the Education Department pay for the service.
That staffing in these units be of competent, trained, successful teachers, Zluent in Maczi.

That parents, community people and kaumaatua fluent in Maori be actively recruited to
assist in these units as paid teacher aides.

That a liaison/advisory service be established whose task is to liaise beitween Kohanga
Reo, Primary Schools and Education services. Fluency in Maori is a prereguisite of the
officers in this service.

That the officers of this service be responsible to the Kohanga Reo Advisory Board.

Pre-Schools (Specific Immediate Concerns)

That part of the Education budget be channelled toward Kohanga Reo comparabia to that oI
the Kindergarten role.

That facilities be made available to train fluent speakers of Maori in princizles of
Early Childhood Care.
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] . MAORI EXAMINATION FAILURE . Ian Mitchell 22
) Hillary College
QOTARA

On 31 May 1983 The Hon Mrs Whetu Tirikatene-Sullivan MP asked the Minister of Education this
Parliamentary Question: :

"Is he satisfied with the way the New Zealand education system is meeting Maori needs2?"

Seven days later, on 7 June 1983, Mrs Tirikatene-Sullivan was favoured with this terse and angry
reply from the Minister: )

"Yes. Moreover, many Moari people have explained to me how angry they are with criticisms by the
Hon. Member that Maori young people do not perform adeguately at school”.

Nothing could illustrate the dilemma of Moari people better than this: an educated, intelligeﬂt
and deeply committed Maori politician finds that the Minister of Education

a) denies that the school system is failing young Maoris - when overwhelming statistical evidence
proves that it is.
b} blames her for trying to get the system's inadequacies recognized.

What happened to Mrs Tirikatene-Sullivan in Parliament on 7 June 1283, happens to young Maoris

in New Zealand secondary schools each year: they are failed by a system which does not recognize
their culture or their needs - then they (and their parents) are blamed for failing. It is truly
a classic example of the 'Victim Blaming Syndrome'.

It is very difficult to see how the Minister of Education could actually claim that he was satisfied
with the way in which the education system was meeting Macri needs when the most cursory examination
of the pass/fail statistics reveals a long-term and continuing record of abysmal failure. And these
statistics are provided by the Minister's own Department.

In 1980 64.1% of Maoris left scheol with no qualifications. Only 27.8% of pakeshas left without
any gqualifications.

In the same year, only 9.3% of all Maori secondary schocl students lefit school with University
Entrance, or a higher gualification - 34.3% of all pakeha secondary school students left school with
University Entrance or higher gqualifications.

Put differently, the picture looks like this. In a rural secondary school of 790 students, 527
are Maori; 263 are Pakena. 90 of the Pakeha students, but only 49 of the Macris will leave school
with Universiiy Entrance or higher - even though there are 264 more Maoris than Pakehas in the
school. 337 of the Macri students in this school, but only 73 of the Paksha students will leave
the school without any gualifications at all.

Looking at the most recent Scheool Certificate Examinarion statistics available, the results are
even more horrifying.

In 1982, 69% of the Maori candidates for School Certificats failed the examination papers they sat.
Only 43% of the Pakeha candidates failed the papers they sat.

Looking at individual subjects, the picture becomes even bleaker. In Geograrhy 2693 Maori candidates
sat the examinaticn: only 689 passed - a failure rate of 74%. The Pakeha Zailure rate was much
less - 45%.

In English, 6197 Maoris sat. 1,700 passed - a failure rate of 73%.
In Science, 2753 Maoris sat. 953 passed - a failure rate of 66%.
In Maths 4380 Maoris sat. 1583 passed ~ a failure rate of 64%.

and in the supposedly non-academic subjects, the pattern is worse, not bectter.
50 Maoris sat Agriculture. 8 passed - a failure rate of B4%

763 Maoris sat Home Economics. 121 passed - a failure rate of 84%

515 Maoris sat Engineering Shopwork. 93 passed - a failure rate of 82%

306 Maoris sat Clothing. 37 passed - a failure rate of 88%

It is unthinkable that the Pakeha majority in this country would tolerate failure rates like these.
If Pakeha students got consistent failure rates of 82%, 84% and 88% in natiocnal examinations, the
examination system itsel? would be very quickly blamed and either abolished, or adapted to ensure
Pakeha success.

This situation is not new. Since the 1970's experienced secondary school teachers like Bernard Gadd
of Hillary College, Otara, and concerned groups such as Auckland District Maori Council have been
drawing public and political attention to the social harm that School Certificate is doing to

New Zealand society as a whole. But despite the official Department of Education assurances that
the Maori education situation is improving the annual School Certificate pass rates show that this is
not so. There has been no overall or significant improvement in the past ten years.

This is tragically ironical when one recalls the Hon Ralph Hanan, then Minister of Maori Affairs, saying
in 1962 on the establishment of the Maori Education Foundation, that his aim for the MEF was "...to
have equality of educational attainment between Maori and non-Maori in this generation.

21 years later Mr Hanan's dream is still just that - a dream.

Nor is there likely to be an improvement because all School Certificate is, is a good measurement

of cultural difference. It sorts out very well those students who do not share middle-class Pakeha
cultural values and attitudes. Tama Werata puts this aptly in an article in the October 1983 editien
of TU TANGATA.
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There are two main reasons (for the failure of Maori students in the
School Cerxtificate examination) The first is that the School Certificate
examination papers are set as i evervone belonged to a conventional
Pakeha family, one or more wage-earners, your own house and section,
the family celebrating its birthdavs, going off on holidays, buying
expensive household equipment, reading magazines like the ‘Listener’',

. and spending its time chattinc a2-out these things and the experiences
to do with this way of life.

Hardly any of the exam parers even mention anything to do with Maoris

or Polynesians. And if they do, it's just as likely to ask the candidates
to do strange things, such as when and English exam asked students to
write a story as if it were a railio commentary on 2 tangi...

dowevex, Pakeha teachers and educaticnal administrators will not accept the inherant cultural bias
of the examination that allowsr the childrsn of their culture to succeed. Instead they resort to
the 'victim Blaming Syndrome' menticned ezzlier in this paper, and either state directly or imply,
that Maori children fail School Certificatz in such unacceptably high numbers because they are lacv,
or linguistically disadvantaged, or poor learners - none of which, of course, is the least bit troue.

ki

Further, after ten years of fightincg for, but failing to get, Maori underachievement in School
Certificate taken seriously by the Depa:t:ent of Educaticn and successive Ministers of Education,

it is very tempting to accept the Marxist analysis that an "uneducated proletariat" is essential

for the survival of the capitalist svstem; that the existence of such people makes possible the
continued provision of a cheap labour forcs for lakour-intensive industries, and that Maoris provicde
a cenvenient source of such labour, havinc been stamped "Failed" by a culturally foreign educatien
system. Even though this analysis scunds extreme, it is difficult to see any other reasons for

the persistence of anr examination system which serves Maori needs so poorly.

It has also been extremely difficul: to get the education establishment to acknowledge the harm
being done to New Zealand societv as a whcie by the continued failure of such high percentages of
Macri woung people in national examinaticns each year. My contention is that the education sysitan
and the opportunities for success that it offers are so pakeha-oriented, that the Maori child is
thoroughly locked into the failure cvcle Zrzm an early age, and his early "failures" (as defined
by the culturally-exclusive Paksha systex=) hecome a self-fulfilling prophecy confirmed hy the
ethnocentricity of the School Carxtificats axamination.

Certcainly the -statistics for child crime sugcest alienation and demoralization. "For childr

undsr 17 years of age the rate of d Mapor: males is nearly six times %Zhat for non-xao:i
malas, while the rates for Maori Zeszmzles zrs eight times greater than for non-Macri females. Tha
unfertunate fact is that by the tims cthev are 17 vears old, over 40% of Maori teovs come to the
atzention of the Children's and Younc Fsxscons' Court compared with only 10% of non-Maori boys.“1

The state education system, gearesd iz is tewards the failure of Maorxris, must take majox
responsibility for these alarming Put ancther way it means that Mazor: children ars giving
up ané turning to anti-socizl behavi 2rns, because the educational svstem does not oZffer
them a fair chance of succes - as it Zoes their Pakeha sisters and brothers. For toc many Maori
children attending school merely provifes them with a continual sequence of failure experiences,
culminating in the annual natiocnal Zzilure experience of the School Certificate examination.

I we accept that the School Certificata examination and the monocultural wview of the world which
it implies is responsible for what can oxnly be termed a naticnal erisis in Maori education, what
are the alternatives?

The answer has tolie in kaupapa Macri (Macxri philosophy) - in the increasingly prevalent s;ateme“_
being made up and down the country Iy voung Maori parents: "Give us back our children. We'
educate them!"

The model is already there in the Ts Xohanca Reo movement which has had unprecedented success in
the area of Early Childhood Educaticn. It is an entirely Maori initiative - being run by Mzoris

to meet Maori needs. It has come about through the energies and vision of the Maori people and,
some claim, has embarrassed the Minister of Education by taking off without waiting for him! Maori
pre-school education is now a glowing success story - once Maori people took responsgbility them-
selves for organizing it for themselves. ’

The model of Maori self-determinaticn in a3ucation needs to be extended beyond the Early Chilcdhood
areia, and many Maori parents are now ogeniy guestioning the wisdem or necessity of sending their
chiliéren on from Te Kohanga Reo %o tha lure-oriented Pakeha schools. Their reluctance is

accentuated when they see the overwhalminc success of people like Jerry Otimi in Mangere, and

= veung Maori.men and women become successful in terms of
workers and entrepreneurs {and all with youngsters who had
" zv the education system!)

Rakaihikuroa Whaanga in Otarxa, of hsip
economic independence as self-emplos
previously been labelled as "failur

if

[
1]

The new Semand of Maoris for the

crovide appropriate education for their own children can
best be summed up in these words =

sa lkyard-qaraw1ral

Next to white man's chris the Pakeha education system has Leen the most
influential propaganda machine. It has helped blur our vision and has imprisoned
us in a state of despalr. Te Z2zauranga Pakeha (Pakeha education} is so entrenched
in our history and lifestvrle its hard to shake off.

We have a hope-hate relatlionshic towards pakeha education. On one hand, we hope our
kids will stick out schoel, we zcze one of our kids will pass School Certificate.
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We hope that cne day enough educated Maoris will influence change in all the
institutions. We hope. We hope.

it fails us, it demoralizes us, it brainwashes us, it makes us fesl dumb,
it tears away our self-respect and it belittles everything Maori.

On the other hand, we hate the Pakeha education system because its racist,

The examination dominated, failure-oriented Pakeha education systam is the social agent most
to blame for the malaise among young Macris., It has to go.

Kei te tutehua te mce a te Iwi, i te po, po raru ai.
Ka ac! Ka ao! Ka awatea! :

(The people are slumbering in the night in which they were
deceived. But now it is dawn: the davlight glimmers)

1. Hor Whetu Tirikatene-Sullivan MP. Annual report of Maori Policy Council of NZ
Labour Party Annual Conference 4 September 1983,
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ENGLISH, SCHOOLS AND MAORI STUDRENTS B Gadd
- HILLARY COLLEGE

The aim of all mass systems of schooling is to inculcate obedience to the ruling groups of a society
and to teach conformity to their standards of social behaviour and to their major values. In overtly
authoritarian nations you can see this clearly, for behind the teacher stands the man with the gun.

In our country, behind the teacher stands not a soldier but the psychologist, secial worker, policsman,
borstal warden or the Social Welfare Department bureaucrat.

In Western civilization dissent and unorthodoxy are. a recognised paxrt of the wheole. Ané our schocls
too provide some alternatives to the main schooling system. But what the scheol gvsten will not
tolerate are children whose backgrounds have eguirped them with values and goals which flatly contradict
those of the dominating social and cultural group.

All of that may seem a long and dogmatic intreduction to the topic of Enclish lancuage teaching in the
schools. It is not. The major means by which schools seek to manipulate and control the children of

socio=-economic, cultural, and llngULStlc minorities is to insist upon teaching the=, and teaching them
in, the language of the naticn's ruling social classes.

Our society is one of those that has social classes. Each of us as individuals ternds to mix chielly
with people of similar backgound and social status. These are the people we fael most comfortable
with, these are the people whe include our family, the people who don't have to have our needs and
hopes spelled out to them, who appreciate our jokes and the meanings behind our szoken words. These
are the people who share the vocabulary of our lives, who can punctuate our sentences with their
experience. These are the poenle whe talk with us, not at us. Of course, we all czn cormunicate with
other New Zealandexs. But it's not always easy for them to get right inside our werds or us to fully
grasp theirs ~ as youngsters at their first job interviews discover.

Can you imagine for a moment that you are a child or adolescent again? That you live in a suburb

which is wholely working class, mainly Mazori and Pelynesian? You do not speak Macri or a Polynesizn
language -much, but you respect the lancuages, and understand some key werds. When vou encounter middle-
¢class pecople it is usually outside of your home - teachers, shop-keepers, employvers — or they ars
official intruders into your home - police, social workers, Plunket nurses - or thay are on TV or the
radic.

You grow up in a community rich in social contact and cultural variety, rich in thz idezls of family
life even if the family is widaly scattered and the ideal is less often Tut inte tozal gpractice. It
is a life rich in the sclidarities of family, friends, groups, churches, coemmunity. It is rich i=n
Farticipation. But it is net so rich in money or the hope that things will chance cyeztly for th

better for the community.
A
The English you learn is your major or your sole language. It fits vour lifs exactlw.

Now imagine that you go to school. fThe English vor encounter there is the same languace all right,
but it fits another kind of liZe. It is a language that is rich in abstracs thinking, It is a
language that brings life te you not so much through people as through beoks ané zizturas ané symtols.
It is a language of indivicual striving. It is a language of polite behavienr, poliz uppressicn of
feeling, of guietness. It is a language that tells you to expect much boredom because 2's rewards
are not in the present but in some future time. It is a language rich in the vocabular: of things,
of money, of power or the ant_c1patlon of power, of personal ambition.

l‘b
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It is a literary language yet which will not offer literature about the places and the people you kuow and
love best. It is a language of tests. The TOSCA and the PAT tests sort out how ecducahis you ars in
the system. The School C and UE tests decide what your future will be. You will have scent mavbe

10 years at school all the time being told openly or silently by your teachers that your languace
means that you and your family and your culture and your community are not u2 to the ecucztion oflsred
by the school. And so you are not terribly surprised when you f£ind that the Scheol € or UE have Zfailed
yYou and your mates, even though you've worked hard and speak and write your English well. But the
English that you speak and write, right to the end of your schoeling, will be stroncly influenced tv
the English of home, of your Zamily, of your community - just as is the English useé by vour teachers
and examiners. The difference is that THEIRS is the sort of English the exams ars casicned to reward
even though it is in no way bhetiter than yours.

- Now, as parents-and adults, vou may wender why if this is so schools do not teach vour children the
English that will win them these school gualifications. The answer is that there arz no tricks, nec
school programmes - in spite of what some people would like us to beliave - oy means of which the
English used by the more priviledged can by readily acquired. You cannct simply 282 1z
language to yourself withou® at the same time altering your self. Because vou can
with other kinds of English-without moving emotionally or mentally or bodilv outside w
your home, your community, vour background, your upbringing. When you c¢hange as a ger
changes. When vour English changes - and remember that we are discussing those who Zav
only English as their languace - it is a sure sign of changes inside you. Languacge zn
indivisible, These are hard truths, but truths none the less.

= family,
n, your Engiish
virtually

Therefore, what Maoris have to ask themselves is, how much of our children's selves are we willingc to
pay out as the price of success in our present school system.

One can be Maori and succeed at school. One can be working class and succeed at schocol. But anv
success inevitably means that some assimilation towards the middle class and Pakehhs hocl has occurzred,
The difficulty is for any individual to be self knowladgeable enough to discover jusz:s what the changes
are that have occurred inside him or her.




Let me give a simple instance of the sort of thing I'm saying about the schools. Newspapers xnow
that the average reading level of the adult population is about a 12 year old's. Newspapers write
their stories at about a2 14-16 year old's reading level. They deliberately exclude those wheom
they think won't have the money to buy the wares of the advertisers who keep the paper goingc. OQur
schools have a similar attitude. They will not adapt so as to cater equally for those chiléren -
the working class and the culturally different children - whom the educators predict are not so
likely to éo well in their system. The kind of failure rate ocne gets in School C and UE Enclis
exams, for instance, are not the products of bad children or poor homes or uncaring parents cr
bad English. They are results of a system that refuses to offer equality of education in any -
meaningful sense whatever to all its students. :

When Ministers of Education repeat that it is a lovely system aiming to serve all pupils, ther mezn
that they know — who better? - what the svstem is doing toMaoris , Polynesians and woriking class
voungsters, and why and how - and they hope -that you will not f£ind out too!

English, then, turns out to be the main means bv which schools aim to assimilate children into ths
so called mainstream of our society, and the chief means by which they are rejected if ther orove
resistent to that assimilation.

Long may the resistence last! The measure of that resistence is a measure of the enduring 1ifs of
Maoritanga among our young people.
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ETHNIC BIAS

IN SCHOOL CERTIFICATE

Bernard Gadd

INTRODUCTION

EILLARY COLLEGE

The School Certificate system of evaluation is a central element in the maintenance of instituticnal

racism in New Zealand.

The current PPTA policy on Forms & and 7 evaluation aims to confirm this

contributien to racism, to make it sound respectable, and to give it the support and protection of
And as such, this pelicy utterly contradicts the PPTA statements
of alleciznce to the multi-cultural concept and opposition to ethnic discrimination in education.

the nation's secondary teachers.

EVIDENCZS FOR ETHNIC BIAS IN SCHOOL CERTIFICATE

Ethnic bias in School Certificate is readily demonstrated from official statistics, and is not

denied oZZicially.

1. The extent of the ethnic bias against Maoris can most easily be gauged by the percent of subiects

passad
All NZ candidates 1972 51.3 % 1982 4.3 %
Macri candidates 26.3 % 31.2 %
gap 25 % 23.1 %

2. The gersistence of this attainment gap ané its increase in some subjects can be seen from a
comparison between 1982 pass rates and those of 1968, the first year when Maori statistics became

available.

Maori Nen Maori NM-M Gap
English 1268 25.4 % 54.86 % -29.2
l9g2 27.43% 53.3%% =25.986
Maths 1968 28.8 % 47.3 % -18.5
1982 36.14% 59.75% -23.61
Geograchy 1968 27.4 % 52 % -24.6
1982 25.58% 53.12% -29.54
Maori 1963 50 % 16.7 & +33.3
1982 41.17% 44 ,.34% - 3.17

3. stazistics Zor DPolvynesians sitting Scheol Cartificate are not available.
has rafused every request to provide for securing such dazta.
Cpticns, designed specifically for the Islands, make interesting comparisons with Macri pass

The present Ministar
However, figures for the Scuth: =

in ths New Zealand School Certificate examinations:

1982 Pass Rates in the Four Major Subjects

English all NZ candidates 350.64% N 54,842
Maori candidates 27.43% N 6,197
SPO English 28.27% N 9,749
Maths " all NZ candidates 57.53% N 46,620
Maori candidates J36.14% N 4,380
SPO Maths 51.82% N 9,393
Science all NZ canéidates 59.06% N 31,017
Mapri candidates 33.89% N 2,753
SPO Science 32.75% N 1,151
Geograghy all NZ candidates 52.13% N 26,612
Maori candidates 25.58% N 2,693 N
SPQ Geography 30.51% N 4,658

4. It is not merely the overall pass rates which show ethnic bias.

\
The distrihution of grades

within subjects also show ethnic imbalance. All of thess examples relate to the 1982 examinations
ané show percentage of candidates gaining A and B grades in the three most popular subjects:

A grade B grade

English ~all NZ candidates 3.9 % 16.5 %
Maori candidates .79% 5.8 %

$PO candidates .78% 5.5 %

Maths ail Nz 4.7 % 17.2 %
Maori 1.03% 6.8 %

SPO 1.31% 9.73%

Science all N2Z 5.2 % 19.6 %
Maori .87% 7.4 %

SEO .7 0% 5 %

WHY ETEXNIT RIAS OCCURS

The reascns for ethnic bias in School Certificate relate to the purposes of the examinations and
te the tyze of ‘evaluation system. The examinations have since 1945 been devise to produce a high
failure rate - 47% of all candidates failed to achieve a School Certificate (English plus thres
best sub‘ect marks) in 1945,
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School Certificate marks are statistically manipulated into a normal curve of distribution or near

¢ 'gh. This implies that all candidates can be regarded as being uniform. Since every single
S._.ool Certificate examination is primarily a reading test of being able to interpret instructions
and layout, the examiners know before they set each year's paper that equity has already been
breached. New Zealanders are not ‘ethnically uniform and therefore are not linguistically uniform.
The PAT tests given in Form 3 predict what will happen in School Certificate. For instance, the PAT
tests in one multi-ethnic school in 1978 revealed the following:

PAT iest Maoris Polyvnesian Pakeha results
: n  mean §D n mean Sb n mean SD
"vocabulary | 137 19.06 1l5.5 78 18.69 16.83 86 30.22 24.07
comprehension 139 23.09 19.25 80 20.37 1B.54 83 29.72 22.55

In this predominantly Maori-Polvnesian and working class schoel, only about 2 cuarter of the
candiates passed in English, for -instance, two years later in Scheool Certificate.

In short, School Certificate reflects a school system which is mono-ethnic. Where voungsters
. are both working class and sthnically different, they are slated to fail School Certificate in
appallingly high numbers. :

SCHOOL CERTIFICATE AND SIXTH FORM CERTIFICATE

Sixth Form Certificate awards merely confirm the ethnic bias of School Certificate. And this in
turn merely confirms the ethnic differences already observable in Form 3 PAT results.

The PPTA aims to permit School Certificate unprecedented domination of the secondary schools. The
result can only be to produce further despair in many Maori and Polynesian and working class situdents
and thus to compound the problems of teachers trying te serve all their studants in equity and with
justice.

TABLE OF SCHECOL (CERTIFICATE PASS RATES IN
AUCXIAND SECONDARY SCHOCLS

Position  Scheéol English % Maths %
1. *St Cuthberts College (Epsom) 92.5 g8.2
2. *Diocesan School for Girls (Zzsom) 84.4 79.3
3. *Baradene College (Remuera) 81.5 84
4. Epsom Girls' Grammar 77.8 6
5.. Auckland Grammar (Mt Eden) 76.5 79.8
6. MacLeans College (Bucklands 3each) 75.1 79.4
7. *King's College {Otahuhu) 74.8 B3.6
8. *Carmel Ccllege (MilZorg) 73.3 82.5
9. *auckland Metropolitan (Mt Eden) 72 30.8

10. Westlake Girls' High (Takapuna) 7.7 14.5
11. Rangitoto College (Mairangi Bay) 69.2 72.3
12. Edgewater College {Pakuranga} 67.8 71.4
13. Mt Roskill Grammar 66.3 57.5
14. Lynfield College 64.9 68.1
15. *St Kentigern's (Pakuranga) 64.3 75.8
16. *Rosmini College (Takapuna) 63.7 67.9
17. Pakuranga College 62,2 863.5
i8. Takapuna Grammar School ) 60.7 70.2
19. Howick College 60.5 78
20. Graen Bay High School 60 56.6
21. *St Mary's College (Ponsonby) 58.7 65.7
22. Glenfield College 56.7 70.2
23, *Marcellin College (Mt Roskill) 56.6 61.2
24= *St Dominic's College (Henderson) 56.2 61
24= Papatoetoe High School 56.2 5l.5
26. *Marist Sisters (Mt Albert) 56.1 61l.4
27. Northcote College 56 £66.3
28= Westlake Boys' High (Takapuna) 55.6 77
28= ©  Selwyn College (Kohimarama) 55.6 62.6
30. *Sacred Heart (Glen Innes) 54.9 63.3
31. James Coock High (Manurewa) 54 85.4
32. Buckland Girls' Grammar (Newtcn) ‘ 53.2 56.4
33. *Corran School {Remuera} 52.5 32.1
34. Massey High School o 52.1 53.5
3s. McAuley High School {Otahuhu) 51.9 39.5
36. *St Peters' College (Mt Eden) 51.3 57.4
37. *Dilworth Collece (Epsom) 51.1 70.6
38. Homal College (for the Blind) 50

39= Avondale Collece 49.4 61.9
39= Long Bay College 49.4 56.2
41. Rosehill College (Papakura) 49.2 64.3
42. Glendowie College 48.7 66.3
43. Manurewa High Scheol 47.2 45.3
44. Waitakere College (Henderson) 46 60.3

45. *Liston College (Henderson) 43.9 66.1




46. *Kristin School (Albany)

47. Birkdale College

48. Kelston Boys' High

49. Onehunga High School

50. Rutherford High School (Te Atatu)
51. Aorere College (Papatoetoe)

52. Tamaki College

53. Penrose High School

54. Henderson Girls' High

53, Kelston Girls' High

586. *Seventh Day Adventist (Mangere)
57. Mt Albert Grammar

58. Papakura High School

59. Otahuhu College

60. *Da La Salle College (Mangere)
6l. *Queen Victoria School (Parnell)
62 . *5t Paul's College (Ponsonby)
63. Seddon High School (W Springs)
64. Mangere College

63. Nga Tapuwae College (Mangere}
66. Tangaroa College (East Tamaki)
67. Hillary College (Otara)

68. *Hato Petera College (Northcote)

* Private or church scheol

This table demonstrates the correlation between socio-economic status and the pass-rates

43.7
43.5
43

42.8
40.6
40.4
40.2
40.1
38.1
38.1
37.8
37.2
36.6
36.1
36

34.1
30.2
29.9
23.7
24.2
18.5
16.6
15.1

achieved by schools serving the elite of metropolitan society.
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48

62.9
53.2
52.7
59.2
22,2
58

49.1
44.2
53.6
32.2
54.5
42.9
53

34.6
49.4
34.5
45.8
50.7
23.4
31.2
56.9
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THE INCLUSION AND EXCIUSION OF MAORIS IN THE TECENICAL

INSTITUTE SYSTEM C M Paul
Apanud, Educatio
Centre

The Present Situation in Technical Institutes and Commmity Colleges

The Technical Institute system, although young and vigorous, and providing continuing education

for far more New Zealanders than other sectors of tertiary education, has with few exceptions,

made no provision for the emerging pluralism of New Zealand society. Some Institutes and Commnity
Colleges have attempted to meet a percieved need by using a small part of their staffing entitlement
for the fostering of bi-culturalism and milti-culturalism. The appointment of Louisa Crawly

is an example of far sightedness on the part of Christchurch Polytechnic.

A large majority of Maori and Pacific Islander students in the institutes are there because thev
are being sponsored by the Macri Affairs Department.

Cnlv about 40 tutors are Maori or Polvnesian {less than 2% of the total) and not many of these are
in administrative or senjior tutorial positions.

Few of them are engaged in teaching Maori language or Maori cultursl studies.

As a result of Maori initiative, intensive language courses were started at Wellington Polytechnic
in 1973 and these are also held at Auckland Technical Institute, Walariki Cammmity College and
Christchurch Polytechnic. Except for Hawkes Bay and Watariki, Macri art is almost non-existent.

Only a few institutes have modules on Maori or multi-cultural studies for their full-time students.

Many Councils have no Maori or other Polynesian representative

Proposals

1. Councils:
All Institute Councils should have a nominee of the regional Maori District Council.
Furthemore in areas of high Mzori population, and preferably in North Island Institutes,
there should be & Maori woman councillor.

2. Staffing:
(1) Institutes should aim to cbtain several Macri/Polynesian stafi menlers

(i1} In apoointing Maori/Polynesian staff there should be at least two recional
Maori/Polynesian on the interviewing panel - one from Regicnal Maori District
. Council and from Regional M W W L.
(iii) Tuteors in Maori/Polymesian studies should be appointed and there should be
an allotment of special staffing in this area

(iv) Studies of multi-culturalism should be a compulsory requirement for those

attending Tutor Training unit or undergoing other preparation for teaching
in Technical Institutes

(v} In-service courses conducted by qualified tutors should be given to Technical
Institute staff, who have had little experience at cross-cultural contact.
This is particularly important for tutors of Maori vocational courses, those
engaged in the Young Perscns Training Programmes for the unemployed, and for
zll tutors in regions with a high density of Maori or other Polynesian population

(vi} Counciilers and liaison officers should have special training and preferably
ke of Maori descent

(vii) Ex~Mzori Trade Trainees who are now qualified tradesmen, should he encouraged
to return as tutors in institutes

3. Students:

{i) Meori/Polynesian students should be encouraged to attend institutes ard once
there made to feel at ease in a tertiarv learning envirorment

(ii) Modules in Meoritanca and muiti-culturalism should be included in the course
of all full-time students and apprentices on extended trade training

{(iii) Cross~cultural experiences such as a marae-style welcame to the institute, visits
to local marae, or the holding of c¢lasses on maraes, should be available
to all full-time students and those attending YPTP and STEPS programres

4. Environment:

{i) Institutes should aim to have a Wharenui or a room with a bi/milticultural
atmosphere, e.g. kowhaivhai and tukutuku patterns, carved pare (lintels) and
samples of Pacific arts and crafts on display

{ii) Signposting in Maori and English and in other Polynesian languages where
appropriate for example at Manukau Technical Institutes
{iii} The Library in particular should have beoks and displays reflecting the multi-
cultural nature of New Zealand society and thereby enhancing its attractiveness
tc non-European students




5. Departmental Action:

(i) The appointment of a continuing Education Officer, preferably Maori, whose
sole or primary duty is to act as a Resource person for both the department
and institutes in this sensitive issue of promoting malti-culturalism

(ii) Caompilation of a register of potential Maori/Polynesian tutors in specialist
areas should be campiled and be aveilable to institutes seeking suitable
applicants

{iii) Provision of a special staffing alleowance for all institutes based upon the
proportion of Maori/Polynesian stidents within their catchment areas. (The
recent allocation by the Department of allowances ranging from .1 to .3 wes
a welcame initial move in this direction). Unfortunately, same institutes
did not avail themselves of the right to apply for this staffing and in any
case the total allocation was tco small to enable adequate coverage,
particularly in the areas of greatest need, such as metropolitan Auckland,
Waikato, Waiariki, Tairawhiti and Tai Tokerau. For example, Manukan Technical
Institute should have at least two full-time tutors, one Maori, the other
Pacific Islander, for this purcose. -

A special staffing allowance for:
(i) Counsellors, where thers is a high proportion of Maori/Polynesian students

{ii} Liaison with school and incustry where the Maori/Polynesian population is
greater than 5%

K

Conclusion:

Continuing education for the Maori is at present under-utilised, but must be rapidly utilised
by him/her as a source of potential develcrment fram the existing high unanplovment which
he/she suffers. Greater pressure must be made by Macri commmities through their Maori Councils
to ensure that they have representation cn institute councils, R E A P cormittees and Laboor
Department liaison conmittees. The initiatives must be articulated by Maoris in order to
pramote an awareness, amcngst these cocuncils and committees, that Maori taxes have contributed
to the provision of contimuing educaticn and thevefore such technical organisations should
reciprocate by providing the necessary changes advocated herein. )

A
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WA TATOU KURA MAQRI

(MAGRI EDUCATION 1IN CHURCH SCHOOLS)

PREAMBLE

It would appear upon examination that the introduction of Maori Church Boarding School irrespecrive
of denomination, the intention was more for the spreading of Christianity than the development of

a people who could contribute comstructively and positively to the well-being of New Zealand society.
In fact some critics saw Maori Boarding schoels as part of Sir George Grey's a-doury in strengthening
the foundations of assimilation. A policy considersd by him as the solution ito the Maori problem.
Grey subsidised the mission schools with his 1347 Education Ordinance in the hope of isolating

Maori children from the -

"demoralising influence of the Maori Villzges" and thus,
"speedily assimilating the Maorl to the habirs and usages
of the European',

A number of commentators believed that assimilation had attained its peak beczuse - -

Maoris were turned into brown-skinned Pakehas'.

This policy or course of action was also supported by the view that the rapid declime in Maori
population toward the beginning of this century encouraged forecasts of eventual extinction. Hence
the abondonment of the cultural heritage of the young Mazori was an inevitable outcome.

While these schools at their inception were not monoculturzl as far as developing Maori values,
cultural expression and identity were concerned, the idea of a monocultural soccisty was nevertheless
firmly planted in the minds of decision-makers as exemplified by their policizs., A society based
on the values and culture of the dominant group, in short, the pursuance of 2 Pakena life-style,

was also the prescribed goal for Maoris. Today, while the religious objectives have remained
embeddad in various forms in these.schools the monocultural expectation originally geared to
subordinating Maori cultural values to extinction, has done a complete flip. Today this complete
reversal has resulted in the Maori Boarding schools becoming the intermedizte nurseries of
Maoritanga.

RESEARCH IN MAQRI EDUCATION

A plethora of material related to Maori Education surfaced during the early and nid-sixties. It
is interesting to note that the bulk of such work was undertaken following thes infivential "Hunn
Report" in 1960, the setting up of the Maori Education Foundation under zhe Act of the same name
in 1961, and the "Report of the Commission on Education” 1862, Both the rzpox:is and the Act,
strongly hinted at the special provisions needed for the Maori child to achisve at a commensurate
level wizh his/her Pakeha peer.

I
-
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Unfortumately many researchers interpretsd the needs of the Maori as an inherent lack or deficiency.
Thus, most studies concentrated on identifying this lack in order to.define steps wnich could

be applied to "plug the gap. Under-achievement then became the baseline or premise that prompted
many a research study. It can be strongly argued that as a consequence of this deficit theory, a2
negative stereotype of Maori scholastic aspiration and achievement emerged. It is very difficult
to achieve a pesitive result from a negative base!

Two decades later following the Hunn Report and despite all the so-called wondarZu] research that
has been carried out the Maori pass rate into the sixth form still occupies the betiom of the heap.
My question is simply this, why didn't zresearch people take a more positive stznce and study a
"suceessful situation™ thar was current and obvious - like the Maorxri Boarding 3choois? At the

time many of the above studies were being written half these schools were snioving unprecedented
success in terms of School Certificate ryesults (gaining a minimum of 200 marks in four subjects).
The period from 1964-196&6 (3 years) discloses some very substantive figures:

{a) St. Stephens School averaged 55% pass rate.
(b} Hate Patera College averaged 64% pass rats.
(e) Queen Victoria School ¢ $5% pass rate.

Mr T Royal who submizted the above figues in 1967, was at the time Assistant C¢ZZicer for Maori
Education. He wrots:

"It is refreshing to note that these passes have been gained by children who are
considered by many people to be disadvantaged. All of these schools maks all gfifs!
formers sit Scheol Certificate, so that these passes are well above the nationzl
average."

CURRENT POSITION - 1984

Twenty years later everyone of these schools (9} are contributing positively aznd successfully in
the educational achievement of Maori secondary students. Their efrectivess is further reflected
by the high aumber of Maori graduates who are former pupils.

loo.




Conversely, the State secondary schools, while catering well for Pakeha pupils are still

unable at this stage to make significant strides in the same way for Maori pupils. While the
National average registers a pass rate of about 50% for all candidates sitting School Certificate
subjects, only 15% or therabouts of all Maori candidates are expected to pass, whereas Maori
Boarding Schools in the last decade have maintained a consistent pass rate between 45% -55%

Pass rates of 60% - 70%+ have been registered with some.

SOME MISCONCEPTIONS AND OBJECTIONS

It was most interesting to discover that many resezrchers were quick to give off-the-cuff reasons
as to why these schools were successful. Naturally, the views expressed reflected Pakeha
thinking. A number of the more quoted arguments aTe as follows:

(a) Only the children of well educared or healthy Mapris go to these schools!

(b) These schools are highly selective, they tendé to admit only the crsam or
intellectually endowed. :

(c) The curriculum is different for Maori pupils (implying easy options only
for examination purposes).

{d} Boarding Schools have a regular and regimented study programme

(e) Students tend to stay on longer and are much older when they pass the exams

(£} Religious input would have a strong influence in students' educational success

Except for (d) the other variables outlined appear to have very little bearing on the success factor.

Scme notable objections for the existence of these schools were:

(a) They encouraged separatism/segregation/apartheid
(b) Another special privilege opportunity for Maocris only
(¢) They are single sex and single cultured schools. (This was seen as an affront
to the policy of multiculturalism and greater interaction between male and female).
(d) Opposes the "We are One People Myth'.

I'm particularly interested to hear your views regarding these objections.- do you endorse or
reject them? If you've interested in mine I'll teil you at the conference!

Howecer, whatever your view, you and I must subscrile to the fact that the Maocri Boarding Schools

are succeeding academically as well as performing competently in the Zield of sport, and the
cultural, social/yascreational areas.

REASONS FCR SUCCESS

They seemed many and .various. In addition they were difficult to define in te2rms of iseolating them
as variables together with their attendant level of input. For the purpose of this paper it

would suffice to say that Maori Boarding Scheools were seen by most parents and people generally

as having some distinct ardvantages that contributad.in varying degrees to the schcols success as

an academic, cultural, sperting and to a lesser degres social institution.

- Study facilities and atmosphere conducive to developing good study habirs.
- .Controlled environment encouraged a reduction in unnecessary distration. : -
- 'Developing the Pakeha side (education) and taha Maori (Maori values and
practices) of the student.
-~ Maori andChristian values tended to be bettar wedded.
-~ Better chances for a feeling of success; academic, cultural, sporting or
_ whatever. .
- To establish confidence in coneself thus.avoiding an identity crisis later
in life. .
- Parental involvement in decision-making; developing a sense of being wanted.
- Organising school situation to accommodate Maori expectation e.g. hui, tangi,
ets; spinolf seen in good attendances a: different functions throughout the year.
- Seeming dedication and positive attitudes o teachers; good relationships between
home and school readily established.
Students living with their own age groun and genecally from other tribes was seen as important in
later life. -

If this is the current si:uation of Maori Boarding 3Schools so what? Do they remain as they are

re
or do they plan and reshape their roles to accommodate present and furure ne=ds? My personal view
is affirming the latter part of the question. bd

POSSIBLE DIRECTIONS

At the przsent time thers are a number of vexed guastions that these scheools may be forced to
address e.g. becoming co-educational; accepting a higher percentage of Pakeha students; accommodating
more for the less-academically able; these are some that come to mind readily.

On the other hand there are some matters which reguire immediate artention:

- Will the development of Te Kohanga Reo affact these schools?
How should they respond?
- Wirh inemnlavment levels the waw thev ars should ereater emphasis be voiven inthe =



~ What effect will the abolition of U E have? Should realistic measures be
taken now to broaden the sixth form course before the matter eventuates?

- Can these schools sustain their present spread of students, -mainly from
the lower and average income levels in the face of rising costs? Many
have expressed the fear that they could become elitist.

Here then, .are some ideas for consideration:

{a) Become bi-lingual in all subjects

(b} Developing avenues for income through several curriculum courses that are both
educational and economic

{(c} Greater efsforts should be made by these schools.to make themselves more available

to the local community particularly the Macri sector.

{(d) Courses should be modified or better still new ones included to cater for the
majority who never make seventh form.

(e} Students, especially senior, be kept abreast with Maori issues, national and
international concerns frequently and in a much mors meaningful way.

(f) Allowing the communities that they serve to have a greater input in the development
and direction of these schools through decision-making processes with which they
are familiar. .

Give these considerations some thought and think about how we can get the greatest mileage cuxc
of them! :

A Principal at one of these schools put the question to its Board of Govermors -

"How long will this school maintain its present nature androle in the development
of Mzori Education?’

One member replied:

"For many Pakeha families the school can be said to be an extension of the Pakeha
home. For many Maori families the Marae and scheols like this .one are seen as
an extension of the Maori home. .As long as Maori homes exist, so too will this
kind of school',

He ahz du whakaaro?

Heoi ano, kia kzha ti2tcu ki a titou i raro i ngad manaakitanga o Te Runga Rawa

Kia Orz,

Toby Curtis
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The future of Maori as a first language in New Zealand is imperilled. Most native speakers are
over 40 years of age and in many tribal areas there are only a handful of native speakers who zre
under 40. Despite 10 years of Maori language promotion in secondary schoels and universities,
few people leave the school system with a fluent competence in Maori, unless they are already
native speakers. Surveys in the 1970s indicated that, although there were over 70,000 Maori
speakers, less than one percent of Maori five-year olds entering schools are narive speakers.

In 1982 an ambitious programme to establish Maori medium preschool centres (language nests) was
launched by the Department of Maori Affairs. To date, 30 such centres have been estabiished

and they cater for 600 prescheol Maori children. But there are in excess of 30,000 Maori
children under five, and for the salvage programme to be successful much more human and financizl
resources must be committed.

This paper looks at the philosophy behind the programme and the difficulties that its first twe
years have encountered. '

Language Policy

The Maori language, once the first language of New Zealand, has been relegatad to a minor pesizion
in oifficizl terms since the beginning of organised Eurcpean settlement 140 years ago. Thers ars

2 number of dialectual differences amongst the varicus tribes, but unlike Western Austwaliz, or
other countries of British overseas settlement, the indigenous Mzori spoke 2 language That was
universal to the whole country. When this was transcribed by missionary-scholars, zhd the bibls,
then other written works, began to be produced in Mzori, 2 standard linguistic erthography was
produced. From the late 18305 onwards, Macri communities eagerly accepted Chrissianizy and
mission-led schooling, so that by 1870 most Maori were literate in their own language and many
were also literate in English.

About 100 years ago, when the colonial government accepted responsibility for Mzori village schools,
the medium of instruction in these schools became English, while Maori as a language of communication
in schools was disfavoured and later suppressed. Many older Maori people Tecall being beaten for
speaking Maori at school as recently as the 1930s and 1940s. Maori. is a language unique to

New Zealand, although its close relationship to Tahitian, Rapanui, and other island Polynesizn
languages, is recognised. If Msori is to survive as a living language, it must do so in New Zzaland,
s0 the responsibility for its future rests with New Zealanders.

Who Speaks Maori in New Zealand?

. In short, only adult Maori. From 1973-78 a survey of language use in Maori households and commumities
was conducted by the New Zealand Cowncil for Educational Research, under the direction of Dr Richazd
Benton. Benton's reports indicate thaz:

1. Maori is spoken by a majority of Mzori people over the age of aboutr 30 in North Auckland, parts
of the Bay of Plenty, the East Coast of the North Island, and some other parts orf the counIIv.

2. Most Mzori people over 30 in mest parts of the North Island.

3. A few young people and children in some places.

4. Most children and younger pecvle im a very small number of Tural areas {Benton, 1979:11).

5. Very few non-Maori (Pakeha) are known to be fluent speakers of Maori - certainly less than 300

and probably Iess than Z00.

Extrapolating to the Maori population as a whole, Benton suggests that abouz 20-25 percent of Mzori
(70,000) are able to speak the language conversationally and a further 25-30 percent (113,000) wers
able to understand the language easily (Benton, 1979:11). Because these data aze based on a
survey that began in 1975 and was completed in 1978, between 5 and 10 years has elapsed, and the
number of fluent Maori speakers has continued to decline. Our own observarions indicate that tze
stock of fluent Maori speakers is being depleted at an alarming rate, although the secondazv
school system expands its contribution to Maori language learning, especially amongst young Maori
pupils. In the last decade, the number of pupils studying Maori az secondary schools increased
from 3,000 te 14,000, and now elements of Maori culture are a necessary part of teacher training

in all teachers’ colleges. Indeed, the Deparrtment of Education has established five bilingual
primary schools (Douglas, 1979). N .







majority of Haorl language speakers (46,000 ar 12 percent of the Maori pepulation}. In arithmetie
terms, there are four Maori in the preschool and school-age groups for e"erv Maori aged 45 or over
- i.e. one snrv1v1ng grandparen; for every four children. Kaumatua (the venerated elders) nunber
only 12,000 and comprise a mere three percent of tne population. OQider people are more likely

to live ipn rural areas and small country towns, while three-quarters of Maori children live in

the 10/main urbzn areas of the North Island.

Demographic causes, combined with rapid secial change and Westernization, and a paucity of
individual and group financial resources, etacerbate the problems of ¥3o-: culrural leazrning and
social development. It goes without saylna that Maori education actainment levels ave much lower
than those oI Pakeha, that Maori employment is distributed unevenly a: tha lower end o zhe status
and rewavds sczl2, and the Maori uremployment is much higher than Paxehz unemploymens 2z sll ages,
but especially amongst school leavers whers unemployment rates for Mzori a-e variously estimazed
at between 43 a2ad 33 percent (i.e. more than eight times that of Pakehrz school leavers). All these
factors are further complicatad by widespread inter-marriage berwesh Magwi and Pakeha, which tends
to subordinats the culture of the Maori spouse to that of the Pakeha spouss, and inereases their

difficultiss in Maori cultural transmission.

Language as a Political Objective

Kohanga Reo (1‘1guaae nests) had their incellectual beginnings in the 1960s when Maori university
students sought to perpetuate and enhance the still existing practics of grandparents rearing one
or more of their grandchildren. At successive Maori students’ and voung people's conferences,
Maori-speaking arandoarents were asked te foster, and raise as Maori speassrs, one or morte of
their grandchildren. The aim was to bridge the wzdeq1ng gap berween the bilingual Maori-English-
speaking older cechorts, and their monolingual English- sneak’ng descendants. Early in 1982, the
Department of Maori Af;az*s established a pilot Kohanga Reo in a suvburbzn area of wWellington.

The Te monaﬂga Reo grogramme is designed to stimulate growth of Mzor: whanau cenr—es
that oifer the best child care in an environment of Maoritanga whers Mzori is the language.

(Department of Mzori Affairs, 1982:3)
Three objectives have been idenzified and statred for the language salvage programme, As their
firsz objec:;ve, Xohanga Reo are expected to arrest the decline of Mzeri-speaking peoplz in
New Zealand. This objective is stated in teras of bridging the gzp herwesea zhe bul\ oI Mzozi
language speaXers over 40 and the new gemerztionm aged 0-3 yvears, the Zoundzzion of sur Juture.
Tnis au;e-.;ve embodies the belief that, if the Maori people are =o survive as an identifizhbia
people into the Ilst century, then their’distinctive language and culture zust survive 23 well.

The second objz2ctive of Xohanga Reo is to give Maori people greazar conctol over their own lives,
ns

and the 2bilizy o plan and orgznise their own Ffutures within the cor
family system. 3Such a system still exists in Maori sociecy, although it is under ztizck Srom
economic and social forces associated with rural-urban migration, aigh workZorce particization
rates or both zen and women in the wage =conomy, and the influencss of the Western nuclezr family
system that is all pervasive around them. This second objective is stated in tarms of =he
Department of Maori Affairs Tu Tangata programme - 'the (tall) stance of zhs peopnle’, which ainms
to raise Maori self-awareness and self-actualizarion,

The third objective of the Kohanga Reo programme is to achieve MacTi cont=ol over Maori rasources.

Effecting changs in the educational system has been difficult and reeuires so much effcr=. To

convince teachers, principals and educational administrators that each Maori child has a right
to her/his individualiry, and thersfore a right to expression and educztion in her/his 'morher
ccess.  This third obiesctive

is stated in teras of Mana Maori Motukake (the spirit of Maezi Jautonomr) and can best Se described
as a desire for Maori themselves to decice what they want for themselves, for Maori t3 zontrol
their childrn’s sociazlizartion and educaticn, and the content and context o< :uag educatisn in the
wider New Zeaiand community perspective. T can be seen from another persgective as a2 desire to
remove the Pakshz right of vero over Maori life and social institutions.

tongue', has bean an endless task and has met with only 11mi-:j,5uh

21.5 percent o7 all children uncder
en the narrower definirion of Maori
* Statistics, 19351:16).

These three otjectives are inter-relaced and self-reinforcing. Taken zogsther they stwongly
denounce the majority culturds preferred furuzre of racial and cultu=al azzlzanavion {assiziistion).
At the same tize, these objectives do not reject a joint future, duc ezphasise a feture dasad on
recogniticon =th2 equality of differsn: culzures, ’ ’
With these obiectives im mind, the strazegy is to provide a Maoxi i::g;age gng socizl environment
which will produce bilingual (\ao ri-English) children at the age of Zive vears, and z: che same
time, to ensure that the standard of child-care and preschool educziizn is 25 good as that providad
in English language preschools. Only in this way will Maori Darents hzve a genui ice. T
Jaori Affairs Departnent's plans are based on 2 supposed birth cohors of J Z
but these are conservative estimates. According toe the 1931 census <igpu=
identificarion is more likely than at birsh registration, there were 33,3
Maori and 18,360 others who were enumerarad as being of Maori desgen: -

4 3 Each birth c¢ohor: on these rav

nizi

1,000 on the broader definiz

o
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The Kohanga Reo programme therefore aims to enguls every newborn Maori baby, i.e. about

6,500 per year, and to try and gather up now the 20,000 under 3 years old.
(Department of Maori Affairs, 1982:5)
On revised figures, these aims should be to engulf between 7,200 znd 11,00 newborn Maori badizs per
o

year, and to gather up the 22,000-33,000 under three years oid now (uecendlpg on the definition
Maori used).

Implementing the Programme

Although promoted by the Department of Maori Affairs, the Xohznzs Reo programme draws heavily an
Maori community resources for its implementation. The first pilot centrs was established wizh
greater monetary input from Government than subsequent ones. Besides the Msori language speziers,
the Kohanga Reo draw upon Maori communities for buildings, financs, equipment, social and
spiritual support, and upon Pakeha for telerance and goodwill. From natiomal resources thex

draw establishrment and continuing financial assistance, Inputs fzom the Department of Socizl
Welfare (whose responsiblility covers child-care cenires and c-eches), the Department of Educaticn

(wiich is responsible for kindergartens and the supervision oI educstional programmes in play
centres), and the Depariment of Labour (which provides wage subsidies for job creation programmes),
have been crucial in most Kohanga Reo.

There is little doubt that the Department of Msori Aflairs entera2d the area of child-care and

child development through Keohanga Reo beczuse Maori are dissstisfisd with the extent of Maoxrs

in the education system. Despize an increased emphasis on Mzori in schools, the Depariment of
Education has moved very slowly indeed in establlsh11g either bilingual schools or Maori-medium
streams in otherwise English language schools. The biggest problem rests with their teachers
Cverwhelmingly thev are incapable of mounting a bilingual Mzoz:- Znglish programme and feel tn_-atened
by the prospect of it. (There are more New Zealand teachers wne zre bilingeal in French and

English than in Maori and English and there may well be moTrs tezchers in New Zesaland who would

argue stirengly for bilingual education in New Zealand provided it was in usaful languages such

as English and French, Spanish, Japanese or German}. This is 3 serious problem and one which zhe
Department of Education will have to face as children Irom Xonznga Reo Teach school age with 2
biiingual competence that will need to be nurtured through the zrizmary and secondary schools.

Kohanga Reo are now establisned znd working in many parts o New Zezland . By the end of 183C,
more than 30 were 2stablished and many others planned. The original objective was a Koﬁanga 20
in every community for which thers is a demand for languags Jeinzenance - ar least 300 such z2n

envisaged, but reaching this objeciive within three vears, 23 osriginally hoped, now seems unll
Many communities have yet tc be convinced , and want to ses tha eificacy of the existing cencto
before ccnml-u_.; their children and their resources o :he progrzome. At nacional level, the
Department of Maori Affairs has established a Kohanga Reo Advisaosy 3oard, with district liaisc
staif to be appointed in each of the nine land districts. These liaison staff will act to
coorindate Kohanga Reo zctivities, provide staff training and other forms of assistance and sncourage
the establishment of further centres. They will be Sull-tize officers of the Maori Affairs

community and cultural development section.

M

Wherever Kohaznga Reo have been established, they have asserisc Maori control, and because so
few Pakeha people have Maori language competence, the cantrzliizy of Maori language learning zas

helped to keep contrel in Maori hands. Kindergartens and play cenires have responded cautious
but favourably, to their establishment, .by asking preschool acdvisers in the Deaa ment of Eduoez
to help them expand the Maori content of their own programmes. With the long-ue-m prospecs

of one-fifth of the country's D rﬂschoole*s choosing between ¥changz Reo or existing preschool
altermatives, some &1nderva::e teachers and play cenzre suservisors want (o oifer attractive
programmes thai will comperz for _he Maori parents and Theis prascheool child.
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Problems Encountered

Establishing a language salvage programme such as this has ot D222 an easy task., There have Seen
a myriad of problesms encountsred, which can be subsumed uniez two main categories - philosophizal
problems and sociological precolzms. We wish to consider somz of thesa now, and in doing so,

we actively seek solutions to them, by making them part of the pudlic debate.

Suciclogical Probisms

t communities oftan consilsr a Xohanga Res to be a good idsz,
but lack confidence in themselves to implement such 2 progTzmme. The very sstablishment of suzh

a centre is a major innovation Jor many communites, and a challang2 for thaem thaz is oftan very
daunting. For further Kohangz Reo to get off the grouad, ordiinzcy people need to convince
themselves that they are capabls - not extraordinary, just zzpable of carrying it through. =
more familiar the siructure and organisation of the Xohangi R2z o 2xisting social instizurien

in their own lives, the easier it will be for such people 2 risz above their poor self-imaga. In
existing Kohanga Reo, those tasks thar are most familiar to the participants are the easiest

done; fundraising and cataring are good examples of this.

The first of these problems is tha

2
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iz many centres. Centres
idings, demand for places and
& ha iidren. _of whom :

The number and ages of children has proven to be a major p
in size from 10 children to 25 or 30, depending on availab i
staffing. OCme or the mest promisinme centres. in suburdan Auxland |
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are under 18 months and four are three-vears-old and the remainder are four or I{ive vezrs old.
A wide range of ages implies a range in ability, and a range in appropriate programmes, which
means specialised activities tailored to the motor skills and cognitive skills o the children.
Presumably this wide age range will disappear as more centres are established, and the backlog
of three and four-year-olds, whose parents want them to attend Kohanga Reo, pass om to primary
school.

Assocvat=d w1th age differentials are differences in lanuuage skills. Ideally ihs programme
aims to attract babies and young infants who will be exposed to 2 Maori langraze environment
daily for four to five years. Even where this is achieved, there will still be considerable
differences between children who come from homes where there is little or no Macri spoken, and
those who come from Maori-speaking or bilingual homes.

It is assumed that by age five, children will leave Kohanga Reo with fluency i
and Maori. <Lontact with English-speaking parents, television and neighbours is
sufficient exposure to English for the children to be well able to cope with th
language environment of the primary schocl. The task of the Kohanga Reo is to :"ov‘de sufficient
exposure to Maori to ensure that the child will gain equal fac111ty in Maori. Most centres
expect parents to reinforce at home the Maori that children hear at Kohanga Reo. To increase ihe
level of communication between parents and children in both languages, every Kehanga Reo has
part-time Maori language classes for parents. Most parents, are keen to become bilingual
themselves, and by attending these eclasses, raise their own levels of Maori language fluency.
Concern has been expressed that if this trend continues, some of the children will get liztle
exposure to English at home and their planned bilingualism will be supplanted by monolingual
Maori. Most of the advocates of Kohanga Reo do not see this as a disadvantage for the child,

but rather as a positive response to the underlying objective of ensuring ths survival of Maori.

Because the programme expects four or mere years of commitment by parents, thers is the continued
probliem of flagging interest and commitment from them. Attendance costs are high ia most full-
time centres ($-40-360 per week) and working mothers appear to be the most commizzad parents.
Working mothers who need day-care facilities in orTder to keep their jobs are not only the sectiocn
of the communirty which is likely to be most supportive, but also they are the =ost likely to
support the whanau (extended family) concept of the centre, where parental rolass zre shared by
'mothers, fathers and grandparents'’. They are also the parents least likely to be critical

o the Xohanga Reo programmes, because of the shorzige of alternative day-care,
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Finding and keeping suitable staff at Xohanga Reo is another difficulty encoumtazred by many centTes.
The Department of Maori Affairs originally au‘DLl&t’G that the supervisors and their 35515:an--
should be paid adequate wages To ensurs ‘4 commitment from thenm. Thev should 2 aziive Mzoti
speakers, over 35 vears of age, and have grown up in a Maori communal environ=anz. Net only ars
these stari expectad to provide language resources Zor the centre, but they arz 2150 sxpected

to be role models of "*3d1**onal‘ Maori family life which the progrumme sesks =5 zai rhain and
eénhancs in the community at large. Many of the mosT suitable aeovle from 3 rols zodel standpoin:
are weak in Maori language and vice versa. Besides cthese qualities, parents exgact 'Hat their
childzen will be challenged by the environment in which they are placed, so 2 ba:xg:cund in
developmental play is considered essential for the staffing of a Kohanga Reo. The smaller centres,
with 10 or 12 children, are the least successful because the staff in them have zo be all things
to the children and cannot specialise so easily to maximise their respective sb_edg-ns. Many oI
the staff appointad are ;_ﬂdlng child-care to be a demanding commitment beczuss tiey are too

old or in poor health. Agaln the size of the centre se=ms to be crucial hers; the larger ¢snisss
draw upcon a wider range of people and can better match available human rescurces to the variecy

of tasks needing attention.

Philosepnical Preoblems

One of the main phileosophical difficulties encounta2red by Kohanga Reo has been Zefining the
objectives of the prograzmme and implementiang them in 2 variety of different com—unizies., After
the pilot scheme got underway, a small team of women travelled throughout the couniry meering Mzooi
‘communitizs and explainiag the philosophy of the Kohanga Reo. They emphasised ZifZzrsnt aspects
of the programme at different rimes and places, mainly Decause the transmissicn of kuowledge wa
oral/aural rather than wricten, and their presentation to communities 1ncluc°‘ 2 S
to individval ‘questions. Part of the sirategy of the programme is to emnha =5
and to maintain polirical contwol of it, much of the discussion was in Maoxi
reason, litile has been written down in either English or Maori because to =many
writzen word is treated as static and unalterable.

4
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Unfortunatsly, while communicacion in Maori society is still largely based ca Szzz-to-face verb:zl
exchanges, it is not efficient over largs numbers of people and messagEa suffac Trznscormations
as they are repeated. The overall ObjELthE is to save the Maor 1 language by r2-zreating an
enviropment where those who speak the language will transaic it to young child=axz so that it will
become their mother tongue. To get this objective accepted by parents, who are themselves
monolingual English- speaxlno it is necessary to offer their children a child-czise environmen:
which can compere more than favourably with existing English language altermazives. So far the
most enthusiastic parents have besn urban, better-educated in terms of formal schooling, and whs
might pass for 'middle-class' wirhin a class-based maodel of New Zealand sociszs. Although stron
influenced by Western (Pakeha) values, these people have a strong emotional coomitzent to their
'Maoriness' and are more able to reason their need te maintain a Maori identizw azznin New Zezlan
society. Their very sophistication with Pakeha cultural values also means that thew have cleszer
and_more eritical views of the Knhanga_Reo_nreaoramme: ohiectives and hicha= avwass=arions_af whaz it
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In most Kohanga Reo, there exists conflict between the expectations of the parents and those of
the staff. Many people working in Kohanga Reo have a restricted view of their objectives, partly
because of their age and experiences, and partly because of poor communication between themselves,
the national advisers, the local management committee and the parents. Some cantres have been
established for more tﬁan a year now and many of these differing expectations have be=n worked
through. In others, they have yet to be confronted and are actuzlly being avoided.

One of the major areas of conflict is a problem in all centres. Relatively sophisticated, urban
parents, already used to developmental play as a stimulus for their children, expect the same
level of stimulus in Kohanga Reo. While this is an objective of the programme, it is not given
high priority in most centres. '

It is envisaged that the Te Kohanga Reo programme will operat2 using the szme basic
principles for child care and growth at present adopted by the best pre-shcoel,
kindergarten and play centre organisations. The differnce will be the use of Maori
language as the only means of verbal communication in the centre and the fact that
it is z whanau operation in the true Maori way.

(Department of Mzori Affairs, 19§52:3)
-
Most centres offer restricted play activities and they fbcus their language programmes around
a verbal exchange between the child and the Maori language speaker. The range of play equipment
available, or being used, isminimal, and as a consequence the children are restziczed by an
arid environment.

In many Kohanga Reo, the children are gathered together and taught Maori languzge in a repetitive
and rote manner. AS a consequence, the children are being trzined to respond to adult stimulus, and
not to explore the environment themselves. The emphasis of the supervisors and their helpers

has been on language transmission, but to the exclusion of many other activities where a wider
vocabulary would develop. The lcng term consequences of this type of child-rearing may well be
the growth of personality types that zre passive and non-experimental or exploratory and which
lack initiative. While they are young, such children are easy to manage in 2 child-care centre,
but restricting their experiences this way may well lead to a new generation of Maori speakers
who lack initiative and exhibit many of the traits of the classicazlly-described authoritarian
personality.- We find it difficult to understand why this has occurced, because Mzori involvement
in the play centre movement in New Zealand has been guite extensive .since abour 1950, Indeed,
many Maori women who were play centTe supervisors and activists in the 1960s, parzicipared in

a Van Leer Foundation/University of Svdney programme for aboriginal families in New Souch Wales,
South Australia and the Northern Terzitory. There is z considerabie stors of play centre-trained
Mzori women, who not only recognise the importance of play for child growth and davalopment, but

have been active promoters of this Dnl‘OSGuny in New Zezland and Australiz. #hat is mors, most
or these women are bilingual.

Related to this problem is the paucity of preschool experience amongst the peopls who conceived,
and are promoting, the scheme. The main advocates in the Department of Mzori AfZzirs have had
primary teacher training or social work training, and are not as sensitised as they migh be to
the differencss in preschool and infant school learning modes.

Solutions - .

There are no clear-cut simple solutions to the problems encountered in this language salvage
programme, other than those solutions that arise from experience, trial and ervor, and
commmicating difficulties, and solutions between the various parties involved. The programme
is seriously under-funded. Scon people will ask why they must pay 340-360 per week to ensure
that their child has the right to preschool education in their mother tongue, when their Pakeha
neighbours receive the same, or better, education in their mother tongue for $2 per week. The
glib answer to that is that the choice is the parents' own. 'If vou choose to send your child
to xindergarten, you can have it for 32 per week; if you choose to send your child to Kohanga
reo, then you will have to pay for that privilege, buc the choice is yours.' And zhat really
sums up the power of the dominant culture to restrict choices for the indegenous minority.

Finally, what we see as one of the most exciting aspects of the Kohanga Reo progrzmme is its
¢laim for indigenous autonomy; for the right of Maori people to contrel their own lives, according
to their values, and to co-exist in harmony with these values, reinforced by an °q13nc=d selr-
worth, Perhaps in the long run, the problems outlined above and any others, contain the seeds

" of their own resclution because the problems encountered are generztad by the de ire to stand

tall and be proud to asserc one’s Maoriness, in a predominantly Anglo-Celtic socisty.
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1 Te Kohanga Reo Supervisor, 1 kuia, 1 Te Kohanga Reo administratsr, 1 kai awhina, 16 Te Kohanga Rea
children, 1 Community Worker, 1 volunteer marae, cook, 1 carpenter, 1 or 2 Community Service workers.
During the day, casual visitors vary from an average of about ten up 9 & partv of 30.

The carvers and tukurtuku workers form the core tangata whenua group hosting visitors to the Marae with
! the assistance of the pakeke and kaumatua. They are also doing the ca=ving, tukutuku and kowhaiwhai

1 for the whare nui and assist in the 5th Form electives programme of two hours per wesk with wood and
bone carving, tukutuku and kowhaiwhai. .

' All 3rd formers are welcomed onto the Marae on the fi-s: dav orf attendanca to the school, and their
classes are prepared later in the term for a morning visit with lunch.

All J4th form classes will be sleeping in overn1Uh this yesr. Their paresats will be invited to din
with them in the evening.

Senior classes visit the marae regularly when dealing with taha Maori topics in History (eg Waitangi,
land wars, race relatioms, apartheid - assimilation - integration sic) English (eg readings of Maori
poets and authors - Witi Thimaere, Patricia Grace etc; or Maori topics such as Death, 01d Age, Whanau,
mythology, taha wairua etc). Kaumatua, pakeke and other resourcs people on the marae assist.

The Te Kohanga Reo has an observation room with 2 one way mirrer systam. Small groups of pupils from
the school visit to observe. Small groups from the Maori classes visiz to assist and to practice
their Maori oral skills.

"All Maori language classes are held in the whare nui. Practical ciasses in Maori cooking, carving,
tukutuku, kowhaiwhai, bone carving or mahi harakeke are arrznged with the tutors at the marze.
Classes also participate in powhiri groups from time to time.

Maori culture waiata ringa, haka and other items ars combined with the Seople at the marae including
the Te Kohanga Reo children.

Every lunch hour Maori food is available to staff, nLDlls, marae rersonnel and people from the communiz:

The whare kai is a popular place especially in the winter. The Marze 'kazi' bell is Tung every lunch

hour coinciding wich the school lunch time at 12.30. Teachers scmerimes come zlong with small grouss

of children from their form classes.

The Xakariki Marae was conceived as not only being
£

a catalyvst for positive changes within
-

the school itself, but to be a catalyst or agent for positive socizl
in the community. Educational research has verifisd that thers z-a nt correlations between
socizl origins and academic attaimment. I anything Is to be done o matkedly imp=ove the attainmenc
of a2 child, a significant attempt to raise the whole znvironmentzl level nich the child lives
must be made. The Marae was for families in »He Gresn Bay High School Iment' cztchment area.
These families were to constitute the 'sxtended family' or Hapu belonging to che marae., All con-

in the Hapu with vounger brothers

txibuting preschoels, primary and Intermediate schools would be
or sisters of pupils attending the high school.

To develop a family association with the Xakariki Marze, classes from zil the contxibuting Primary
and Intermediate schools have been encouraged to visit the marae with their pa-encs. The marae has
been used as the centre for the promotion and coordination of all tzha Maori programmes im the
contributing schools. Resource people from the Marae have been sent out to the schools to help pre-

- pare ¢lasses for Marae visits. Social Studies and English teazchars have been called to the Marae
to look at the Te Kete Raukura and Te Xete Wairua Social Studies Units of work. We have co-ordinatad
with schools in the promotion of the Maori language having started our Te Kohanga Reo. English and
Social Studies Secondary teachers have begun to co-ordinate their prog-zmmes and share Tesources
with some of the contributing schools.
As the marae expandasd in its work, the Te Roopu O Xakariki Incorperztad Society formed its various
subcormittees and became recognised as a Maori Committee in 1980. The scbcommitises are: Tu Tangatz;
Maori Women's Welfare League; Maori Wardens Association; (6 Wardans}; Te Whanau O Aniwaaniwa Te Kochanga
Reo; Work Skills Development Programmes; Education Subcommittee; Marze Tribunzl and Social Work.

An extensive welfare programme has been launched. The security and welfzre svsten of the marae extendsd
family social structure has been reconstituted to promote family stz cl-i:y. A prograrme of Matua
Whangai has been practised since 1979 and we are continuing with < involvenent today. A Marze
Tribunal was estabiished in 1982 and court referrals, Polics You:th Ald 3nd Social wWelfare referrals
are tzken by the Tribumal. Our Social worker collec:is referrals of truszmis, discipiinary problems
relating to Maori pupils from the high school and f=om the contribuizzy schools in the Hapu., The whalz
familv is asked to attend the tribunal sessions. The kaupapa is Mzori. Agrse:en's are made and the
maras monitors the agreement until it expires. We have rationali B em in the schoc
in the Hapu preventing a lot of duplication of energy and rasours

assistance, this svstem can be r2fined. We have of:za2n found youn 3
well, when dealing with 3 truanting high school pupil, and mors effactive managemen
devised utilising all the personnel resources at the Varae. Our Xzumatuss play a
sitvations. The marae has Periodic Detzntion workers in the weekeands. Manyv of T
families in the Hapu. Support of this programme ke2eps them out of Ja i enabling th
their families and so our support is aproreciated.
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MARAE AS A LEARNING ENVIRONMENT IN SEtCONDARY SCHOOLS

The evolution of the school marae in our secondary schools has been one of the most significant
developmenzs since the introduction ot Maori language in the promotion of biculiural and multicultural
education.

The physical organisatiom, administration, teaching mode, school environment, curriculum content,

examinaztion system and scaling procadures have refleczed a Western European monocultnural bias

dezrimental to the harmonious d cpment 0of our multicultural society of today. More sericusly,
ion

f—- fb "

thers are some astects in ~ur E 1 Svstem which negate and ignore Maori and Polvnesian values
essential ta the d=velopnﬁnt of o al identity, self esteem and family stability. High tTuancy
tates in schoeols, high drop out r© n upper form levels, very poor School Certificate and Universitv
Entrance pass rates have been con at features in Maori Educazion.

These problems have been accentuated by an extraordinary soeizl and cultural revolution. In less than
ten years, 80% of Maori people who lived in the rural areas have moved to the Towns; moving awzy from
the social and culiural security of the extanded family existence on the marae to the relative isolation
of urban nuclear family life. The =mzgnitude and consequences of this socizl and cultural dislocation

is evident in the dispropertionate zepresentation of Maori peonle in the high e=ime rate in vouth and
adult zge groups, high unemplovment, and widespread breakdown in family life.

Maori teachers at Green Bay High School in West Auckland, seriously considered the'unique contribution
a 'school marae', an educationzl institution within its own right, would make towazds resolving many
of the problems Maori people experisnced in education. In 1978, approval was obtzined from the
Priacipal, Schecol Board and Ngati Whatua to establish the Xakariki Marae on the school premisaes. The
marae is central zo the concept of Maoritanga, language, oratory, entertainment, recreation, art and
craft, values, social order and socizl etiguette. It is socially integrative un-ike the whars wananga,
encompassing the natural learning inveraction of people of all generations, sex, tribe or nazionality

It also fosters identity, self reszect, pride and cultural appresciation of the iptar relationship and
responsibilities of each member o 2 family. The essential ingredient vital tc the very existance
oI evervthing Maori however, are

important aspect of Maori has benﬁ igmored and sometimes re;ec.ed in some schools.

nT
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nos2 values which are of the spirit - 'te tahz wairua'. This very

The lzte Mr Harry Dansey, Race Relztions Conciliator referred to the significancs of the school marae,
to the urban Maori and people of otker nationalities, and its potenctial in the Sisld of education.

"in the present urban situation, Mzori pecpls move in and out of community aifzics largelv as guasts

and ;Lplls. On 2 Marze, they zve L2sis and tesachers, accepting the responsid i2s that these roles
demand. Here they can learn of themseivgs and their own culturs, g2 '1ing in adiizilon 1o knowisdge,
céignity and staturs. Into this sizuztion they can draw 2ll others of goodwill. Then those values

which are of the spirit - 'te tzha wzizua' - ¢zn flourish because the material body - 's& zahz tinana' -
is thera Jor the spirit to inhzbiz and to enliven.” Mr Dansev went on to urgs the building of the marae
aT the school emphasising 't2 t3ha za'.

"So build vour maraze and take jov in zhe buildi ing of it but remember that wizhcou:z 2 soul it is just
another building and anether pisce of ground. Only you, by filling it wich knowiedge and love and
oratory and song and laughter and Tz22Ts can give it a soul."

Approval of the marie project was a statsment to punils, staff ani people in the community than -

(D i
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mportant place in the school system at Gr

ﬂaor*:anwa was accspted as having

0]
B

n Bay High School.

Lacal elders were sought as ac"'sors, others far their blessings and guidance. Mr Tom Poata {Ngati
Porou}, the late Mr Eruera Stitling (Whaﬂau a Apanui}, Mr Hoazni Heremaia (Ngati Ruanui), Mr Sonny

Waru (Te Atiawa). A parents tsachacs meeting was called on 15 September 1978 to Zorm the Te Reopu

0 Xakariki Marae Inuoruarabvd Sociatr. Lawyers conferred with Marze members to wrize a unigue
constitution incorgerating Maori wvaluss. All pupils, staf? and persomnel at Gresn 3ay High Scheol were
members or tangati whenua once welcomed ento the marae, and koha is accepted as subscription. (Copies
available on request}. The Socisty became autonomous but with School Board teacher, and represent-
ation £rom cultural grouns in the cemmunisv.

The Education Department granted twe srefads in 1673, A wharenui, kitchen and wharts kai wers
consitucted. In 1980, another zrefzh was obtained for tukutuku and kowhaiwhai and the schcel mada
availagle a prafad for Maori c**v':g. In 1983 another prefab was obtained for the establishmen:t of
2 Te Xohanga Reo, and 2 relocatrszbi= abiution block was obrained far the Marze complax.

Sinee 1978, Lzbour Deparzmens fz2Z Emplovment Schemes have been used to rafurbish the praabs,
plant native treas, landscape and construct a patio-hangi-bar b g area, construc: 3n adventure playv-
ground for the Te Xohanga Reo and 25 othar odd jobs. However, the lﬂitlatLCﬁ o the Work Skilis
Development Prograzmesin Maori ‘rng, Tuxuruku and kowhaiwhai with the voluniary Maori cooxing
schere have been very rewarding. se schemes have enabled the Marae commitzsze 10 provids jcbs nd
=Taining for over 100 school leavars, many from the ranks of the dole. All wers drop outs Izom the
school SVSuem some Teferred To the marze Srom social welfare or Srom the courts. The educarional
2TOELramne we haze provided have a1l Z2en with the emphasis on the restoration of s217 asta:n, rricde
and cultura! identizy. These 22 es have been very successiul.

The following persons atiend
our school and comunity educati
stone), 1 tuku-"'a-aowna1wha1-m::l Rarak

work day and are utilised as valuabie resourcs nessle in
amme: 1 kaumatua, ! scheme manager, 1 carver (wood, bone and
Xe tutor, & ¢arving trainees, 6 tukutuku-kowhaiwhai trainses,

CE
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funcrions; to form whanau suppor: groups and to participate in the educaticnal programmes organised
bv the Marae Committee. Maori carving, Maori culture, Maori language, bonme carving, tukutuku and
mahi harakeke classes are held for adults during the day and in the evenings.

The marae is used extensively in the weekends. Te Whanau O Taranaki, Tai Rawhi:l, Kiz Xaha Youth
group and Tima Toa Youth group are regular users of the marae, holding weeXend Hui. All ﬁa?r?
AfF:irs programmes for thes Hapu are coordinated at the Mavae. These include Rzpu Mahi which is

an ongoing venture coordinzted by the Scheme Mznager; School holiday programmes; : whangali;

Tu Tangata activities. Occasional Hui are held on Education - child rearing; Ma

Budgering etc.

The Te Roopu O Kakariki Incorporated Socisty plays a very active role in the ¥. It is
a preminent member of the West Auckiand Mzori Affairs Xokiri Unit called the isaraira
pa}:icipating in all its programmes. It is an active member of the Auckland Macri District Council
especially in the area of education. The Auckland North Auckiand Maori Teachers Asscciszion have held
maﬁy Hui ar the marae. Some of the major hui have been: Auckland Maori Women's Welizre Lazgue AGM;
hosting of Whanau A Apanui during the opening of the Hoani Waititi Marae; hosting the Whanau 0
Taranaki during the Te Kopu Hui, the ordinatrion of Archbishop Paul Reeves and the Auckland Polynesian

estival. Many School groups from outside of Auckland have been hosted.

In concluding this paper, it is quite obvious that the Kakariki school marae hzs brought abour
some radical innovations inside the school itself and in the local community. The Mzori people
are actively involved in developing an Education system responding positively to its nesds; the
school is reviewing its organisation, structure and programmes and becoming 2 pesitive influence
on social change. Kaumatua, pakeke, skilled people in Maori language, culrfurs, zoT 2
are being recognised bv their local school as having a valuable contributicn o =2l
the #ducation of people in their Hapu. The mana and rasvect of the Xaumatua and
is being restored for the young peonis to see. All pupils and staff in :the schoo
frequently exposed to activitiss at the Marae, as the Marae is situated nex:t 1o
he xaranga, the powhiri, whaikorerc are no lenger strznge rituals. Many visic
have remarked on the sensitivity and respect shown by pupils in the school to =
Teachers in 'the school have also benefited. Many unfamiliar with Marae protcead
perspectives in relation 1o land and peopie and 'te taha wairua' have mentisned
werae has heiped them to be more semsizive to Maori puzils in the classyocn znd
issues from a more bicultural perspective,

-

B
u
)

L.

WETIS
ents

o

LTS Iy ]
Y]

o

b
i

i
3
oo
n 14 ﬁ

gk
o
O
b=

L

A (I (V|
QO o« hJ
[

] @

n.

IS B DK i
3]
Wy e ke e
L e 7

il
EN S
(S}
a
vl
5
W oW g

-
L
O

R to acknowledge the wonderZul work Jeing done 1
e8s or similar projects and ask that the New Zezl
<ment promote thess in the Inrerest of biculrural
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APPENDIX 1

KAXARIKI  'EAPU'  SYSTEM

The main idea is to refabricate a 'Hapu', extanded Zamily support structurs with the XARARIXI
Marzs as its centre. The boundary o the Hapu is that of the 'enrolment’ gatzimant zzaz ol
Green day High Schodl which incormrates all the contributing Primary and Intermadizze sc

D - ?rimary scheois in the 'Hapu’




The Secondary School Marae and the 'Hapu' System:

1. The secondary $chool is zn ideal Jocation for a Marae as i- is
contributing Intermediatze and Primary schools.

2. Genrerally schools in the 'Hapu' area servics the same fimiiias
for the promotion of 'Family Education' by holding such il a-

3. Ideal structure for the promotion of the Maori language. ine

usually centrally located to

so there are ideal oppertunities
sh2 Hapu Marae.

2 the language was initiated

at the Secondary level, Haou associations with the contribus Ty $chools would facilitate

and support the introducszion of the Maori language when the P
{i.e. Inservics courses for Primary Teachers learning the Mz
the Hzpu Marae.)

4. Opportunity for che premotion of closer liaison, communicazisn
developing c¢ontinuizy of subject programmes etc., betwesn zha
and Primary schools in the Hapu.

3. Opportunity for the meobilisation and utilisation of Maori eils
children as educztional resource people. Tha Kapu Marae wou'd
and developmenc 'taha Maori' programmes in all the contribuzin
would effectively become the Maori Educational Resource Cemsx

APPENDIX 2

KAKARIXT HAPU Guidanee Svszs

ozry Scheme comes out.
i Iznguage could be held at

, siaring of resources,
Hizh school, Intarmediate schools

rs, pakeke, teenagers and

be responsible for the promotion
g schools. The school marae

Zor the Hapu.

™

Rty

SCECCL

S0CIAL

MARAZ

WOEXZER

Zzumatua -~ Chairperson
Social Worker at Marza
Socizl Welfare QOfficer

Mzori Wardens
Teacher or representazive °
relerring boéy.

MiBAE TRIBUNAL (Maoxi Cozmit<es)

Meori Teacher st High School
Fregident Xzkariki Socis=-

The Kakariki Marze Tsidumzi is convered by the chairman when -2
above groups. The Henderscn District Court and the Hendsrson “ou
refer minor cases =3 the izibunal of people who live in the
in New Lynn (inciuding Prgbation) refer 'Communitcy Servigs!

The Marae Tribunz
whole extended Fa-

Contributing Primarv 2nd Intermediate schools have been asked =z
tTuancy cases 10 the Tribunal. Together with che High Schoel, :z.
families in the Hzpu area ace govered.




The above system has distinct advan

1. rarionalisation of the guidance
duplication of energies of spec
families in isolation, We have
pupil before the Tribunal are i

2. reinstitution of the suppor:

within the Hapu ares; using
aroha ki te tangata, matua wh
of the social welfare svstem on
to ihe Tribunal; Grarndparen:s i
in Maori.

5. the success rate of this svsten
Maori kaupapa more compatible a
individual counselling in the s

4. often it is the circumstzances o
increasing supportive resources
e.g. employment and assistance
velunteer invelvement at the Ma

The Marae Social Worker collec:
and the marae monitors the agre
School truanting, as well as £
Marae, in the morning, lunchtim

tages:

system in all the schools in the Hapu area, reducing
falist guidance people of:en working with members of
often found younger brothers and sisters of a high scheol
aving similar problems in the junior schools.

ory roles of Maori elders, pakeke and marua

te taha wairua, whanaungatanga, manakitanga,

her traditional values which formed the foundacions

@ Maras. We have found parents responding positively
cular especially whan matcers have bezn explained

has been very high. Referrals have found the use of
nd less alienating than that of the 'court svstem' and
chools,

£ the family which contributes to the problem. With the
at the school marze, assistance can be given to help.

in finding employment; culturzl and educational clasgses;

rae a5 kaiawhina in the Te Kohanga Reo, craft classes ece.

s the referrals. At the Tribunal agreements are made
sments until they expire. -In cases of pupils at the High
inding out reasons for this, the pupil must check at the
e and afier school. This svstem has not failed.
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RECOVERY OF MANA MAQRI MOTUHAKE THROUGH TRIBAL WHARE WANANGA : 17

'

TE WANANGA 0O RAUKAWA

(1) An historical perspective

The confederaticn of iwi and hapu of Ngati Raukawa, Ngati Toarzngatira and Te Ariawa is most
closely assoeiated with the region between the Rangitikei River and Porirua. The Raukawa
Marae Trustees, a representative body of these iwi and their hapu, gave formal recognition

to the existence of their centre of higher learning when, in April 19581, they resolved to
establish Te Wananga o Raukawa:

for the advancement of knowledge and for the
dissemination and maintenance of knowladge
through teaching and research

Tz Wananga o Raukawe is a reformulation of an ancient institution, namely, the whare wananga,
the original and most senior of which was Rangiarza. For the confederatisnm it represants
another joint venturs of the three iwi named above in the post-European era.

The first of their major post-Eurcpean initiatives, which continues to serve passing generations
of the confederation, is the house of God named Rangiatea which was opened in 1849 and still
stands on Te Rauparaha Street in Otaki. The next major excursion into activity of European
origin was in the 1830s when the confederation established *heir own horse racing club and
absorbed its European neighbour which was in financial distress. Two decades lzrer the
confederation, led again by the Church, built Oraki Native Boys' College on land provided by
the confederation for education. Financizl difficulties czused the Anglicans to close this
school in 1938 afcer thirty years of operztion during which time it educatad youth from the
confederation, including Inia Te Wiata, and, from outside, Manuhuiz Bennerr and Ben Couch.

In 1936 the confederation built their marae-matua and, using the Native Purposes Act 1936,
created The Raukawa Marae Trustees, a body of sixty-nine members representing the score of
iwi and hapu which comprise the confederarion to administer ir.

The fifth important joint development by the confederation was the creation of the Ctaki and
Porirua trusts in 1843 based on the lands which had previously supporzed the Otaki Native

Jovs' College. These are educational trusts and their benmeiciarias sre che children of the

iwi (and hapu) of the confaderation. In 1984 the market vaite of =he assets of these Trusts

zre about 3Z million and scholarships valued at approximately 330,000 ars assisting 200 children
of the confederation. N

In August 1973, the Raukawa Marze Trustses (betiar kmown as, simply, The Raukawa Trustees)

began discussing the concept of iwi and hapu planning and kegan a 25-vear tribel development
sxperiment. This experiment, which is known as Whakatupuraznga Rua Mano- Generatzion 2000,

nas emerged as another joint venture for the confederation. In the eight years ending this

March a hundred seminars (up o tsn days in lengzh) invelving 5,500 Mzori and Pakehz

People will have been designed and directed by Whakatupuranga Rua Mano. (Other marae-~based seminars
#ith at least these numbers ag2in but nor under the umbrells of Whatupuranga Rua Mano have

been conducted concurrently by hapu and iwi of the confederation.)

The Raukawa Trustees established Te Wananga o Raukawa as a nactural and necessary extansion of
Whakatupuranga Ruz Mano having put proposals to estsblish a centre of learning to ministers
of the crown in 1978, 1979 and 1980 and to departments of state in 1980 znd 1981. These
proposals did not find favour in any of these quarters.

(2} The contemporary coatext

The last 150 years has seen dramatic changes in the 1ife stvle and institutions of Ngati Raukawa,
Ngati Toarangatira and Te Atiawa and for the whole of Maoridom it has been a peried of both

high excitement and considerzble pain as the Maori people have learnad a totally different
culture.

ettably, the organization of and support for advanced Mzori eacking and learning is in

reme disarray in the region spanned by the confederation of Ngati Raukawa, Ngati Toarangatira
and Te Atiawa. This condition is a consequence of the incessant {and increasing) pressurss on
Haori instiztutions from lseal and national bodiss which have not been able, or have not chosen,
to embrace Maori insitutions and teachings. The "tanga" of the iwi and hapu which promotad

72 Wananga o Raukawa is not incorporated in the courses of this countoy's educational bodies

S0 25 to ensure its advancsment, disseminavion and maintenancs through teaching and research.

gretiabl
<

Te Wananga o Raukawa aims to contribute to the further deveiopment of the confederation and of
the wider community by produeing bicultural adminisirators, Teachers or researchers in the
expectation that their activities will enhance the quality of decision-making particularly

91 issues arfec:ing the confederation but also on matters which have a bearing on the well-
Seing of the communizy at large. At present the non-Maori majoricy in New Zealand has veta power
in major decisions affeczing Maori people and this veto is sxercised argely by senior decision-
makers (including teachers) who do not have knowledge of and sophistication in the Mtanga”

of the confederation or in Maoritanga in general. In respense to this situtarion the Wananga,
in addition to its degres programme, provides short-term residential courses. In this regard -
it will be 2xtending the work of Whakatupuranga Rua Mano- Generation 2060.

1
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In 1584 Te Wananga o Raukawa has eight full-load and four part-load students engaged in various 48
elements of the 3-year BMA (Bachelor of Maori and Administrarion) course. (A full-load course

: requires about 1,300 hours of work). It also has ane graduate student and ten students doing

¢ 6-month certificate courses. Most of the staf¥ are providing their services voluntarily and

{ what funds are needed are being found througk student fees or other private sources.
i

I

These people are engaged in advancad studies in Fizlds of special interest to them. These

studies would not have been available to them in thke absence of Te Wznanga o Rauvkawa. e,
possibly two, of these students would have been fully occupied at Vicioria University.

(3) Courses of Study

Two fields of study are offered at the undsrgrasuate level. Thess ars: .

-

(a) Iwi and hapu studies: Ngati Raukawa-, Ngati Toarangatira- and Te Atiawa-tanga incleding
contemporary developments and futures study

(b) Administrative studies: Integrated real-l1iZz case studies covering a wide variety of
management decision areas.

The appendix to this paper describes these in graater detail.

(4} Research

A series of contemporary studies into aspects of the life of the confederarsion is being
discussed. Proposals are being developed and work is progressing on some of the following:

{1) A census of the confederation in the 1980s. {1,325 interviews have been done).

{2) The whakapapa of the confederazion. (A number of manuseripts are available for
this work which is proceeding - with cauzion}.

(3) The health experience of the confedersation. (The census mentioned in (1) above contzins
some questions on health; more detz2iled suzveys are being planned

{4) The land transactions of the confederarion. (Some case studies nave been done; others are
progress).

{5) The lirerature of the confederarion. (Retaping and cataloguing and new recarding
and transcribing is being done).

(6} Technological innovation and adapration within
on the .search for tachnology zppropriacs
confederation commenced in 1983 znd will

(7} The 21st century : alternative Tuturss, obi
{An ongoing exercise).

(8) Hapu and iwi planning. (Reseawsh into the srinciples and probiszos is
teaching programme).

{8} Maori language teaching. (Experizentsl work with che irmersicn <schnigque is in its
fourth year).

n

fre

the confederation. (4 seriess of hui
he long-term development of the
inve for several wears),

Tives and stratagies aof the sonfederation.

(5) Hapu and iwi planming

It is extremely rare in the maindtrean of New Zazland society that a person of Maori descent

is asked for his or her hapu, iwi or waka. Empisyers (in both sectors), schools, and other .
centres of learning, hospitals, the Sta2tistics Department (whose full-tige job iz is to collect
statistics), the Inland Revenue Departmenz, the Jepartzent of Internal AfZzirs and so on do

net concern themselves with this dizension of a Maori person's identizy. Indeed the Departaent

of Maori Affairs and the New Zealand Maori Council! are inclined ta empnasise Maori rather th

tribal affiliations. It is, then, quite remarksbie and significant chat alfzer decades of denial

hapu and iwi continue to be major operating unizs in Maoridom.

It is, however, quite unremarkabie that hapu and iwi identification has wezkened dramaricaily
with succzeding generations of urban-born Maor: seople. Cross iwi/hapu or cross cultural
marriages and/or geographical separation from prin ipal hapu or iwi centres (i.e., maraze)
have been major factors ia this toend  The absence of any institutional rsinforcement has
been a contributing factor,

We have emerged from a tradition in which hapu and iwi planning and management was implicic
in all we did. Our haputanga and the associzted whanavngatanga (intra-hespu) was vital zo the
existence of the individual. We clung to our haru and we lived by its rulss because to not
do 50 was dangerous; survival for the individua’ was more likely as 3z active member of the
hapu than as a non-e¢ntity outside.

™
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At the end of a ¢aniury and half o
and whanaungatanga are not as neces
of identity creates trauma for our

case, may not be traceable to the a

valism in all its pervasiveness our haputa
. While thers are manv signs that the lack
s of stress are multiziz and in any one

As ‘the influence of individualism has waxed and the protective role of haputanga and whanaungzarznaa
has felt the reverse our hapu and iwi have not Z:shioned techniques or re’ined their skills

for the purpose of attracting their people to I hapu or iwi. We are unskilled ia forming
policies and implementing programmes which wil the whanau, the hapu or iwi valwable and

vital again to the individual. There have to ood reasons for individuals to give their

time, talents, energv, resources as well as theit memories and lovaltizs 3 their hapu and iwi.
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£ we knew how to measure the resources of a hapu or of an iwi we might then be in a position
-0 formulate plans to expand those rssources and to make our hapu or iwi wealthier, more
attractive and more productive.

We have two problems: one is to define resources and productive activity; the other is to
measure these. Academic and practicing accountants around the globe spend their waking hcurs
and, wccasionally , I suspect, their dream time on these two problems in commercial or ecomonic
contexts. Unfortuantely, they have not prescribed any solutions to these issuss which will
advance our search for resolutions to the two problems cited above.

At Te Wananga o Ruchiwa we are trying to obrtain insights into this field and fo formulara -
stratzgies te c:zand tribal resources and/or productive activities,

(8) Tri . resources and activitv

¥ .ot ldentify a selection of tribal resources and activity for which, typically, ne aztempts
©auantify or zo verify are mads. These resources and activities, nonetheless, are viewed as
s¢ing vital to the health and goed standing of a hapu, an iwi or a runanga. A nurber of the
major items ave listed below. In its teaching and research work Te Wananga o Raukawa hag
developed operational definitions and measurement techniques for many of theses.

{a) "Balance sheet" items or stocks of resources including:

(i} People resources:

" Population and selectsd charzcteristics such as age.
Pataka of instantaneously available whakapapa knowledge
Promoters of spiritualiczy and participants thersin
Those whose knowledge and energy permit them to express

whanaungatanga which is knowledge and action-basad.
Those who promotz and refine the kawa.
Repositories of the reo.
Exponents of the arts and tikanga.
Kaumatua who participate,
Hezlth experience.
European educational achievement

(ii} Physical resources:
Whakapapa - in manuscript form.

Kawa - its existencs,

Marae and facilizies at the various levels of guality.
Land.

Investments. A

(b) "Income and expenditurs" itams or activiiy:

{i} Invelving people and action in the promotion af:
-spirituality.
-whanaungatanga.
trzining programmes (in relation to the knowledge and skills required o
maintain and develep hapu resources).

(ii) Involving physical resources:
Renovations.
New facilities.
Commercial development which is hapu/iwi owned,

(7) Conclusion
Te Wananga o Raukawa was created in April 1981 primarily to producs bilingezl and bicultu

=
administrators with their Maoriness rootsd in the '"tznga" of Ngati Raukawa, Ngati Toarangat
and Te Atiawa.

1l
i

Ta

We cannot expect the established centres of higher learning to t=ach our peepls about themselv
in the way in which we would want it done. They must, of necessity, give a gemerality ro thed
content. At Te Wananga o Raukawa we have accepted that there are trade-ofss. e give up the
benefitrs of perspective through generality in favour of knowing ourselves well through detailsd

study abour ourselves.

s

H @

I
el

5}

[
I
i
e
7]
ft:
o
Hy

Te Wananga has coupled this approach with and through administrative studis
seeing a favourable return by way of runangz and community development at T
capital and operating cost.

Whatarangi Winiata
Weliington 19 Mareh 1934
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1. ART

APPENDIX

Iwi and Hapu Studies

This

represents half of each vear's programme of study and is -

designed to ensure that in three years of study students will
acqguire knowledge and confidence in the following subject areas:

(a)

(g)

()

(3

Magri janguage including formal whaikorerc/karanga language,
language for the presentation of issues and conversation
language

oral literature including karakia, waiata, pokeka, haka,
tauparapara and whakatauki

historv and artifacts

igi andé hapu planning
zrae Iorm and procsdure

whakapapa

health

land issues and

managament of change

within the Confederation of Ngati Raukawa, Ngati Toarangatira and
Te Atiawa {or outside it by arrangement} and within the national
ané international framework of environmental factors.

The matrix which appears on the next page describes the range of
studies wnich are - undertaken and the teaching-learning
technigues which are applied. The specific arsas of study
ars described across the top while the iwi and hapu (as the
activity units) are lisced on the left and the macro-environmentzal
influences are listed cn the right,
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APPENDIX continusd

2.

ADM: Admiristrative Studies

—

e

is to provide, through integrated case studies, a
understanding of a range of important management

s as they eppear in diverse types oi organizations
ané as ths e diagnosed and administered within national and
internationz. influerces. The organizations (or activizy units)
which are s<udied include:’

The objecti~
comprehensis
decision ars

h

[

Hr

{a) induszrial firms

{b) financizl institutions

(c) Mzori incorporations

(d) . Sectics 438 trusts

(e) marze znd hapu organizations

{£) loczl tzodies (borough and county councils)
{g} public bodies (schools and hospitals)

(h} state ccrporations

(i} Govern=znt departments

(i) charizz>le bodies and

(x) Japan.

The managemsnt decision areas which are studied include:
(a} leadsrship

(v} organiz=tional development

(c) finarncizl management

(&) marks=-ing and ¢onsumer choice

(e) alternztive futures managément

() objec-ives, constraints and performance
{g) innovazicn and technology

(h) legal zonstraints

(i) reporzing and

(i) infor-ztion systems.

-

The matrix wxich appéars on the next.pace pressents the full scope
of the stud-ss which are . offered and the pedagogicazl processes
which are  followed. The managemen: decision areszs are
described zcross the top of the page. Tne organizations to be
studied and <2 national and international influences are listed
on either siZs cf the matrix.

The choice cf Japan for a country case-study reflects a belief that
Maori peopic have a comparative advantage in the study of this
country. Moreover, it indicates a cornfidence in that country as a
wvaluable scurze of technology to enhance ths industrial development
of the regi-rn spanned by the Confederation.
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