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GLOSSORY 

Ako -

Aroha -

bi-cultural -

cul tur e 

Kai Awhina -

expression of the unity in meaning existing 

between learning and teaching. 

love. 

two meaning and symbo l systems 1n 

co-existence. 

syste m of symbols and meaning s by which 

people mak e se nse of their world. 

helper, assistant. 

Kura Kaupapa Maori - education through total immersion 

in a Maori milieu. 

Maori Language assistant. 

Maori elder. 

Maori methodology. 
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Kaiarahi Reo -

Kaumatua­

Kaupapa -

Kohanga Reo - language nests, pre-school education within a 

Maori milieu. 

Manaaki -

Maoritanga -

Powhiri 

Te Kaiako -

Te Reo -

Nga Tamariki -

caring, sharing, empathy. 

knowledge framework within Maori values. 

welcome, greeting. 

the teacher. 

the language. 

children 

Tangata Whenua - People of the Land. 

Wairua - spirituality. 

Whanaungatanga - familiness 

Whanau - family. 
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ABSTRACT 

A s tudy e mploying ethno gr a phi c me thodology in the mann e r of 

Lut z ( 1984) toward s the examina tion of change through the 

imp le me n ta ti o n o f Wha n a u , or Bi- l i ngual Unit s , within a n 

existi n g pri ma r y sc h oo l st ruct ur e i n two c om p o n e n ts of low 

densi t y Maor i p o pu la ti o n. Each compo n e nt cont a ine d a primary 

a n d int e rmed i ate sc h ool se tting . Da t a we r e g a th e r ed t hr ough 

observa t ion a n d i nt e r vie ws wi th Pr i n c ipals , teac h e r s , p a r e n ts , 

c hildr e n a nd Resource Maori p e r sonn e l . Two bas ic dir e cti o n s 

und erpi nne d th e s tudy . One co n ce rn ed with ma ni fes t e d c h ange 

with i n the tota l sc h oo l s tru c tur e , and th e o the r with th e 

leg itimacy o f what was t aug h t fr o m a Mao ri p e r spective. 

Le gitimacy o f Ma o ri Val u es wa s a sses sed al o ngsid e th e g ive n 

d e f i nitions o f T a ur oa (1 98 0 } a n d Ka'ai (1 990), whil e the 

c h a n ges within the s choo l s tru c ture we re ali g n e d with the 

cont e ntions e xpr e ssed b y Banks (1988} and Irwin (1988,198 9 ) a s 

necessary for the manif e station of a bi - cultural perspec tive 

within a school structure. The implications of the study were 

that the Units had been successful in their provision for 

knowledge and learning from within a ba s e in Maori Values, but 

that the utilization of the Units as a platform for promoting 

change within the over - all school structure was insufficient 

by itself, to bring about those changes necessary within the 

education structure, if New Zealand society is to become at 

least bi-cultural. 
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CHAPTER ONE 

INTRODUCTION 

This study is concerned with an educational response to the 

aspects of change implied by the recognition of New Zealand as 

a bi - cultural society. Specifically the objective wa s to 

investigate the manner in which Maori Values in relation to 

l ear ning and knowledge, through the establishment of Whanau 

groupings within functioning primary school structures have 

been negotiated and dealt with. 

With the dawning awareness within the last decade, 

"that New Zealand's present society is mon o-cultura l 
and ethnocentric with the dominant Pakeha culture 
controlling all the major institutions and restricting 
other cultural expressions .... ... (Tauroa 1982:140) 

has come the realization that change 1.s necessary if New 

Zealand 1.s to become at least bi-cultural. Implementation of 

a bi-cultural perspective however, extends beyond the mere 

provision of a cultural alternative. It 1.s the underlying 

ethos, method and values of presented 'knowledge' which 

determines interpretation, or 'world view (Harker 

McConnochie 1985). 

"Education cannot be an equaliser when its curriculum, 
methods and ethos are derived solely from the culture 
of the dominant group in society."(Irwin 1987, SG 2:19) 

& 

By embracing the principle of a 'non-racist curriculum' (Irwin 

1988) the core Curriculum Review (1987) provided a firmer 
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foundation for r ecognition of tangata whenua partnership in 

education. (Keni Johanni-Piahana 1988) Thus the way was 

opened for the legitimization of Maori values in relation to 

knowledg e and learning within the 

struct ur e . Whanaungatanga and Aroha 

status within the S t a t e School system. 

functioning education 

co uld have official 

Th e implications of a 

Whanau system of education as it exists within the concept of 

Maori Values could therefore, prove to be the break through 

sought by Maori people. 

The introduction of 'another point of view has relevance also 

fo r those of th e domin a nt cultural group, as a bi-cultural 

pe r spec~ive cannot becom e a reality without the comprehension 

and understanding of those who belong to the dominant cultural 

group. To hav e walked a mile in another's shoes (Irwin 1987) 

provides an illumination of not only another's reality, but a 

clearer view of one s own. The prime focus of the study 

therefore is towards providing a clearer vision of the way in 

which negotiated change through the legitimization of Maori 

Values in knowledge and learning within the State system may 

have introduced a dual cultural perspective for both Maori and 

Pakeha students within the Primary School structure. 

Two basic directions suggested themselves. One, concerned the 

school structure. Had it changed to any recognisable degree, 

or had it merely rearranged the surface form, allowing that 

which had always been, to flow on unimpeded? If New Zealand 
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is to become at least bi-cultural, then the State School 

structure will of necessity be required to manifest a change 

towards a bi-cultural perspective. This raises an issue of 

definition. Bi-cultural ism, like its counter-part multi-

culturalisrn is cloud ed by ideology, rhetoric and mis -

understanding when it comes to manifestation in reality. If 

culture 15 

meaning s by 

defined as b e ing 

which people mak e 

the "system of symbols and 

sense of their world" as 

typified by Metge (Irwin 1988), then, bi- cultural implies two 

meaning and symbol systems in co-existence . A bi -cultural 

society, to paraphrase Irwin, would the r efore be, 

one in which 'both 'cultural groups are able to make 
sense of their world, communicate with each other and 
plan and live their lives as they see fit."(Irwin 1989) 

Irwin (1988) employing the holistic model of Banks points out 

the requirement for the total school environment to be the 

unit of change. Within the conceptualisation of Bank's model, 

"the total school environment is conceptualised as a 
system that consists of the following variables: the 
school staff, school policy and politics, the school 
culture and hidden curriculum, the learning styles, the 
languages and dialects, community participation and 
input, the counselling programme, assessment and 
testing procedures, the instructional materials, the 
formal curriculum and course of study and teaching 
styles."(Irwin 1988:72) 

Irwin is quite specific regarding the contentions of change 

when she states that, 



"Until each of these variables reflects a position of 
et hnic pluralism, th en the programme cannot be 
described as bicultural".Irwin 1988:72) 
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Assessment of the import of Berstein's three me ssage syste ms, 

th e cur ri cu lum, pedagogy and evaluation, together with the 

context of education, (Hark e r & McCo nnochie 1985) supports 

Irwin's cont e ntion. Th e refor e in o rder to concl ud e that any 

change found within the school structu r e wa s a bi-cultural 

manifestation, that change was ne ce ssarily required to be 

e xhibited within the total sc hool en v ironment. 

Direction two, concerned the legitimacy of that which was 

taught from a Maori perspective. Was what was provided a 

legitimate conception of Maori Values? That is, was the 

Kaupapa acceptable to Maori people as a valid presentation of 

their world view, or cultural perspective? In order to 

provide an acceptable habi tus for Maori students the value 

base was necessarily required to reflect the Kaupapa, or 

objectives of Maoritanga in practice. The whanaungatanga 

(familyness), aroha (love), manaaki (caring, sharing and 

empathy) and wairua (spirituality) of Maoritanga (Tauroa 1980, 

Ka'ai 1990) require expression within the curriculum, pedagogy 

and ethos of the Whanau Unit. In accordance with Bourdieu's 

theory of cultural capital (Harker & McConnochie 1985, Irwin 

1988), without a legitimate Kaupapa the unit could not lay 

claim to providing a valid habitus for Maori students, and 

therefore, neither could it be considered as contributing 
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towards a bi -c ultural perspective. However, the challenge of 

cultural diversity has implications beyond the confines of the 

school system. 

Th e "concept of multiculturalism [substitute bi ­
cu lturali sm ] emphasises a more equitable allocation of 
resources and the s h a ring of power." (Irwin 1989) 

The i ss ue therefore b eco me s o n e of p o we r and control . 

Under s tandably, from a Maori perspective the second direction 

i s of the greater importan ce, s inc e it is th ey who hav e been 

di sa d vantag ed by the system for so l o ng. (Kaai-Oldman 198 8 ) 

Th e ramifications of sharing resources and power however, 

point to the desirability in obtaining an appreciation of 

cultural diversity within th e dominant group. 

"Th e crux of the policy-making problem for 
multicultural societies i s that the final power for 
decision-making on minority needs and rights is taken 
within the constraints of dominant public opinion under 
circumstance s where the majority, rather than the 
minority, is usually in control." (Churchill 1987:67) 

Therefore, though a separate system might prove to be a 

necessary option for Maori people, it might not, in itself be 

sufficient to ensure an equity in life chances, or the 

facilitation of a bi-cultural society. 
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CHAPTER TWO 

LITERATURE REVIEW 

The necessity for change towards the recognition of cultura l 

diversity within New Zealand emerges as a common theme from 

current writings. Spearheaded by Tauroa's (1982) blunt 

perceptions in exposing the myth of multi-cultural Utopia in 

New Zealand, recent publications have highlighted the 

unresolved nature of the monocultura l dominance of mainstream 

culture within New Zealand. Calls for action have become more 

strident through the eighti es into the nineties. For with the 

dawning awareness within the last decade, 

"that New Zealand's present society is mono-cultural 
and ethnocentric with the dominant Pakeha culture 
controlling all the major institutions and restricting 
other cultural expressions .... . (Tauroa 1982:140) 

has come the realization that change is necessary if New 

Zealand is to become at least bi-cultural. By embracing the 

principle of a non-racist curriculum' ( Irwin 1988) the core · 

Curriculum review (Dept. of Education 1987) provided an 

official framework for the recognition of "Tangata Whenua as 

partners in education."(Johanni-Piahana 1988:61) Renwick in 

particular was optimistic about the influence of the 

Curriculum Review in promoting change. 



. . The development of school curriculum that 
acknowledges the place of Maori as tangata whenua, and 
deals equitably with Maori students is the highest 
priority, and the most difficult challenge facing the 
state sc hool system . " (Renwick 1988 : 19) 

12 

Whil e Renwi c k wa s optimistic about the recognition of Maori 

values in their o wn t e rms within the S tat e system, h e also 

so und e d a wa rning that it could b e th e State syste m' s last 

oppo rtunit y to deliver on it s promises. 

Bilingual education became part of the New Zealand education 

scene with the establishment of Bilingual Sc ho o ls in Ruatoki 

and the Hawkes Bay in th e late seve ntie s, and developed 

e l se where various forms, including bi-lingual units, 

through the eighties . (Benton 1984,1988) Such innovations 

were locat ed mainly in areas o f high Maori population, and 

increasingly in order to respond to the needs of Maori 

children emerging from Kohanga Reo pre-school education. 

(Benton 1984,1988) Benton (1984) provides an informative 

account of the common characteristics of five bi-lingual 

schools. 

From the point of view of this study however, the most 

comprehensive published background material is that presented 

in 'Getting It Right'. (Hirsh & Scott 1988) Prepared in three 

sections the material builds upon that official framework 

towards equity expressed within the Curriculum Review. The 

over-view in Part One explores the possibilities opened up by 
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the Curriculum Revie w (Dept. of Educatin 19 8 7) for future 

direction . Part Two explores the principles, concepts and 

issues as they appear to several prominent education 

activists, while Part Three details the practic es and 

programm es in action as practitioners r eveal the joys and 

problems of their attempts ' to give r ea lit y to a bi-cultural 

. P e r s p e c t i v e . The majority of those a ttempt s were ef forts made 

within existing sc h oo l s tru ct ur es with a high Maori 

population. Resea r c h in the current st udy cou ld be co n s id e red 

·' 
to exte nd those initi a tives, but from within areas of lower 

Mauri population percentage. As well, so me of the principles 

and concepts exp r essed within the text, particularly those of 

Irwin, hav e been assimilated into th e theor et ical base . 

The New Zealand state education system has however, und e r-gone 

a radic a l change in administrative structure since the 

implem e ntation of the Curriculum R e view, with the advent of 

'Tomorrow s Schools,' and more recent assessments such as those 

expressed in "Political Issues In New Zealand Education" 

(Codd, Harker & Nash 1990) are less than encouraging. Codd, 

Harker and Nash (1990) consider the removal of the State's 

regulatory powers gives free reign to the forces of hegemonic 

domination in society. They cite the results from 

decentralization in China (Robinson 1986 cited Codd, Harker & 

Nash 1990) as a far from encouraging example of what the 

future could hold in New Zealand . Social reality in an 

unequal society in accordance with Bourdieu's cultural capital 
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theo ry repr o du ces inequality in fav o ur of th e dominant group. 

(Codd , Harker & Nas h 19 90) A contenti on whi c h ec h os th e 

di squi e t exp re ssed by Tuhiwai Smi th (19 86) and Hingan ga roa 

Sm ith (19 86 ). Gr ou n ded in th e theori es of Bourdieu, Freire 

and Apple, Tuhi wai Smit h is mor e conce rn e d wit h abandonme n t o f 

the present s truct u res and c r eati n g e n tirely new moves, 

towards the edu cation of Mao ri people within a Maori et hos. 

Her account r eflect s a Moori perspective on the ope r a tion of 

ideology a nd power within education. and she makes some astute 

comment s on t h e c ultural st rugg l e and the br eaking of 

constraints towards self determination f o r Mao r i people. 

Ilinga n garoa Smit h 1s s imil a rl y const rain e d against a Pakeha 

defined Maoritanga which l oses relevance fo r Mao ri people. 

Both Sm i t h s support t h e total i mm ersion pr ogramm e of Kura 

Ka u papa Mao r i as an alter n ative schooling option, whi c h they 

see as n o t only r e pre senting a con sc ious resist a nc e initiative 

aga ins t th e poor performa n ce of the State sys tem, but also a 

positive and r ad i ca l mo v e t owards c h a n g ing the ideological 

dimension for Maori yo uth. (H i n gangaroa Smith 1990) By 

impli c ation Kura Kaupapa Maor i progra mm es raise que s ti o n s 

concern ing accountability within those initiatives unde rtake n 

within th e e xi s ting schoo l struc tu re , s u c h as Wha n a u and Bi ­

l ing ual Uni ts. 

"The ramifications of Kura Kaupapa Mao ri establishment 
outside of the s tate schooling system must ine vitably 
raise ques tions a s to the efficiency of the se 
programmes [Taha Maori iniatives, bilingual units and 
bilingual schooling) in terms of learning outcomes, use 
of r esources and effective use of state funding." 
(Hing angaroa Smith 1990:193 ) 
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Together with the work of Harker (1986) these articles sound a 

warning of the possible dangers for a Maori cultural 

perspective within existing s tru ctures. 

The theme is echoed 1n "Edu cation as Cultural Artifact" 

(Harke r & McConno c hie 1985) which o utlines the n ecessity of 

having member s of a culture define their own perspective or 

world view in o rd e r to ensure its relevancy. In their c l ea r, 

concise account of the effects of the 

cultu ral perspective of the domin a nt 

imposition of 

group on to 

the 

the 

Australian Aborigine and New Zealand Maori through th e rol e of 

schoo ling, Ha rk e r a nd McConnochie (1985) highlight the dilemma 

facing pluralist societies . The dilemma of 'lif e styles' 

versus 'life chances.' A dilemma exa mined and expanded upon 

by Bullivant's text, "The Pluralist Dilemma". (1981) The 

message seems loud and clear, self determination in the 

recognition of alternative cultural values. This poses 

pro b 1 ems for both the dominant and minority cu 1 t ura 1 groups 

which have yet to be resolved, and as Benton (1984) points 

out, the necessity 1s for wisdom in decision making and change 

within other social institutions, if moves towards bi-lingual 

education are to advance an honest bi-cultural partnership 

within New Zealand society. 

In assisting teachers towards the development 

cultural/bi-lingual perspective both "Ideology 

Schooling of Maori Children" (Simon 1986) and 

of a 

in 

bi­

the 

"Preparing 
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Teachers for Bi-cultural Class r ooms" (Harrison 1986) serve as 

useful background reading . The former in illuminating the 

r ecent past and the attitudes of practising teachers, and the 

l ater providing insight and understanding of the 

determinants of behaviour 1n the implementat i on of another 

c ul tural perspective wit hi n a sta te system. Harri son' s 

account de sc ribes the work undertaken with E s kimo people in 

Ala s ka, and 1n considering the implications for New Zealand, 

pinpoints one of the greatest problems as being a shortage of 

qualified bi-lingual personnel. 

"There si mply are not enough cer tifi cated Maori­
speakin g individual s for the number of positions that 
ex ist now, nor are these t eache rs available for 
addit i onal bil ingual c la ssrooms as programmes develop 
around the count ry"(H a rris on 1986:43) 

A statement as pertinent to the existing situation 1n New 

Zealand, as it was when made five years ago. 

Maori Values are an important aspect of thi s study and two 

writers who give valuable insight into their dimension in 

relation to knowledge and learning, are Tauroa and Ka' ai. 

Tauroa's "Maoritanga in Practice" (1980) and Ka'ai's thesis 

on, "Maori Pedagogy, Te Kohanga Reo and the Transition to 

School" (1990) provide substance for an arena largely 

unexplored from a Maori perspective, by the education 

structure. 
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Illuminating also 1 s Pere's ''Ako, Concepts and Learning in The 

Maori Tradition" (1982) While her text may be less easily 

understood without some prior background experience or 

knowledge within a Maori idiom, it 1s nevertheless a valuable 

asset for those see king to gain insight into learning and 

knowled ge from a Maori perspective. Of note 1s her warning 

to would be policy makers who desire to set down hard and fast 

rul es concerning a universal Maori kaupapa within existi ng 

primary school structures. 

"Th ere 1s no suc h thing as Maoritanga .. .. . Each tribe 
has its own way of doing things. Each tribe has its 
own hi story. And its not a history that can be shared 
among others ... . I can't go around saying because I'm a 
Maori that Moaritanga mean s this and all Maoris have to 
follow me." (Pere 1982:5) 

Reference to Maoritanga within the bounds of the fieldwork 

material ther e fore 1s considered to be contextually confined 

by the Maori values of the data base. 

For teachers open to the adopt ion of a genuine bi-cultural 

perspective within schools these texts provide informative 

reading . 

The educationalist who has probably had the greatest impact on 

the formulation and foundation of this study however, is 

Kathleen Irwin . With her astute and forthright comments on 

racism (1988) and multicultural education (1989), Irwin brings 

challenge and clarity to a realm cluttered with rhetoric and 
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misund e rstanding. Employing the holi st i c model of Banks ( 

1988) Irwin points out th e nec ess ity for cha nge within the 

current structures if Maori education is to become acceptable 

to Maori people. 

" Cha n ge in 
will h ave 

the area of Mao ri 
to be co ined in 

e du cat i o n in 
term s of bold 

vi sio n s , as a rti c ulat e d by Maori, if it 
expected that it will b e ac cept abl e 
peop l e ."(Irwin 19 89:15 ) 

th e future 
pro-Maori 
is to be 
to Maori 

c hall enge of providing f o r Maori values with i n th e 

exis ting sc hool s tru ct ur es of the State ed ucation sys t e m 

therefore emerges as not on l y topical within c urr e nt 

publications, but h as yet to b e r esolved satis fa cto rily from 

the point of view of many Maori people . Renwick's warning 

(1988) may prove to b e prophetic . 
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CHAPTER THREE 

THEORETICAL PERSPECTIVE 

The original re sea rch design e n visaged was that of a critical 

et hn ography in the manne r of Angus. Lawrence Ang u s (1978) 

em pl oyed a base in critical theory in a n att e mpt to understand 

the complexity of organizational lif e within a school setting , 

by focussing on the dialectical relation ship between agency 

and str u c tur e . Agen cy and structure were r ega rd ed a s equally 

important and inseparable fr o m o n e another . It therefore 

see med r easona b l e in pursuing what appeared to be a si mil a r 

study, to attempt a simi l a r theoretical perspec tive. Th e 

cont ent ion s o f Criti cal Th eo r y are impo rt a nt in r e lation to 

the empoweri ng nature of the theore tical base. (Chi l cot 1 98 7, 

Lather 1 986 ) 

In expounding research as praxis Lath e r (19 86 ) emphasises the 

need for reciprocity between data and theory, and researcher 

and researched, in order to empower the researched towards the 

transformation of their own reality. The duality of ownership 

implied within reciprocity aligns readily with a Maori 

p e rspective of knowledge, providing a further reason for the 

pursuit of this research upon a base in critical theory. 

Within a Maori perspective, knowledge has communal 

ramifications. 



"Research belongs to the 
community, it should empower 
strategies that enable it to 
(Tuhiwai Smith 1986:10) 

whanau and 
the community 
survive and to 

the Maori 
to develop 

flourish" 
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The objective this study therefore, was towards 

emancipatory research which would provide insight for all 

concerned . Howev e r, the practical considerations of 

organization necessitated a less fluid foundation, h ence the 

addition of further strategy. Therefore, while the intention 

to u se th e theoretical contentions provided by Angus, and th e 

empowe ring natur e of critical th eo ry, was not discarded, th e 

contentions of Lutz (1984) wer e assimilated 1n order to 

provide a basic structural framework from which to proceed. 

Lutz distinguishes three models in providing for a holistic, 

or complete as possible, description of meaning. The 

operational model which is built up from events observed by 

the researcher. The representational model which 1.s built 

from the explanations and meanings of the subjects, and the 

explanatory model which is derived from the other two, within 

the context of theory by the researcher. 

In defining ethnography Lutz (1984) distinguishes between the 

employment of ethnography and ethnographic method. Wolcott 

(1988) however, prefers to treat ethnography as a way of 

approaching research, rather than a method. 



" Ethnographic accounts 
decision s ; they do not 
done differently, nor 
proceed . Ethnographic 
things are and h o w 
1988:203) 

do not p oi nt the way to policy 
give clues as to what s hou ld be 

do they suggest how best to 
attention t e nd s t o focus o n how 
they got that way (Wolcott 
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The jntentions of th e study th e r e f o r e co mbine the tenets of 

both Lutz and Wolcott towards the building of the models 

prescribed by Lutz. togeth e r wjth the noti ons of duality i n 

the relations hip of continuity and change e xpound ed by 

Angu s( l9 7 8). That schools have r efo rm ist possibilities is a 

contention suppo rt ed by An gus (1978) and others . (Codd, Harker 

& Nosh 1990, c iting Willi s 1977) 

"Despi t e the evidence ..... tha t [ sc h oo ls] help to 
obscure the over al l d omination of capitalisti c 
relations, numerous examp l es amongst teachers of 
ind ividual resistance to ins titutional ized practices 
s uggest that ... education could hav e r e f o rmist 
possibilities whi ch would gro w out of the 
c ontradictions that can b e detected b etween intentions 
and ac tual practices a t the school. "(Angus 1978:44) 

Bourdieu in hi s th eo r y of Cultural Capital, hi g hlight s the 

part played by the sc h oo l 1.n r ep r oducing socia l a nd c ultural 

inequalities. (Harker 1990) Th e mat c h, or mis- ma tch of 

per sonalized cultural embodiment, or habitus, with the 

cultural embodiment of the school, e quals eith e r success or 

f a ilure for the individual 1.n the attainment of cultural 

capital, and educational success . For Maori students, the 

ignoring of Maori identity (Walker 1973) through the mis­

matching of the habitus and the school cultural embod iment, 
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thereby promoting educational failure, is well documented. 

(Kaai-Oldman 1988) The restoration of a positive evaluation 

of Maori identity and self respect is therefore long over-

due.(Wf:l.]ker 1973) BourdiP.u's theory suggests thf:l.t in order to 

pr·ovid,i );1u·li II r·1•!;l.or ·1 1l.io11, l h11 f. I ~ ; , a rn1.1 I.eh 1 11 < • u I I. 11 r· 11 I 

c mbodimnnt. for M11 o ri st ud e nt s, the sc hoo 1 c u r· r i c u 1 um l.S 

I' Cq U i I' C d t o emb r ace the kn ow l 0.dgc code and pedagogy of 

Mn o ritanga. Berstein (Hurker 1990) l.irgues that it i s not only 

the cur ri culum which is r equi r ed to refl ect the cultural 

context , but the way 1n which knowledge lS transmitted, 

pedagogy, and the way the tran s mi ssion is tested, evaluation, 

which are equa lly important 1n th e ir reflections of the 

cultural bias. The expectatio n therefore would be, in lin e 

with the th eories of Bourdieu and Berstein, that the Whanau 

Unit would pursue policies based upon the values of 

Ma oritanga , and that those values would be reflected within 

the curriculum, pedagogy and evaluation of the programme . 

Banks goes even further, in that h e considers the total school 

environment is required to reflect the value base of both 

cultures, if it lS to be considered a bi-cultural 

manifestation. The movement away from cultural hegemony to be 

sustained, is necessarily required to be system wide. 

"Even though any one factor may be the focus of initial 
school reform, changes must take place in each factor 
in order to create and sustain an effective ... (bi-
cultural) ....... educational environment." (Banks 
1988:40) 
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A reform endorsed by Hingangaroa Smith (1990) in his citing of 

the necessity for a fundamental structural change within 

schooling, if the educational crisis for Maori students is to 

be alleviated. While a single Whanau Unit may therefore serve 

as a ca tal yst for change within the sc hool system, it could 

not in it se lf promote a bi-cultural environment, without an 

accompanying ma nifestation of change within th e total school 

syste m . Irwin (1988) 1. n inve stigat ing an experiment 

e du catio n involving the tran s mi ssio n of Japanese c ultur e 

within an existing school structure, concurred with these 

s uppos itions, wh e n s h e found that ed u ca tion within her study 

was the pr o duct of 

alongside each other, 

for all children. 

While however, the 

two separate structures functioning 

rather than a bi-cultural environment 

afore mentioned theories provide a 

necessary framework for investigation, they are insufficient 

by themselve s in providing guidance concerning a Maori 

perspective. The distinctive characteristics of a Maori world 

* view can only be understood fully on its own terms. (Ministry 

of Education 1990) Guidance therefore rests with the Maori 

people themselves, and it lS within Tauroa's (1980) 

exposition on 'Maoritanga in Practice' that substance is 

provided for the identification of Maori values within this 

study. 
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Tauroa (1980) stresses the interrelatedness of all aspects of 

Maoritanga, both the tangible and intangible elements and the 

"close cohesive interpersonal r elation s hips" that give a 

dynamic oneness to living.(Tauroa 1980:12) Whanaungatanga, 

th e concept o f farnilyn ess 1 n Maori terms e mbruces an extended 

family group, and implie s an accepti n g of responsibility for 

each ot her in th e Whanau, along with the practise of the 

related vir tu es of aro ha (love), manaaki (caring,sharing and 

empat h y ) and wairua (spirituality). (Ka'ai 1990) A Maori 

kn owledge c ode would therefore necessarily embrace the values 

implicit 1n the concept of whanaungatanga , including the 

int a ngibl e eleme nt s , 1n a unit y nnd interrelatedness that 1s 

diffi c ult t o define in terms of Pa k e ha te rminology and 

und ers t anding in r e l a tion to e du ca t ion, but, which 1S 

ne ve rthel e s s n ecessary, if that which i s portrayed as a Maori 

per s p ec tive i s to b e authentic. 

Ka'ai (1990) , drawing on her own, a nd the research of Metge 

(1984) and o thers, provides some guide-lines for the 

identification of a Maori pedagogy. S he points o ut that 'to 

l ear n' and 't o teach' is conveyed in the Maor i language by the 

one word 'ako' which signifie s a unity in meaning between 

both concepts. The "unifi ed co - operation of learner and 

t eac her in a single enterprise" (Ka' ia 1990:12) is 

characteristic of the Maori conception of obtaining knowledge, 

and distributes the rights for the initiation of any discourse 

equally between learner and t e acher. This fluid exchange 
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may requ ire 

instr u ct ional 

sequences , o r to take responsibility for tutoring other 

children in the tuakana - teina, or peer tutoring si tuation. 

( I{ n ' a :i 1 9 9 0 ) The i.uakana - teinn r e lationship 1 s particularly 

relevant in the older chi ld ren taking responsibility for 

tea c hing and assisti n g the younger children in th ei r l earning. 

Evaluation, Lhe third c rit eria d emand e d by Berste in 1s more 

difficult to ascertain. It may only be authentically assessed 

by those who have th e aut h ority within the framework of 

Ma o ritanga to deter mine if they are satisfied , that what is 

prese n ted as kn o wl e dge within the confines of Maoritanga, is 

legitimate in accordance with the value base. The danger lies 

in the possibilities of appropri ation through the 

r einterpretation of the k aupapa out of cont ext. 

(H ingangaroa Smith 1990, Mead 1977) Evaluation of a progra mme 

solely upon th e terms of the estab lished criter i a of the 

school may well const itut e suc h a n appropriation. 

Initiatives, such as those of a bi-lingual or Whanau unit, 

within an ex isting school s tru c tur e, therefore present 

weaknesses as well as strengths, particularly in relation to 

the preservation o f the Maori base, in the provision they seek 

to provide, towards a bi -c ultural embodiment. 



26 

CHAPTER FOUR 

METHODS 

The intention of thi s s tudy was to pur sue a case study 

employing ethnographic methods. There were two components 

parts for data co llect ion, case study A and case study B . 

Each compone nt base was ce ntr e d within a Prima r y School Whanau 

UI1il which had an off - shoot into an Intermediate. Data 

collected therefore were from within four School settings. 

While there were two component s to the study , they wer e not 

envisaged as being strictly in accordance with the definition 

of a comparison study, (Dixon.Bouma & Atkinson 1987) 1.n that 

it was not the points of difference between them which was the 

focus of the study, but rather, t hat the data from each would 

hopefully serve to provide a clearer picture of what was, and 

how it had got that way. In other words the prime objective 

was to provide description, hopefully 'thick,' of the 

implementation of Whanau groupings within functioning primary 

school structures. 

Data were gathered by two main means, participant observation 

and open-ended interviews. The Employment of both serving to 

accommodate for duality's of action. 

"Action 1.s ultimately dual, consisting both of what the 
outside observer can see, and of the actors 
understanding of what they are doing. The 
duality ...... is what distinguished action [and] sets 
the problems for social science."(Hughes 1988:114) 
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Open - e nd ed intci·vi c ws were e mp loyed, as being mo re appropriate 

to data co ll ec tion from within a base of Maori c ultur al 

val ue s. Oral response s were seen as th e mos t appropriat e 

means f or d ata co ll ection , and 

t o the specific que stion base. 

di sc u ssion s we r e n ot confined 

The q u es t ion bas e se rve d as a 

platform only, f r om whi c h disc u ss i o n cou ld be launched. 

Triangulation (Lathe 1· 1986) was served in t h re e ways. 

Fir s tly, b y condu cti ng i nte rv iews with t eacher s, par e nt s , and 

o u t h o r· i t y p e r son n c 1 in d c pen d c n t l y . Secondly , 1 n having two 

separa t e compo n e nt s dat a ba ses, a nd third ly, by e mploy ing 

p articipa nt observa ti ons . As reference documents proved to b e 

somewhat sca rce and s k e t c h y , they playe d a low key role in 

the a n alysis, though they we r e included where avai l a ble and 

approp1· i ate. 

Dif fere n ces ex i s t e d 1n th e width and depth of data collection 

b etwee n the two components. Case study A because of it s 

loca tion a nd familiarity wa s mo r e a cce ssible. It also had a 

historic component in that it wa s an exte n s ion of a pr e viou s 

rese a rch proj ec t. (Pring 1 e 198 8 } Case study B had a less 

accessible location and wa s ,·i rgin territory within the 

boundaries of the study. Th e int e ntion was to authenticate 

all scripted interviews with thos e who had given the interview 

in o rd e r to eliminate error and mis - interpretation. This 

how e ver given the time frame of the study proved to be a 

difficult undertaking especially with resource people who had 
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many demands made on their time. A compromise therefore was 

necessary in that the majority of interviews were discussed 

again with the interviewee, but it was not possible to do so 

in all instances. 

In h i s pur s uit of a holi s ti c approach to understanding 

sc h ooli n g , Lutz (1984) expounded a thr ee mod e l structure as 

a n approp riat e way of presenting meaning. Th e combined output 

of the mo d e l s se r ve s to provid e a body o f d esc riptive data of 

th e ph e nomenon being studied 1.n a s complete a manner as 

p ossi ble. (Lut z 1 984 ) Thus the output of th e r e presentational 

model, the s ubj ec ts point of view, com bined with that of the 

operational mod e l, th e re sea rcher s observations, together with 

th e theoretical base serves to form an explanatory model, 

which allows for a wider comprehension of meaning than would 

be p oss ible from any single focus . Fieldwork data from the 

study were organized according to this structural framework. 

Th e representational models 1n both case studies were 

constructed from a composite of the blending and editing of 

interviews undertaken with the Units' Teachers, including the 

Kaiarahi Reo, the Principal, the Resource Teacher Maori (RTM) 

and District Adviser Education Maori and Pacific Islands 

( DAEMPI) , parents and a small sample of children. Both 

parental and pupil samples were randomly selected . 
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The operational models 1n both A and B were constructed from 

the fieldwork observations undertaken by the researcher and 

discussion and interviews withthe professional educators 

concerned. The intention was to restrict the data gathering 

to those details directly r e lating to the re sea rch question, 

hence observations cent red on tho se detail s whi c h reflected a 

Maori p e r s pective , and ignored the general st ru ct ur e of the 

teaching day whi c h wa s mor e reflective of genera l tea c hing 

pra c ti ce . Data 1n A also reflected attendance at a general 

meet jng h e ld between parents and the sc hool r ep r ese ntatives. 

Both the presentations of the representational and operational 

models were divided into s ub -s ections 1n order to facilitate 

reading and the flow of id eas. The se sections included, 

Beginnings, Operation, A Teacher' s Perspe c tive, A Parental 

Perspective, A Pupil's Perspective, A Bi-cultural Perspective, 

The Daily Routine and a section on the Intermediate similarily 

divid e d where appropriate . Case study A also included a 

section from the point of view of the Kaumatua. 

The aim of the Explanatory Model was to collate the material 

within the two other models employing the tenets of the 

theoretical base towards providing a clear description of 

what has taken place within the Units. The provision was of 

a single model, blending the findings of both case study A and 

B towards the answering of the initial question framework. 

The seven basic questions (appendix A) which constituted that 
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framework therefore form the basis of the Theoretical Mode l. 

From this Model emerged the main findings and contentions that 

provide a detailed profile of the manner in which the 

implementation of Maori Values 1n relation to knowledge and 

l ea rnin g have been n egot:iatcd th r ough th e establishment of 

Wh a nau groupings within exis ting functional pri mary school 

structures . 
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CHAPTER FIVE 

MODELS. 

1. REPRESENTATIONAL MODEL - STUDY A 

A TEACHERS' PERSPECTIVE. 

The Unit was n ot see n as being 'diffe r ent' to other classes 

within the school by it s T eac her s. Ra th e r it wa s perceived as 

h aving an additional co mpon ent. It wa s cons idered important 

that the child r en got, and were perceived as get ting, the same 

quality o f ed uc at ion as ot h ers, order to avoid any 

con not a tion s of missing out' Emphasis was on th e co re, and 

a good general education, but with an extra component in Maori 

language and culture. 

The major problems, from the Teacher's perspective centred on 

time and number factors. Time, 1.n that there were so many 

things to fit in, and dead 1 ines to meet. Both children and 

teachers, had to work harder and more effectively 1.n order to 

accommodate all those demands. Book week, for example 

'squeezed' an already tightly stretched daily programme. The 

teachers found themselves with more meetings, and more 

newsletters to send out, than other classes within the school. 

The Unit collectively, had as many pupils as a three teacher 

school, and the same wide range of levels, which had been 

hard to meet at first, but had become easier with experience. 
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Family g r o u pi n g had the adva n tage of catering for th e more 

ab l e st u dent extreme ly well, as they responded to the 

cha ll e n ges wi t hin the wid e ranges offered, until that is, they 

r eac h ed the ' t op'. Teachers they fel t , ne e d e d t o be aware of 

t hi s , and r espo nd accordingly. fo r t h e Wh a n au tea c hers the 

l'Cwurd s lay in wo rking a s part o f a t eam, and gett ing to know 

c hildren really well. T h ere was ho wever, also a g r e at sense 

of r es pon s ibiljty, ev en wakeful n ights, with the a wareness 

t h at th ese c h ild r e n wet· e o ne' s r es ponsibility f o r a wh ole 

thr ee years. 

A PARENTAL PERSPECTIVE. 

i) A Grou p Of Maori Par ents. 

For this group of par ents , the Whanau Unit means a bonding. 

A bonding across al 1 age groups, p a r e nt s, g randpar e nts and 

c h ild r e n. Th e ba s is f o r total s upport, self esteem and 

s u ccess for th e ir c hildr en , and if there we r e me mb e r s without 

a c lo se e xt e nd ed famil y, then th e Whanau family becam e their 

family, and they s upport e d eac h o the r, Even di sciplining of 

the children, when neces s ary, was done through contacting the 

par e nts, The Unit was not se en as being exclusively for Maori 

p e ople, a s segregation, this group of parents be 1 i eved, would 

not cure the ra c ism that s till existed. 
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The children bond with each other, stick up for each other, 

and help each other. They' re protective of each other, and 

the boys were taught to protect the girls. They might scrap 

and argue amongst themselves, but with outsiders they formed a 

clo se knit unit, which spilt ov e r into out-of-school hours. 

The y we r e also taught to have r es p e ct for one another and for 

their e lders. 

Th e Wh a nau Unit wa s an e xtension o f l~o hanga Reo which enabled 

th e children to grow up in Taha Maori with confidence 1.n 

them s elves . To know they we re Maori a nd b e proud of it. To 

b e able to handle it and not lose their self esteem. To be 

comfortable in it, was the ultimate goal. That was the reason 

the children have been placed in the Unit with some families 

even crossing the City, passing several Schools on the way, to 

be there. That was their level of commitment. This group of 

parents were very pleased about the progress of the Primary 

unit. Their children they felt were doing well 1.n all 

subjects . The whole school had taken it on board, and they 

themselves feel comfortable, not different, when they go along 

to school. The Unit was part of the School, not segregated, 

and with its' classes participating fully in their respective 

syndicates. The parents acknowledged that they did not get 

along to School as often as they would like, or felt they 

should. They had a dilemma in commitment with being fully 

extended with Kohanga responsibilities. They considered 

however, that when a need arose, it was met. 
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It was the annual October school letter whi c h opened the way 

for thi s family, and as a result a daughter joined the class 

a ft er h aving spe nt h e r first six months of sc ho o ling 1n a new 

e ntr a nt c l ass . As a fa mil y they knew l ittle about the Unit 

a nd wo uld n ot hav e as k e d, as the:v ho d thought it wa s for Maori 

c hildr en o nl y. Th e ma in e nthu s i as m f o r belonging lay in 

l ea rnin g th e c u s toms of another c ul t ur e a n d gaining a greater 

under s t a nding of that culture, which for them was particularly 

r e l e v a n t in a New Zealand context. Havi n g come from a totally 

Pakcha b ac k g r o und it had b ee n a learning experience for th e 

whole f a mily. 

The family f e eling and mix e d age groups was for them an 

important part of experience from the Unit. Nervous at first, 

the mother then became very excited about th e class, and saw 

it as having changed and informed the whole family. She felt 

that through her involvement in the class she had been able to 

open up other people's perspec tives through talking with them 

about what took place there. 

The father was on the Board of Trustees and through his 

involvement with the Unit had increased acceptance for the 

Unit amongst other Board members. Being enthusiastic to the 

out-side world was important . Through a slow process 

attitudes were changing, and the feeling which used to exist 
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against the Whanau was dissipating. It was lack of knowledge 

which this family believed caused the fear.that understanding 

was able to dispel. That was why it was important that the 

Whanau should be incorporated in with the rest of the school. 

Within the class it self the children did most things other 

classes did. It wa s a kind of lateral extension, and as a 

family th ey wer e not worried about co n ce ntr atio n on the 'three 

Rs'. The fact that visi t s were all Ma r ae based, a nd singing 

was n e arly all in Maori, wa s of so me co ncern, but the 

opportu nit y to learn Maori tended to out balance that concern. 

The moth e r provided s upport through parent helping, but could 

not help she felt out with things Maori as s h e was still 

unsur e of her ground there. 

Family Two. 

For this family the Junior Whanau has provided the warmth of 

sharing and caring for their son that they were looking for, 

after an unhappy experience in another class within the 

school, when they first shifted in from out of town. As a · 

family they recognize the importance of a cultural 

alternative, coming from a mixed cultural heritage themselves. 

Though they are pleased with their son's progress in general, 

they are a little disappointed with the lack of progress in 

Written Expression and Maths. Lacking the background 

experience in Maori Culture and Language, the son finds the 
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morning Whanau time can be quite stressful. He doesn't really 

enjoy the Whanau time, finding it boring and repetitive, but 

loves the Waiata and Hakas . While her son may find it hard to 

be part of a group, the mother considers it is good for him in 

learning to co - operate, and sub-merge his own n eeds. 

A PUPIL'S PERSPECTIVE. 

A discussion was undertaken with six children, three girls and 

three boys chosen at random within the Senior Whanau 

The girls en joyed the c la ss for the fri e ndly people and the 

cultural learning. Th ey liked th e different trips and the 

visitors, and though they didn't claim to be fluent in Maori 

language, they could understand and managed to speak small 

sentences. Caring, was an important part of the class, as 

for example, when someone hurts you, the group cares for you. 

They also enjoyed having the Junior and Senior classes in 

together in that the little ones could learn from them. Two 

of the girls had come right through from Kohanga. They were 

quite happy with the class as it was and did not want to 

change anything. The class, they felt was different to other 

classes, or at least seen by other classes to be different, in 

that they had been teased and called names by other children. 

One of the things they had done as a group was to invite other 

classes to come and share with them during class time, in 

order to show them what the Whanau was really like. The main 
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reason for joining the class appeared to be parental desire, 

with Mum and Dad wanting them to learn the language . The 

girls seemed quite happy with the decision to join . Of the 

three, two had a parent who spoke Maori, whil e for the third, 

no one else in th e family did. 

For the boys the chief reason for joining the class seem to 

cent re again on the parental wishe s, and learning the language 

seemed Lo be the prominent motivation for both children and 

parents. One boy had asked hi s mum and d ad if he could belong 

to the class. All three had been 1n the class since they 

started school and h ad come through the Kohanga Reo. Two of 

the boys were brothers. Th ey could talk to eac h other in 

Maori, and could understand the language, bu t felt they needed 

more words to be able to converse fluently in Maori 

themselves. Hangi and outings were a prominent feature of 

their enjoyment of th e class and they liked the coming 

toget her, pointing out that Whanau meant family. They were 

quite happy with the c la ss the way it was, and didn't have any 

c hanges they wished to make. They e n joyed being what they 

fe 1 t was 'wel 1 known' within the area and felt they got to go 

places because of thi s. While they had been call ed names such 

as 'blackie b y some other c hildren the y felt this was not 

now as bad a s it u se d to be. Playtimes found them mainly 

playing together as a group with t h e class cricket set. 

Mostly they handled any name calling by ignoring it and 

walking away. 
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A BI-CULTURAL PERSPECTIVE 

A bi-cultural perspective according to the Teachers within the 

Whanau Unit was one which took account of both cultures 

equally. In accordance with this definition therefore, the 

very existence of the Whanau unit within the school gave 

c r edence to Maori culture. Within the class itself, the aim 

was towards the provision of Maori role models, and to ensure 

th e sa me re s pect and importance wa s accorded Maori culture, as 

It had taken time to address the existing European. 

imbalance, but th e t eac h ers now felt the y were close to 

achieving an equity, 1n the attitudes, knowledge and r espect 

for things Maori, that wer e c urrently being s hown . 

attitude required was, are you s howing Aroha? 

The key 

On the initiative of the Whanau teachers, classes from other 

parts of the school were being encouraged to visit the Whanau 

bringing things to share. In this they were aiming to bring a 

greater understanding and appreciation of things Maori to 

other classes within the school. The aim of creating 

opportunities for the rest of the school to know what was 

going on 1n the Whanau, such as spending a week within the 

class, were important contact points for presenting a positive 

image of a two cultural perspective. 

The Unit, according to the Principal had had an impact on the 

School to a greater or lesser extent, depending on the degree 

of involvement undertaken. For those who belonged to the 
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unit, the children, parents and t eac hers, the impact was 

greater. For the rest of the school it wa s more obvious when 

ceremonies were performed and the whole school was involved, 

as for exa mpl e when a Powhiri was performed for visitors. 

Staff members were s upp o rtiv e and there were n o ex treme views 

represented there, though there was a greater r ange of feeling 

1.n the over - all schoo l parent bod y , where attitudes varied 

from ardent supporters , to an anti group. There had been 

incidents of raci s t remarks within the sc h ool, but these were 

confined t o a handful of children. On occasions the Principal 

had had to field verbalization against what was perceived as 

an over-ind ulg e n ce 1.n things Maori. Th e Principal believed 

implicitly however, that the Whanau Unit should be there. He 

therefore attempted to k eep any hassles, and there were 

h assles, as private and submerged as possible, 1.n order to 

facilitate the smooth functioning of the Unit as an integral 

part of the school. 

THE KAUMATUA. 

The local Kaumatua placed high importance on the Whanau unit 

within the school . He considered it was the next, and 

necessary step, to follow Kohanga Reo. It should, he thought 

be extended through all Primary and Secondary education into 

tertiary levels, for it was through the Whanau that the 

Mokopuna could learn to step in both cultures. 

provided the familiarity of their own culture 

The Whanau 

within an 
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environment for learning about the Pakeha culture, and that 

the Kaumatua saw as a highly desirable side-by-side existence. 

"L e t them run side by side" he said. 

He him self. though mo re comfortable in Maorit a nga, co uld slip 

from one cu ltur e to the other with eas e, a nd it was this 

ability that he aspi r ed t o for young Mao ri. The Whanau 

allowed you n g Maori to b e Maori, whil e l ea rnin g to understand 

and function i n Pakeha society. 

Th e s piritu a l dimension, or Wairua, of Maoritanga , revealed 

th e essence , the Maur:i., that breathed through th e performing 

of ce r e mo ni es s u c h as the Haka, the Mihi, th e Karanga and the 

Powhiri, and brought them 'alive'. It wa s this 'aliveness' 

plus the Aroh a and the sharing, the intangible elements of 

Maoritanga which were essential to its functioning. 

The Maori way was through we not 'I' , and it was the group 

which pushed the individual up the ladder not the striving of 

the individual . In that way the individual was supported by 

the group and always had the covering of the group for 

decision making . The other side of that functioning was the 

responsibility the individual had to the group for actions 

undertaken. Thus the Kaumatua emphasised the group element in 

learning, and the importance of that for learning within the 

Whanau. 
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In relation to the Whanau decision making he was not always 

able to get to meetings, which were usually at night. 

However, the School Principal visited often to discuss and 

s har e what had h appe n e d , and to generally keep him inform. 

The Pakeha parent s o f the Whanau also called, and it was with 

some humour h e r e l ated that it was they wh o were pushing the 

st r o ng est for the Wh a n a u to be extended o nward s into the 

Interm ed iat e Sc h ool 

Th e Ma o ri Community h ad had th e maJor responsibility in 

c ho o s i n g t h e l( a i a r a h i Re o f o r t h e Whan au , b u t ha d had no i n p u t 

into th e choosing of th e teach e rs. They were however quite 

happy with the pre se nt teacher s and the progress of the Whanau 

unit. Th e Kaumatua considered the lack of available teachers 

with Reo, o r a Kaiarahi Reo to work alongside teachers, as the 

major hindranc e to progress, particularly in relation to the 

Intermediate. With a philosophy of 'taking things slowly' 

however, he was prepared to wait, and build with care and 

patience on that which had already been achieved. 
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THE INTERMEDIATE. 

THE PRINCIPAL'S PERSPECTIVVE . 

Th e Principal had r eserva tion s associated with propagation of 

a Wh a n a u unit within th e lnterm e diat,~ sc hool . For instan ce , 

th e sc h oo l policy was to l oo k at the c hild a nd th e teacher, 

and at t e mpt to match t h e tw o. Al so Interm edia te e ducation, 

th e P rin c ipal co n s ider e d, 

th at d eve lopm e ntal s t age 

h od co mp o n ents espe c ia ll y gea r ed to 

whi c h a ll pupils shou ld part a k e of. 

Not th e least of th e P rincipal's co n cer n s, was that th e Whan au 

s h o uld not b eco me a ' c liqu e ' of c hildr e n i so l ati ng th e mse lves 

a s an e nclav e with in th e sc h oo l sys t e m. How eve r, in what we r e 

th e ea rly stag,':)S of impl e me ntation hi s tw o points of f oc u s 

we r e, a concern with providing a Maori language inpu t , and in 

co ncent r at in g o n attitude s right ac r oss th e sc h oo l . As we 11 

h e did not wi s h to r eo rgani ze to wa r ds a sc h oo l wide sys tem of 

'Wh anau' or family g r o up s , as h a d happened in the Int e rmediat e 

in Study B , but pr e fered to r e tain th e sys tem under which they 

were c urrently operating. 

Probl e ms had surfaced with timetabling in trying to cater for 

all aspects of the programm e . Some children had opted for 

another class rather than their Maori language class, when 

interests clashed, and this had not pleased their parents . 

The parents were critical of the provision made within the 

school, and were not happy with the manifested loss in skills 

of Maori language exhibited by their children. The Principal 
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admitted that timetabling was a major headache, and the 

proposal to keep the children entering from the Primary Whanau 

Unit together in one class 1n 1992, would he hoped, eliminate 

many of the scheduling clashes. This contingency however 

hin ge d o n the outcome of lh e pol itica l mov es being under -taken 

by the pare nt s. 

The Prin c ipa l recognised he was 'und er fire·, from th e parents 

who wer e n ot happy with the progress to date, with the most 

vocal being the Pakeha parents. The Principal' s r es pons e to 

this criticis m, while r eiterating the school ' s openness to 

suggestions , was to point o ut that the sc h oo l s imply did not 

h ave th e n eeded r es our ces for full Whanau impl e me ntation at 

this time. Hi s suggestion was that the parents go political 

by writing to th e Minist e r, pointing out their desire for the 

sc hool to comply with their wishes, and the Government's 

r esponsibility to fund it. As a result the Whanau parents 

we re now seeking a mandate from Intermediate Board of Trustees 

to lobby on their behalf. A bright spot, was the receipt of a 

grant allocation of $500, matching the locally raised 

equivalent, towards the setting up of the Whanau room. 

A TEACHER'S PERSPECTIVE. 

The young teacher in charge of the 'Whanau hours' saw Maori 

Values within her area of responsibility as being manifested 
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.1n r espect fo1' things Maori and 1n following the protocol. 

Thi s impl a nting of respect wa s mor e important she thought than 

the actual l ea rning of words. Together with the young Maori 

languag e expe r t s h e s aw the Wh a nau as a family situation where 

eve rything b elo ng ed in co mm o n. T hi s wa s th e premise they 

ope r ated from wh e n taking l essons in t h e designated Whanau 

r oo m. Whil e ~;o me c lti ss t eac h e r s we r e unhappy a bout the 

withdrawals for Mao ritanga sessions, as they felt that the 

c hildren we r e missi ng ou t', t h is young teache r di s puted this, 

co n s id e ring th e oppos it e was n ea r e r th e t ruth 1n that th e 

c hildr en n eeded mo r e , a double dose, for the e mp owe ring it 

brought. 

The young t eac her was 

i mpl ementat i o n of a full y 

sc ho ol 1n th e n ear future. 

expe rt h ave hopes of a 

far from confident about 

fl e dg e d Whanau Unit within 

the 

the 

She and the you ng Maori language 

full Whanau eventually , and saw 

themselves as k eepi ng e verything together till that happened. 

It was the d es ignat e d Whanau room which wa s the seat of the 

Year One ' s di s appointment. Th e co rnmuni ty s h e said, claimed 

they would fit the room up, but nothing had happened . 

There would appear to be a communication gap between the 

expecta tions of the parents and those of the school, and what 

was being said, was not matching what was happening. 

Parents were expecting a full Whanau 1n future, but she did 

not believe it would happen in its fully fledged form within 

the next year. 
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AN 'OUTSIDERS' PERSPECTIVE. 

A c h a n ce conve rsation with a member of th e Intermediate s taff, 

n o t directly involved with the Whanau Unit, but with pupils in 

his c l as s wh o were, lead t o an ' o utsi de r s ' point of view. 

This teac h e r vie we d the tw o sys t ems as mutually e xclu sive with 

lit t le comm o n grou n d beca u se of the u nder lying c l as h of 

\ ' FI ] U e S . T h e supposed co ring and s hari n g o f Maori c ul t ure and 

lhe individualistic competitive s tan ce of the Eu ropean had he 

t h ough t , little in co mm o n . Intermediates were parti c ular ly 

di ffi c u lt beca u se th ey were v i rtually prima1·y sc h oo l s run on 

second a 1·y lines, and timetab l es we re the chief s tumbling block 

as lhey were ex tr e mely diffi c ult mechanisms t o wo rk o ut. 

An yone who h a d eve r had th e re sponsibili ty for establi s hing a 

wo rkab l e timet able wou ld i d e ntif y th e problems . A suggestion 

was t h a t maybe k eeping Form One and Two in the primary sc h oo l 

would e n a ble a Whanau to h ave a great e r chance of success than 

in an intermediate si tuatio n wh e r e the chi ldr en were only 

ther e for two y e ar s . He also questioned the primary situat ion 

wh e r e the Whanau Unit had been divided int o senior and junior 

classes a s , 

wasn't a Whanau a famil y and didn ' t a family include 
all age groups? " 

Along this line of reasoning was the primary school really 

operating a Whanau ? 
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This teacher conside r ed Mao1·:i. Studies was mor e important than 

other things f o r the c hildr e n who took them. Seve ral children 

in hi s room went, a nd while they we re out he took language on 

hi s ow n p r og r am me, and did n ot expect th e m to 'catch up 

Other teachers he believed worried that the child r en 

we re'miss1ng out' One look at the bla c kboard list of 

requir e ments 1n the way o f re spec t for e lders, the Kaiarahi 

R eo and li ste n i n g; 1.o others . s h ou ld be e nough to co nvin ce any 

t, ,ac het' of the spi n - o ff value f1· o m internalizing s uch a code. 

A BI-CULTU RAL PERSPECTIVE . 

A bi -c ultural p e l' s p e c t iv e for the young teacher of the 

designated Whanau Unit wa s one in which th e whole school 

participated 1n both cu ltur es. A c ulture, she believed wa s 

not sepa rat ed o ut, but wa s part of th e mainstream with 

everybody having both cultures. In relationship to the work 

she was participating in on Maoritanga she felt that as long 

as it was shared, it would h ave some impact, on at least a 

sectio n of the sc hool. For example the Powhiri to welcome a 

visiting School had had an impact on those who took part 

through witnes s to th e proceedings, whil e those who 

participated gained in respect and Mana. Of note was the 

presence, at the Powhiri, of the School group who were 

planning a trip to Australia. They were keen to learn some 

Waiata and some language for use on their trip. The young 
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le ss than positive about some of the attitudes of other staff 

members. When she had tried to share her insight s after 

attending in-servi ce courses on things Maori, no one she felt 

re a ll y wanted to kn o w. and t h i s wa s evident fro m their body 

l anguage . Wh et h e r i. t was h e r se] f 0 1· t h i ngs Mao ri th ey we r e 

rejec t i n g s h e was n' t s ur e . 

A PARENTAi. PERSP ECTIVE. 

A Gr o u p o f Ma o ri P a r e n ts . 

Pare n t s we r e l ess tha n happy with the pr esent a rr a n ge me nt. 

T h e ir co n se n sus was tha t th e Sc h ool s h o u l d h a v e take n a l ea d 

i n g i v in g a commitmen t . ln th is th ey we r e c ri tical o f both 

t h e P r i n cipa l a nd t h e Resour ce Teac h e r Ma o r i. Fr om th e ir 

pe r s pe ct iv e lang uage , th e provision o f which wa s c au s ing the 

diff ic ulty , was n o t the only important element nece s sary for 

Whan a u f o undati o n. Though they a c knowledged the c e ntrality of 

it s importanc e , they felt that the childre n wh o came from the 

primary unit already had had enough language to support each 

other , and that mor e importantly, they needed the group 

support to keep their se lf esteem intact. From their point 

of view, 

"Reo i s a bonus. The icing o n the cake, but it is n ot 
the most important thing. The Wairua, the Aroha a nd 
the coming together in prayer . T h e following of the 
Kaupapa, were just as important and it doesn't have to 
be in Reo," 
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For them, that their c hildr en were t oge ther and supporting 

eac h othe r was the mo st impor t ant thing. Those who had gon e 

on t o Int ermedi a t e in the present year h a d bee n deva s tated to 

fin d o ut t h ey would not be together. 

just didn't like it. 

The boys in parti c ul a r 

Perhaps, the parent s suggeste d , we shoul d l oo k at taking turns 

in th e class room, unpaid , to h elp sus tain the language, unti 1 

t h e Schoo l co u ld afford a Kaiarahi Reo . At the mom e nt being 

taken out of a class for thre e h ou r s instruc tion was quite 

contrary to Mao ri values, and you cou ldn 't form a bond in that 

so rt of s ituation. They we r e a l so c ritical of th e n ecess it y 

1 n time- t abl ing c h oices, a nd as k e d wh y t h ei r c hildre n s hould 

ha ve to make a c h oice between t h e ir cu lt ure and o th er 

activities. 

The parent s s ugges t e d t hat if one o f the o the r Int e rmediat es 

we re prepared t o mak e a commitm e nt to h av ing a full Whanau 

Unit 1n the foll o wing year, then maybe that wa s wher e they 

would send thei r c hildr e n . It would certainly come as a 

relief to the se p a rent s, not to have to k eep pushing, a s they 

felt the y h a d been at the for e - front of implementation for 

both the Ko hanga and th e Primary Whana u , and mor e import a ntly, 

so h a d the ir c hildr e n. They were get ting tired of the effort 

r e quired, and of going over the same arguments. 

bridges wa s co n s uming wo rk . 

Building the 



49 

!_lEPRESEN'f AJ JONA1=, MODEL --- ~_TUD_Y _!? 

A TEACHERS PERSPECT IVE . 

i) The Junior Class Teacher. 

In the p r esent teacher's opinion one of the biggest problems 

i n es t abl i shing a Bi - lingual Unit within current sch oo l 

s tructures was the dim e n si on o f fitting Maori ideas in to a 

Pakeha fram e work. From hi s own s tudie s what has s tood out , 

wa s th e ne cess ity fo r t h e wh ole i nsti tution to b e part of a n y 

cha nge if that cha nge wa s to be s u cces sful. I n ot h e r words 

th e unit of change needed to b e the whole ins ti t u tion , a nd 

this gave him some co n cer n when he cont e mplated th e Bi - lingual 

Unit. He cou l d see a possibi li ty that Wh a n a u 01· Bi - lingual 

Unit cou l d be come self defeating for Maori children. For 

example , seei n g t h e blond, fair skinned Pakeha e x ce lling in 

Maori lang ua ge, as well as in ot h e r subjects wa s hardl y 

encouraging f o r Maori class me mber s. He had see n this h a ppen. 

He also thought that some of the Pakeha parent s had missed the 

point in that they were l ooking only to their own children's 

b e nefit, and not the group as a who l e. It therefore became a 

plus for them, but def e at e d th e objective of the Unit which 

was gro up orientated. Whil e they were well meaning and 

supportive, it was still a case of 'taking' , which the y had 

already been doing for one hundred and fifty years. 

ii) The Kaiarahi Reo. 
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In the opinion of the Kaiarahi Reo the major problems for the 

School and the Unit lay in communication. People lacking in 

under standing were fearful. A contention supported in 

di sc u ssio n with the RTM and DAEMPI who considered that once 

p eop l e sa w h o w th e Unit work ed th ey we r e l ess threatened by 

it . 

iii) Th e Principal. 

From th e Prin c ipal' s p e r s pecti ve th e Unit wa s tr ea ted a s part 

of th e overall sc hool expe ri ence and n ot seen as different or 

separate. The c las ses wer e after all f o ll o wing the same 

syllabus a s other c la sses with a greater input of Maori, 

parti c ularly in relation to languag e. The Princ ipal was k een 

to see greater us e mad e of Maori cere mony within the School, 

but as h e wa s retiring at the end o f the term felt the 

initiative would need to come from others. 

A PARENTENTAL PERSPECTIVE . 

i) A Pakeha Parent 

For this parent it was the family type atmosphere of the Unit 

where one could walk in at anytime which she enjoyed. She 

chose to place her children in the Unit because of the 'good' 

teacher, the concept itself and had had her three children 

within the unit . The original teacher had been very organised 

and ran a very structured programme. The teacher now was 
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different, but acceptable . She considered that it was 

important to be accepting of difference. Tolerance was after 

all, in her view, what the bi-cultural concept was about. 

Tolerance in learning to accept people and their beliefs. 

The Whan au Unit was a very c lo se knit unit where the older 

children looked o ut for the younger o nes. Group togetherness 

wa s a feature of the Unit, and the c hildr en built up a rich 

background history together, as they really got to know each 

other . In terms of education h er c hildr en had had a well 

r ou nded expe ri e n ce in different things, and made their own 

judgements. 

The class had had its ups and down s, with the opposition and 

uncertainty of the beginning, turning to acceptance as people 

obtained a greater understanding of the base concepts. When 

she was able to she helped out in the Unit as a parent helper, 

and also did relief teaching there when required. She was a 

me mb e r of the Board of Tru stees and had pushed for co-opting 

of Maori Representatives on to the Board. Decision as to who 

they should be, was she thought, a choice to be exercised by 

the wider Maori Community. 

ii) A Maori Parent. 

Both parents in this family identify as Maori. The Unit's 

importance for them lay in its provision of a taste of a Maori 

environment, and in its supporting nature. It was not just 
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just the lang uag e but the cul tural aspects which we re 

important. This family lived over the other side of town and 

brought th e ir c hildren daily, passing other schools to do so. 

Be ca use they h ad littl e Ma ori language th e mse lves, they we re 

building on wh a t th e c hildren we r e l ea rning at sc hool. They 

were n o w mor e r e lax e d a nd not av s h y of th e language as th ey 

had been. The Grandparent s , wh o we re embarras se d at th ei r 

o wn lack o f language , we r e a l so learning along with the 

c hi 1 d t' e n . 

Whi] e the moth e r ass i s t ed 1n th e pr og r amme wh e n tim e al l o wed , 

work co mmitm e nt s, and the l ack of knowledge in the language 

we r e the rea so n s whi c h prev e nt e d th e Fathe r from j oining 1n as 

mu c h as, perhap s h e sho uld. A strong l y exp r esse d se ntiment, 

was that immer s ion in expe ri e n ces of Maorit a nga , such as those 

propagated within th e Whanau Unit, should be compulsory for 

e v e ry New Zealander 1n order to dispel the ignorance that 

existe d within our society. Racism has be e n an issue the 

parents had had to contend with for mos t of their lives . 

iii) A Mixed Maori and Pakeha Family. 

Within this family, the father identified as Maori, and the 

Mother as Pakeha. It was again the development of a Maori 

perspective and language which was the important factor 1.n 

their choice of membership of the Unit. Of the two children, 

one had gone into the class on entering school, and the 
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youngest had joined straight from Kohanga . They were learning 

along with the children and were amazed at the children 's 

capabilities in the languag e . Seve ral family members were 

l ea rning along with th e children as well. 

The language wa s one of the main motives for h av ing h ad their 

c hildren J oi n the class , and the mother expecte d them to 

develop language co mp ete n cy. S h e a l so felt t h at dev e loping 

th e va lu es whic h di s pla y an awaren ess of peop l e's needs, one! 

caring for people was important. 

exte nded fa mil y co n cept . 

Equally important wa s the 

Th e c hildr e n were making good progress, a nd th e c la ss in h e r 

eyes wa s not gr ea tl y diff e rent to o th e r classes. In fact she 

would not want it lab e lled as different, as to h e r that wo uld 

mea n se gr egation . As a f a mil y they tri ed to attend eac h 

term's s h a r e d t ea, and also tried to be involved at other 

tim es wh e n they co uld. 

A PUPILS' PERSPECTIVE. 

The group consisted of a randomly selected group of three 

girls and three boys ranging in age from 8 to 11 years old . 

Three of the children had siblings either 1n the class, or in 

the Junior Unit. The main reason each of the children gave 

for being in the class was to learn about Maori culture and 
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the language. Learning the language had priority, followed by 

art and Mao ri culture. The chance to learn speeches and 

Hakas was an important consideration for the boys . A ten and 

half year boy liked the c lass because h e felt they played more 

games, whil e an eight year girl liked the freedom to mov e 

around. 

One ten year old girl was particularly forthcoming and 

exp r esse d th e wish for a greater input of thing s Maori. She 

would have liked to see the weekl y sha ring time with the 

Juni o r class, happen mor e often, preferably once a day . She 

a l so considerd there sho uld be mor e of the Rea u sed than at 

p 1·esen t , as for her things were too Pakeha. While the 

maj o rity of the group wer e 1n the class because of sib lings, 

o r parental cho ic e, she had asked her parents to l et her join 

the c l ass. 

Four of the children had come up through the Kohanga. One 

eleven year old expressed disappointment with the class at the 

start of the year, due to the lack of Maori language. He had 

been through Kohanga and experienced other bi-lingual units. 

Teachers he commented didn't seem to stay here long . He 

enjoyed the chance to read a lot. 

A nine year old's contribution was that she enjoyed the class, 

sometimes. 
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A BI - CULTURAL PERSPECTIVE . 

The junior c l ass teacher liked t o think that the unit was 

contri buti ng towards a bi-cultural so ci e t y. A society in 

wh ich a ll New Zealanders, Mao ri and Pakeha , fel t com f or t ab l e 

J 11 C i th e ! ' CU l t U I' C . Optimisticall y h e l iked lo think of a bi-

lingual society as well , but fe lt tha t to be somewha t of a 

dr eam . 

F or the l{aiarahi Reo bi - cultu r a l ism was something s h e didn · t 

n ecessa rily d ef in e , but rather h ad an understandi n g of. To 

h er it wa s being open to th inking peopl e and not cult ur e. 

Rather it wa s a natural thi ng to make co n versation and switc h 

from o ne languag e to ano ther , espec i a ll y around ch ildr e n . It 

wa s greet in g a we e Samoa n new come r with 'Talofa ' and watching 

the joy that lit his face. 

A b i - c ultural perspective fr o m th e P rincipa l ' s point o f view 

was one in which eve r yo n e ' s va lu e system, o r c u lt ural aspec t, 

wa s accepted for wh a t it was. He was not s ur e of the part 

playe d by the Unit in promoting this within the school, but 

f e lt that it was at least giving parents a choice. 

A bi-cultural perspective for both the Advisers was one in 

which people were at ease and comfortable in either cu l ture. 

They saw it as tremendously important that the bi-lingual 

units become firmly established, because in seeing how the 
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units work, people were less thr ea tened by them. It was the 

unknown which was threatening. The sad thing for them was in 

observing the willingness with which local people had embraced 

an awareness of things Japanese, yet larg e ly ignored the 

Maroitanga which was part of th ei r own heritag e . 

THE INTERMEDIATE. 

THE PRINCIPAL'S PERSPECTIVE. 

There had been littl e oppos ition to the establishment of the 

unit and the Principal felt that was becaus e people knew what 

to expect. The ground had been we 11 prepared . It was when 

t eache rs and others were ignorant that they felt threatened 

and responded accordingly. The Principal had deliberately set 

out to e n sure teachers wer e fully informed and knowledgeable 

about r equireme nt s. He did not place his staff in threatening 

sit uation s. Consultation throu g h Huis had been the main 

basis for joint decision making. Three years ago when he 

arrived, the school had been very racist in the playground 

with Maori gangs and labels such as 'nigger' commonly applied. 

Now this had all gone. 

The unit, the Principal believed did not have a school wide 

application, since that was not one of its objectives. 

Maoritanga was taken as a school wide option outside of the 
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unit's functioning. The unit was an additional section of a 

school wide bi-cultural emphasis. All doors and rooms 

throughout the School were labelled in both Maori and English, 

and the Art Teacher had organized and supervised the 

preparation of Murals for putting up round the entrance ways . 

N ,, w] ,~ t t. er~; we r· e h eade d 1 n M r.l. o 1· i w i t h Eng 1 is h t rans l a t i on s , and 

a 1 1 a s s <c) m b 1 i e s began and c on c 1 u d e d 1 n Mao t' i . The unit itself 

011 J y to o k p r u 111 J n c n c e ()!) () <; C i i ~; i O n S when a Powhiri was 

pcr·fot·mcd. 

A TEACHER'S PERSPECTIVE . 

The yo ung First Year teacher in the Unit did not view what was 

h appening 1n her c l ass as anything particularly special. The 

r espect and working together whi c h she considered the basis of 

the class , would b e her expectation for any c lass. She felt 

how eve r that th e unit did have an impact on the whole School 

through th e ir rol e as ambassadors for things Maori. 

Bi-lingulism apart she did not consider the programme any 

different to any other programme. The language was fitted in 

where appropriate, and where opportunities existed, with the 

aim being to use Maori as much as possible 1n a natural way. 

The programme she thought did need to · be structured 

educationally however, and towards this end the support of the 

RTM who came in every Tuesday was important. The RTM was her 
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c hief r eso ur ce . T h e t eac h e r h erse lf identified as Ma o ri, and 

had a fair to middling amount of Reo. 

The c hi ef problems th e t eacher identified with the c hildr e n 

was someti mes a ce rt a in a rroga n ce that they ' re s p ec ial, a nd 

t h ey would also 'play' o n the ignorance of things Maori in 

ot h er adult s. P romotin g th e simpl e thing s such as taking o nes 

s hoes off o n e n te r i ng the r oom co uld be a fru s trat i n g 

0.xper ·i c n ce, when, b0ca u sl~ o ther s did no t atta c h importance t o 

th e concep t, th ey di d n o t see wh y they should . for h e r se lf 

there was a fr eedom and relaxat ion in not having to car ry th e 

full weigh t of r espon s ibil ity i n things Maori as s h e had do n e 

in the past a t T eachers' College. T he r e ward s lay in 

encouragi ng c hildr e n to find the ir c ultur e, and in th e re spec t 

that thing s Ma o ri were giv e n. It lay 1n helping fit the young 

for lif e with a good grounding in their own cult ur e. 
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2. OPEHATIONAL MODEL - STUDY A 

Beginnings. 

Originating in the pr omotion o f Maori st udi es by th e Itinerant 

tl'!a c her of Maori, f o llowed by pressure from the Maori 

Community, th e impetu s for the establishm ent of the Whanau 

llnit t oo l{ fi ve y~)a r s , to manife st . With th e s trong s upport of 

t: h c t. h c n PI' i n c i pa 1 . t h e Un i l o p e rrn d i n 1 9 8 7 w i t h t we n t y - f i v e 

e h i ld 1· e n centred on j uni. or· attainme nt lev e l, under a 

lraincd, expe ri enced teacher·. an d a Kaiarahi Re o. As a 

class r oom was a lr eady available within the junior school area, 

] i ttle 1 n the way of al terati.on was required 1n order t o 

acco mmodate the Whanau. The c lass teache r, very aware of the 

g a p s in hi s own kn owledge, instigated a close relationship 

with the local Kohanga Reo, we nt on courses in Maoritanga and 

l a n guage , and, visited o ther Whanau Units in order to 

supplement that knowledge lack. 

The Sc h oo l' s present Principal took up his appointment during 

the Unit's second year of operat ion. The single unit had 

branched in to a Junior and a Senior Whanau, and a 1 though the 

Junior c lass was running well, the Senio r c lass had problems. 

With a r e li ev ing· t eacher, due t o wit hdrawal of the inaugur a l 

teacher on sabbatical , the child r e n had got 'labelled,' and 

were blamed for a large portion o f any mis -endeavours by the 

rest of school. Parents of c hildren within the Junior Whanau 
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were not at all happy about the prospect of their children 

going o n into the Senior Whanau. Drawing upon his 

conside rable experience in integrating school fractions, the 

Principal devised a plan of action with the express purpose of 

increasing the 'Mana ' of the Senior Whanau. In this, h e wa s 

a id e d by the moving o n of both Whanau teachers, and the 

arrival of a new Deputy Principal, who had multi - class 

b ac kgr o und experie n ce. The Senior Whanau was therefore moved 

into th e main school building und e r the tuition of Deputy 

Principal, and efforts we r e directed towards integrating both 

Juni o r a nd Senior classes into their r espective syndicates. 

Th e Junior teaching vacancy was advertised, tagged as a Whanau 

position requiring some Reo, e mpathy with, and experience of, 

Mao ri c ulture. A n e w tea c h er meeti ng these requirements, was 

duly appointed in 1989. 

A further complication existed however, in that the Kaiarahi 

Reo, due to her level of commitments in other community areas 

was over-loaded. This led to unreliability in her attendance 

at the school, which was counter productive for the teachers 

in their planning. The Principal attempted to solve the 

pr0blem by formulating, in consultation with an all Maori 

professional group, the Resource Teacher Maori a Maori 

Inspector, and the Reading Advisor, who shared his concern, a 

clear job description for the Kaiarahi Reo. Co-incidentally, 

and the Principal did not engineer it, the Kaiarahi Reo left 

due to her commitments, and in consultation with the Marae, 
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and the Resource Teacher Maori, a temporary appointment was 

made. The following year the position was formally advertised 

and the acting Kaiarahi Reo, confirmed. This appointment is 

reviewed every two years. Noticeably the structure of the 

programme c h a ng ed , and the success level went up. There were 

still probl e ms to be ironed out mainly associa ted with the 

Kaiarahi Reo' s coming to und erstand tea chi ng skills and a 

t eac h e r 's r o l e . Curr e ntly the Kaiarahi Rea had gained a place 

in th e Teac h e r s ' Tr a ining cour se for tho se skil l ed in Maori 

Language. 

Further adjustments followed in 1990. As the Deputy Principal 

wanted a change, and the Principal felt the objective of 

integration had largely been achieved, with the 'Mana' of the 

Senior Whanau raised, and the children having a greater pride 

in themselves, the classes were moved to their present 

location. Currently they were located adjacent to each other 

within the bounds of what was primarily the Junior School 

complex. The staff member who had been specifically appointed 

for the Whanau took over the Senior Whanau, and the Junior 

Unit was undertaken by a teacher, with seniority, already on 

the staff. The Principal admitted he came in for some 

criticism for not involving the Maori Community in the latter 

choice. 

position 

strengths 

teachers. 

He felt justified however, in that he was in a 

to know the over-all needs of the school, its 

and weaknesses, and the compatibility of the 

He also wanted a teacher with seniority who could 
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give a lead pr o fessionally. Continuation of the Unit did 

d epend on someone already on the staff willing t o take it on, 

as there was no j ob vacancy to advertise. From 1991 the Uni t 

has gained official r ecogn it ion as a Bi-lingu a l Unit with th e 

ass o c i a l c d 1· is e i 11 teacher s a 1 al' i e s . 

TIIE VALUE 13ASE. 

Th e elements wh ic h cons t it ut ed the Maori value base were 

id e ntified as 1· esiding in the prese n ce of a Kaiarahi Reo . I t 

was thi s posit.ion, t h e teacher s' agreed , whi c h embodied th e 

values, and ensured they wer e adhered to. 

in c] uded: -

t.he range of family grouping, 

t h e ca r ing and s h aring for others, 

- the older helping the younger chi ldr e n, 

the co - ope rati ve l e arning and playi ng, 

- the way visitors were welcomed, 

- the r espec t for the Kaumatua, 

Other elements 

th e opening and c losing each day with a Karakia, 

- the coming togeth e r of the whole Whanau to begin each day -

- in Mihi and Waiata, greeting and song, 

- the presence of Taonga with the extra value on things of th e 

past, 

the importance . and appreciation of people. 
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OPERATION. 

T h e c hildr e n we r e, accord ing to t h e ir teachers, partic ul a rl y 

good at s haring and ca r i n g for eac h other. This ex t ended into 

t h e playground wh ere they f r equently played in a l arge grou p 

mixing o l der and yo unger c hildr e n. Ch ild r en l ea rnt t o work 

co-ope r a tiv e l y al o ngside each o th er, and h ow to h e l p o ther 

people. I mpor·tant programme components we r e th e learning of 

their Pepehu and th e Waiata. A new Waiata was introdu ced at 

least once a month and basically learnt thr oug h oral 

repetition. Emphasis wa s on l eadership from withi n th e group, 

a II d tho se chi 1 d re n w i t h t h c a bi 1 i t y 1 n Maori , were enc o u 1· aged 

to lake the initiativ ,~. Thu s c hildren were seen as a 

r esource , with those who had knowledge a n d under s tanding, 

teaching othe rs . A spin off , was the in c rea se in self esteem 

a nd confidence whi c h spi lt over into ot h e r s ubjects. Praise 

and r ecognition were important st rat egies whi c h wer e probably 

employed more t h an in many other classes. 

The Kaiarahi Reo was shared between t h e two c l asses 1n order 

to ma k e the most of the Maori input, and organiza ti o n had the 

f l exibility to encompass h er use in both s ma ll o r large 

groups. The aim wa s always towards maximizing the benefit s of 

her e xper tis e in Maor i language and cu ltur e. Every day began 

with a comm unit y Wh a nau tim e involving both classes. An 

additional, joint Whana u time wa s scheduled for Thursday 

afternoons . Daily, corporate planning was undertaken at after 

school meetings , to evaluate and plan strategies. 
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Reading a nd l a nguag e materi a ls we r e p l e ntiful, and up - to - date . 

The readers we r e free from School publications and the 

co n se n s u s fr om t h e g r o u p was that the l ates t mat e rial s wer e 

co l ourful nnd attract i ve. The Unit n o w had it s o wn spending 

budget, and was the r efore able to k eep up-to - date with 

pub l i c ations and games. As well, th e new Maori L a nguage 

Sy llabu s wus bei n g t ri alP.d wit h i n the Unit. along with th e 

r· esourcP.s Lhat wen t with it. 

f'c o pl e s up po rt was s tr ong-, f r·om the r egula r visits of th e 

llesource T eache r Mao r i. to th e moral support o f th e Kaumatua 

an d local Marac. There wa s also o st r ong p arent a l supp o rt 

bas e , tho u i; h th e Principal, and the Resource T eac her Maor i, 

would like t o see more i nf o 1·mal s upport, where par e nts or 

family d ropped in, jus t t o b e there. 

to th e Kaumatua, 

T h e Principal ha s said 

"Look there's a cou c h in there Jack you jus t come and 
sit there and be our I<aumatua." 

For a whil e one of the Grandmothers wa s doing just that. As 

well, most morning Whanau times have one or two parents, 

relatives o r a visitor to join them . 

Involvement is not without difficulties for parents however. 

They already have heavy commitments, with a comparatively few 

doing a whole range of things . Many were either heavily 

involved in the Maree, committed to younger siblings, or both 
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parents we r e tied to working. For so me, th e ir own negative 

sc hool experiences turned them away, whil e others doubted 

their own ability to handl e the language. Lack of obvious 

par e ntal presence may we 11 . as the Principal suggested, 

co n st itut e a vote o f co nf ide n ce 1n t he s moot h functi o ning of 

Lh e Whanu u . 0 1· . the Whanuu may be see n A.!, th e d o main of th e 

I( a i a r a h i R c o . No reit·a, 1d1e n t h e r e wa s a func t io n e veryone 

ca me , and th e num be r s s w<~ll ed . 

T h e c rit eria for se l ec ti o n of c h ild r e n to t h e un it we r e 

hierarchical. Fir st co n s id e rati o n was given to t h ose c hildren 

who ca me fro m Kohanga Reo, foll o wed by th e c hildren wh o had 

co me from anothe r bi-lingu a l unit . T h e third criterion was 

f or Mao ri c hildren who se par e nt 's wi s h e d them to be included, 

followed by c hildr e n who had sib li ngs 1n th e c la ss. Finally, 

tho se non-Maori children wh ose parent s wished th e m to b e there 

had a chan ce o f selection wh e n pla ces were available. The 

situation h a d mov ed fr o m wanting t o withdraw, to having more 

c hildren wi s hing t o j oi n than co ul d be acco mmodated. Each 

school October a n e wsletter wa s sent home across the 

explai ning th e Whanau unit to parents, and giving them the 

opportunity to indicate if they wished their children to join 

the unit the following school year. For new entrants without 

Kohanga or bi-cultural experience, the advice given was that 

they should spend the first six months in a new entrant class 

prior to joining the Whanau, as the learning of school skills 
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was considered sufficient, without the added dimensio n of new 

l anguage at the same time. 

The Whanau teacher s reviewed th e c l ass unit s each year looking 

a L who wa s there, thei. r degr13e of prog r ess . and re sponse to 

th e pr og ramm e . Where indi ca Lions we re that. a c hild' s need s, 

or th e need s o f the other children. were not being met, for 

whal ever reason, then that c hild mi g ht be r e turned to a u s ual 

c 1 a s s r· o o m . Children h a d been t' e Ln s to.Led in u s ual classrooms 

when th e lang uag e l oad had proved too demanding, or , as in one 

or two cases , w h e re par e n ta 1 and c h i 1 d a s pi t' a t ions had been 

mi s- mat c h ed. 

THE DAILY ROUTINE. 

The day b ega n with Whanau lime, as both Juniors and Seniors 

j oined togeth e r 

e n compassed the 

in p rayer, greeting and song , 

first twenty minutes of every day. 

whi ch 

Older 

chi ldr en could be noted as sis ting younger child r en into place, 

a n d generally keeping an eye on their pe rformance. The 

session was usually led by one of the child r en with th e 

Kaiarahi Reo 

communication 

translation. 

prompting if, and when 

was condu cted entirely 

n ecessary. 

in Maori 

Verba l 

without 

Severa l parent s were usually present at this 

time, along with any visitors, who on this occasion included 

the Science Adviser and the Re s ource Teacher Maori (RTM), with 

the Principal making a brief appearance. 
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An additional Whanau tim e was und e r - t a ken one afternoon each 

week. This particular Whan a u time wa s conducted by the 

Kaiarahi Reo a s u group session, with girls and boys in 

se par a t e group s , a s th ey we r e practising for c ultural 

c ompe titions. Each group worked by th e mse lve s und e r th e 

guid a nc e of the older member s of the Unit, while the Kaiarahi 

Reo alt e rnated her attention b e twe en group s . The boys had 

a dditi o nal a ss i. s lance fr o m o n e o f th e Int e rm e diat e boys wh o 

the pr e vious year had b ee n in th e Pr i mar y Whanau. The girl s 

pr ac ti se d Poi and Waiata . whi le th e boys r ef ined ma n o euvr es 

with s tick s . A f a th e r of o n e o f th e n e we r e ntrant s was i n 

th e b ac k g round watching, a n d g ra d u a l ly ease d hi s way in t o 

h e lp hi s son with h o l ds a n d s t a n ce . T he childr e n' s effort s 

we r e co n ce ntrat e d, wi th some lau g h te r and o b v i o u s e n joyme n t , 

but remarkably free from 'f oo ling a round', or distraction. 

Whether the Kaiarahi Reo wa s actually working with a group or 

not, se e me d to make little difference to the effort put in, 

and the children remained c onsi s tently on task. Of general 

note was the ease with which all children could pitch and sing 

in key, and the ease and speed with which they learnt new 

songs. 

The Senior Classroom wa s a double unit block minus dividing 

walls. Individual desks were set out in the equivalent of one 

clas sroom, 

together. 

leaving the other as an open space for coming 

A large mural depi c ting the sun in bold orange and 
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r e d, with bla c k sc r o ll s of Ma o r i desi g n , dominat e d the ro o m. 

Th e mural had b e en prepared b y the c h i ldren in individual 

sec tion s and th e n put t o gether, making a very effective centre 

pi ece . Paintings d e pi c ting Maori legend s , pictures on th e me s 

fr o m Ma o r it anga. , and pi c tures wit h Ma o ri a nd Eng li s h s ub ­

Li tl es a d o r ne d t h e wal l s, a l o n g with t h e c hildr e n' s o wn art 

and l angu ag e wo rk in b o th l a n g u ages. Th e c hildr e n we r e a d e p t 

at writte n wo r k i n b o t h lf:l. n g u agc s a n d wo u ld of t e n b l e n d t h e 

tw o . 

E x ampl e o n e . 

"J.< a h aer e rn a t o u ki toku kainga n o t e mea Ka h ae r e ma t o u ki t e 

ra. wh a n a u o Ro i . 

f o r to ku tuakan." 

Exampl e tw o . 

Ko 1a toku tua k a na . We had t o buy a k e k e 

"A s s h e look e d c losely in th e wh a kat a s h e realiz e d h e r kiri 

was dripping fr o m the b o n e in h e r k a r o hi rima. 

h e r karu was half th e way d o wn her porihirihi . " 

S e c o nd s lat e r 

Language instruction in Maori, both oral and written , and the 

learning of their Pipiha, for both Cla s ses, was under - taken in 

small groups, which the Kaiarahi Reo withdrew during general 

language time. The Junior class had an additional general 

Whanau ti me in their own class following the main Whanau time 

each morning. 
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The Junio r c lass r oo m was a si n gle room unit, and in appea ran c e 

littl e diff e r e nt to any other well r un Junior classroom. 

Mu c h of th e work d e picted at the time of the ob s ervations was 

on topics related to the general c urri c ulum, suc h as a topic 

on fir e men, r a th e r than having a spec ifi c Mao ri o ri en t a ted 

theme. Captions and l abe l s depicted b o th Maori and Eng li s h 

trans lat ion s , p a rt icularl y those r elat ing to the n ames of 

everyday requirements s u ch as the days, months and wea ther. 

Mat h s graph s we r e l abel l ed in both Maori a n d English. Of n ote 

for it s innovative content was th e poster fro m t h e Department 

of Hea .l th, Te Ta r i Ora , de p ic ting members of th e New Zealand 

n etball t ea m wit h th e Maori women t o the fo r e. It s me s s age 

'Taka hi a t e Hik a r e ti', ' Stay S mok ef r ee '. The c l ass had been 

wor k ing on that topic as part of the health the me . 

The te ac h e r s ' comments to the c hildr e n in both classrooms we re 

hi ghly positive and encouraging in content. For example , 

"Te no pai in proj e cts. 

those . " 

I was tremendously impresses with 

In presenting the projects to the group. 

"Etu if you'd like to. 

the things." 

Pake pake moreh. 

In dealing with unacceptable behaviour. 

Kereru about any of 
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"We don't do that in this class as we are all family and here 

to help one another." 

The accent was on the rewarding of acceptable behaviour 

thr o ugh encourage ment. Simple commands were generally given 

in Maori without translation. 

Of note on th e wall in the Senior room was a chart setting out 

the intangible e lements which provided the basis for the class 

ethos. Entitled the 'Treaty of the Senio r Whanau' it set out 

guid es lin es for acceptable b e haviour on the part of both 

pupil s and teacher. 

Nga tamariki aims to:-

1 .Listen at listening time and contribute at talking times. 

2. Be thoughtful, sensible and helpful. 

3. Put effort into work . 

4. Show Aroha. 

Te Kaiako aims to:-

1. Treat each child as an individual and a friend. 

2. Provide good learning conditions and interesting things to 

learn . 

3. Help each child to learn at a rate that suits that child. 

4. Show Aroha . 
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The Unit was trialing the new Maori language syllabus and in 

the Senior class the current focus was on tapu/noa. Hence the 

story the RTM had brought along to read to the Senior class 

had the concepts of tapu and aroha as its base. The group sat 

in a circle on the carpet in the clear area. Discussion 

interlaced the rending and the sto ry whi c h concerned an 

injured blue penguin. (Part 2 No 2 19) The point of returning 

anima l s to their own habit at wa s the major discussion point, 

which branched into experiences so me in the group had had 

concerning the finding of bon es and 'treasures', such as 

greens tone and ca rvings. Th e c lass teacher had blend ed 

h ealth themes with Te Wairoa in her presentation of the topic. 

This blending was typical of a large portion of all topics, 

where it was relevant. 

The most obvious cha racteristi c to the observer was the mix of 

ages groups 1n a single class. In this they resembled a sole 

charge, or three teacher country sc hool For a large portion 

of the time it was impossible to tell, from general 

observation, the individual ages or stages, of the children. 

The children spent the majority of their time under group 

tuition sharing the Teacher's attention. While, for example, 

the teacher worked with one group on core content say in 

maths, an older child tutored another group, and still other 

children engaged in individual work, or worked on the 

computer. This seemed to be the general pattern of the day in 
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with additional parent helpers 1n the Junior b o th rooms, 

classroom. Within the Junior room the two most recent n e w 

entrants were obvious to the observer through th ei r b e haviour 

patterns, though th is wa s not necessarily so for all n e w 

entrants, us some blended f1·o m the moment of j oi ning. 

The Whanau limes uside, both c l1:1 sses operated and fol l owed the 

same sy .llabu s as o th e r classes, and the r e for e, much of lh e day 

w a s 1 i l t l <J d i f f e r e n t. t o t h a t. w h i c h may b c r e f l e c t e d e 1 s e w he r e 

in th e P r ima r y system. 

Of n o t e was that the ch ildren from the senior Whanau played 

tog e ther during break times, usually playing cric k et on an 

area in front of their r oom, and appeared to have little 

contact with c hildr e n in othe r classes. The children from the 

Junior Whanau, though they also appeared to play mainly 

together, were le ss obvious in that they were in the jun ior 

area of the school, and were thus l ess eas il y discernible as a 

sepa rate un it . 

THE INTERMEDIATE . 

While some considerat i o n of a Maori perspect i ve began for th e 

Int ermed iat e in the ea rly eighti es , and was r e inforced with 

the l oca tion o f the Resour ce T eac h er Maori' s Offic e o n the 

Sc h ool Campus in the later part of the decade, it was the 
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establish me nt and successful dev e lopment of the Whanau Unit at 

the Primary School which had put pressure on the Intermediate 

to provide some form of continuation for those children. A 

dialogue b ega n in 1989, and exte nded into 1990, wh e re the 

Principal delio e rately s et -o ut to consult, and build t owards 

a n under s tanding, to avo id probl e ms and opposition. 

adamant that h e would not b e ru s h e d into a nything. 

He wa s 

A policy 

s t a t e men t with th e grand p l an a nd progr ess up - dat e had been 

i s s u e d i n te rm t hr ee 1 990. 

At th e present s tag e , th e 

full y fl e dged Whanau unit . 

Int e rm ed iate does not operate a 

While the l ong term goa l i s to 

eventuall y have a fully 'Wh a n a u' unit, it cou ld not be set up 

yet, as the school si mpl y did n ot hav e the nec essa ry 

r eso ur ces . The children who came from the Primary Whanau in 

th e curre nt year 1991, were given a c hoic e in class placement . 

So me c h ose to enter other class es, so me th e accellerent 

[En g li s h] language clas s , whil e the rest are incorporat e d 

within two parallel, Form On e and Tw o compos ite classes, which 

we r e to run side by side. 

A year one teach e r with an intere st and sensitivity to things 

Maori staffed one class, while a more senior staff member was 

in the other. A young Maori language assistant came in three 

times a week and took three half hour sessions. One on Maori 

language, one on culture incorporating the Pepeha, the Powhiri 

and the Haka etc, and the third one on art in conjunction with 
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the art t eac h e r. In the latter, concentr a tion was on 

developing the Koru for decoration within the eventual Whanau 

t'OOm . The culturally based sessions were accessible across 

th e sc hool, whil e th e language session wa s exclusively for 

th ose who ca me from the Pri mary Whanau. 

Funding came f r om the Maori langua ge factor funding, which was 

se t aside tow a rd s this end after· fu ll co n s ulta tio n with 

paren t s . The fund s were ta gged , a nd parents h ad the right to 

say wh at they wanted d o ne with th e m towar d s the proliferation 

of Te Rea. What happ e ned wh en, or if, th e funding ran o ut 

pr ese nt ed a p r oble m of s om e mag nitud e. 

Th e ma j or thrust for t h e estab li s hment of the Whanau at 

Int e rm e diate had come from the parents of the Whanau class at 

th e Pri ma ry S c h ool . The co n sens u s fro m th ese parent s was that 

th e p ace i s n ot nearly fa st e nough to suit them. They were 

This created de t er mined on a full Whanau class for n ex t year. 

problems 1 n the area of finan ce and staffing for the 

Principal and School 

Senior Teacher, the 

As there was no vacant position for a 

s c hool was not able to advertise for a 

s uitabl e person to staff a full Whanau class. The lack of 

Maori teachers with language, and/or the lack of a Kaiarahi 

Rea to work alongside a trained teacher, was hampering the 

scheme and appeared to be the main stumbling block to the 

inauguration of a fully fledged Whanau class within the 

school. 
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TIIE LANGUAGE SESS ION. 

As the Unit does not operate as a fully fl edge d Whanau Class 

obse r vatio n s were ce ntred o n the language sess ion. 

The language session, whic h ca ter s exc lusively for ex-Whanau 

c h ildren began wit h games. Both Tea cher and Language 

Instructor were fr i endly, wel coming and enco u raging. The 

chi ldr en \\'Ol' C smil ing, laughing a nd pa r tic ipated k eenly, 

e s p e c i FI ] ] y i n t h e g am,~ w h e r e t h e y we r e ta x e d t o be f i r s t 1 n 

t'emcmbering Mao ri colour names. Co mpetition 1 n th i s game was 

kcnn, bul without r a n cour. and seemed to be more a case of 

LAx.i.ng oneself in memo r· y, than competing against another 

per~;on. The ,, o o m was m i nu s i n cl i v i du a l desks , l hough the r e 

we r e chai r s and some la r ge tables a r ou n d the per imeter . 

Children sat in a circle on cus hi ons along wit h the Teacher 

and Language I n str u c tor t o r ece ive th ei r tas k instructions. 

The task , to make a b ook e mpl oyi ng simp l e na rra tive 1n Maori 

whi c h could be s h a red with their class ma tes back in their home 

rooms. The teacher had in s tru ct i o n s on cards with c hildren' s 

n a me s on whic h s h e gave o ut. While conf ined in regards to 

topic, th e c hildr e n had a c h o i ce 1n layo u t , a nd in wha t they 

drew as illustrations. For exampl e th e give n t op i c o n using 

Maori number names could be illustrated b y u s ing birds , 

o bj ects or whatever took the aut h or's fancy, and placed 

wh ereve r the author chose on the page. Books were availabl e 

for help and inspiration if th e c hildr en want e d them . 
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The objective was multi - facetted in that not only were the 

ch ildren reinforcing their own knowledge, but they had 

so mething to encourage others with, and to demonstrate to 

their o wn c lass t eac h,~r that t h ey wer e participating in 

so met hin g wo rth wbi.l e . Th i ~; s e e Ill e d a ma j o I ' c on c e r n o f t he 

ye ar one teac h er, that s he sho uld produce co ncrete evidence 

t o ju s tif y th e time s pent o n thin gs Ma o ri to the 'hom e ' class 

t e acher s . 

The time fl e w and didn't see m n ea rly long enough for the task 

in h and. The child r en were activ e ly engaged on task th e whole 

l esson, a nd the t eac h e r comm e nt e d that s h e considered she 

ob tained more work from two parti c ular pupil s here, than in 

h e r c l ass time, wh e re they were l ow achiev e rs . She suggested 

there c ould be seve r al 1·easons for this, including the 

smal ln ess of the group, and perhap s this wa s the system they 

we r e u se to working under. 

The saddest part of the morning took place at the beginning of 

the session when a girl was sent back to her room because she 

had come on the wrong day. With shoulders drooping, her face 

expressed both dejection and embarrassment as she left. The 

young teacher expressed her distaste for the system which 

required her to reject that pupil simply because she had come 

on the wrong day . 
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A MEETING. 

A mee ting b e tw ee n th e par e nts from the Primary Whanau and 

r e pr ese ntative s fr o m th e Int e rmediat e including th e Principal, 

ea ] l ed t o di i:.;c u ss th e co-o p t ing o f tw o Maor i Re pr es entatives 

t o l h " l n t e r me d i a t e Bo a r· d of T ru stees pr o vid e d a kal e ido sco p e 

in points of vie w . 

Whil e th e mai n objective o f th e mee ting, fr o m th e point of 

vie w of its sta t ed age n da was ac hi e v e d, that wa s 

Re pr ese nt a ti ves ' n a mes we r e put f o rward for c o nsideration by 

t h e Boa rd , co n s id e r a bl e d if fe r e n ce in o pini o n c o n ce rning th e 

'r ea l iss u e wh e n th e c l ass was t o b eco me fully op e rational, 

r c m a i n e d u n 1· e so 1 v e d . F t· u s t 1· a t i o n a pp ea r e d t o b e c e n t r e d on 

tw o i ss u es . 

1) Th e communit y wa nt ed th e Sc h oo l t o give as s urances that th e 

Wh a nau would happ e n th e n e xt ye ar . 

2) The School want e d th e community to undertake a commitment 

to mak e it happen. 

Neither side was prepared to move without the assurance of the 

commitment from the other first . A significant question 

asked of the Principal by a me mber of the Maori community, 

"What do you understand by a Whanau ?" was unfortunately side 

tracked and remained unanswered. 
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Tw o poi n ts of v i e w see me d to c r ys t a lli ze f r o m th e dis c ussion. 

On e c e ntred o n ac tiv a ting th e Whan a u Unit, with t h e Reo 

f o 1 1 o w in g wh e n po s s i b 1 e , and th e o th e t ' , that i t was the Re o 

th a t was required to make th e Whanau ex i s t e n c e po s sible . The 

Reso ur ce T e a c h e r Ma ori was o f th e o pin io n th a t th e Reo wa s the 

im po r tant p r io r i t y, wh i l e man y o f t h e p a r e nt s we r e mo re 

conce rn ed wi t h h av ing th e class es tablish e d . Di s cus s ion was 

co n ducted wi t h fee lin g, and so me a n ge r at tim es , but th e 

m1c)eti n g wa s fi rml y c h ai r e d by t h e c h ai r pe r so n . Th e e v e ning 

co n cl ud e d wi th a s h~r e d me al , th o u g h n o t a ll th ose pr es ent at 

th e me() t i n g 1·e ma in e d t o s har e in th is . 
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OPERATIONAi. MODEL - STUDY l3 

Beginnings. 

ThP. i. riitiF.1] jmp e tus f or what. wa s e,·c ntu a lly t o b ecome th e Bi -

Lingual ll n it in Stu d y B c am e 1n l angu.-1;;-c input . Funded b y th e 

lh en Edu c ation Depa rtm ent u n de1· t h e ruling o f th e l ocal are a 

Educat i o n Board the n o w Di.s tri ct Adv i se r on Education Mao ri 

and Pac ifi c I s l a nd (DAEMPI ) come t o s pend a n h o ur a d ay with 

th e ex - I<ohanga child r en within the school. It was th e 

P ri nc ipal at the time who o riginat ed the iss u e by asking what 

w a s t o hap pc n t o t h e l{ o h a n g a c h i 1 d r en o n s c ho o 1 e n t r y . H c r 

conce 1·n, co up] ed with that of the Kohan g a par e nt s sa w an 

1n c 1·case 111 the lang uag e h o u1·s to twenty a week, though these 

had lo be s h a r ed wi lh o th e r schoo l s. The f o 1 1 ow i n g ye a 1· 

brought the realization th a t some thing more wa s need e d within 

th e sc h ool, and th e I<ohanga fund e d on e of thei r memb e r s t o 

come in on a part time basis . Thu s. the present Kaiarahi Reo 

began working at the school. 

Under the regulations of the Edu ca tion Authority of the ti me 

a c l ass required off i cia l re c ognition as a Bi-lingual Unit , 

before a Kaiarahi Reo cou ld b e officially appointed. With th e 

Principal' s enthus i astic support this status wa s granted in 

1986. The l oca l Iwi were asked to c h oose a Kaiarahi Reo for 

the full - ti me position, a nd the withdrawal of the other 

candidate left the present Kaiarahi Reo to be appointed to the 
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position. S h e has held the po s ition ever si n ce, and 1.s 

cu 1·rently under-going teacher training, and wil l graduate from 

the Teachers' College Division K Course at the end of the 

c urrent year. Thi s means that at the beginning of 1992 the 

Junior Unit will be sta ffed by a cc r·tifi ca t ed teacher who i s 

al so 11 Maori lang u age (~xper t . 

The sc hool had three teachers on the staff at the time of 

initial implement at i on wh o wer e attending courses i n Maori 

language on their own initiative. One of these teachers 

became the teacher in the Bi - lingual Unit and another came in 

when the initial teach e 1· left. 

A stra tegy employed b y the or iginal Pr inci pal in setting up 

the Unit was to encourage the present t eac h e r, in his then 

po s ition as Senior Teacher Junior Classes, to write a policy 

based on the concepts of Ma o ri tanga for t h e whole school , 

minus the Maori term s . Employing Tauroa' s 'Maoritanga 1.n 

Practice' (1980) as a base, the teacher formu lated such a 

policy. It went a considerable way towards forestalling much 

opposition, and means the schoo l s till has a 'covert' policy 

base d in the precepts o f the cari ng and sharing of Maorit a nga. 

There was still some opposition from parents within the school 

community however when the unit was first set up, stemming 

from the concept that the chi ldren could be 'missing out' . 
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Th i s was 1 a r g e 1 y so 1· t e d o u t w i t h the he 1 p of the Reso u rce 

Teacher Maori (RTM ) a nd the DAEMPI. S tr ong opposi t io n against 

too much Taha Maori in the general c urriculum a l so ex i sted as 

was evide nt from an aborted ear li er at t e mpt to i ntrod u ce Maor i 

s tudi.c~~ wi th in lh c sc hool by th e pt'esent Unit ' s teacher acting 

in his then capaci ty as Sc niot· Te ache r Junior Classes . Now as 

ti i·csull of t h e wor k w i_l hin th e Unit the opposition has be en 

turned u r ound and u d<-1111nnd f o 1· T aha \1 ao 1· i in o Lhe r c ln sscs ha s 

eme ,·god . 

S e l c c t i o n f o r c 1 a s s me m be r s h i p h ad a p l' i o r j t y f o r I{ oh a n g a 

e h i ld t·en 

language. 

fol low,~d by those who have experience 1n Maor i 

The next criterion was for tho se wh o h ave, or had 

h ad, s iblings 1n the c l ass. T h e final c r iterion was parental 

de sire fo r their c hildren to b e 1n the c l ass. There wa s also 

an ex p ectatjon for th e f amilies t o spea k Maori at h ome. 

Each day, fo r t h e Unit, begins and ends with both c la sses 

t o g e t h e r i n W a i a ta and pray e 1· . Pra ye r was also said before 

lun c h each day. 0 n Fr i day a f 1. e ,. n oons th e wh o 1 e a f te rn o on was 

devoted lo a sha ring. or Wh a n au t:irne together . The Junior 

Class Teacher's vision i s for th e eve ntual condu c ting o f the 

wh ole prog ramm e completely in Maori. 

Shared pair tutoring wa s also an important part of each day. 

This shared tutoring, and the older helping the younger 
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children, the Tuakana - Teina 1·e lati o n s hip of Maoritanga, h ad 

had an unexpe c ted spin off in th e res t of the Schoo l. 

Th e Bi - lingual Unit had be e n .l ocated within the main school 

blo c k. Al th e beginning of this year th ey we re s uddenly told 

th ey were being t·eloca l ed on th e p e r i meter in a two cla ss 1· oom 

blo c k. The Unit' s staff we1·e appre h e n si v e that they were 

b cj n g pushed o ut, and iso.lo.Led fr o m the r est o f the School . 

W ha t t r a n s p i r ,~ d h o w c v c r , w 11 : ; l h a 1. 1. h e r e s l o f t h e s c ho o 1 h n d 

been so impre ssed with th e s u ccess o f the Tuakana-Teina 

st r a tegy that they n o w want ed to e mp l oy it school wide. All 

c l asses we re there f o r e t o be inte r -d i s p e r sed as Junior-Senior 

units through o ut the sc h oo l. Th is gene r a l reor ganiz a ti o n wa s 

ca 1·1·ied out o n t h e r ecommendatio n s of th e staff acco r di n g to 

the Prin c jpal.. a nd while h e wa s n ot aware of any undu e 

inf luence fr om t h e Bi-Li n gunl Un it i n th i s, t h e Bi - ling u a l 

Un i t. t e ach e r s themselves. we ,·e con vi n ce d it was a n indire c t 

s pin off from the r e lation s hips the y h ave buil t within their 

c lasses . The probl e m dimen s i on o f t h e move wa s the lack of 

und e r s tanding given to the spi ritual dimension. The neces sity 

for th e correct cere mony 1.n vacat ing the old premi ses , and 

inhabiting the new, had been negle c ted. 

THE VALUE BASE. 

Whanaunga t a nga, the concept of fami lyness in Maori terms, was 

the chi e f concept of the Unit's base , though all the ti-Kanga 

wer e important. Of particular importance wa s the Wairua, or 
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spirituality, whi c h was a difficult co n cept to eval uat e in 

Pakaha term s , and even more difficult t o provide with a 

c r ite ri on fo r assessment. 

The vnlu es were signj fica n t, and served to authenti ca t e the 

Reo. l n th e opinion of the DAEMPI and the RTM, while a Bi -

] ing u a l unJ t could exist o n s uch a base without necessarily 

h a ving Lh e Reo . the Re o r equi r e d thi s base for authenticity. 

In o ther words the lang uage cou ld n ot live without the valu es, 

a nd while the languag e may b e a n ecess ary ingredient within 

the unit, it was n o t s uffi c ient in itself to ensure 

legitimization in relation to Mao ritanga. This created an 

added difficulty in c h oosi ng t eachers, as not all who 

id e ntifi ed as Maori we r e necessa 1· ily s uitable, nor were all 

those wh o s poke th e language. In the ~ o rd s of the DAEMPI, 

"They a re seeing through Pakeha trained eyes and the 
h eart is missing. 

One of the difficulties for the present teacher within the 

unit had been in the identification of Maori Values. As he 

did not identify as Maori himself, he chose to be guided by 

the Kaiarahi Reo and the families within the unit as they 

expressed their n eeds. He considered the strategies of 

importance employed within the unit were much the same as 

th ose used in other classes, but with an emphasis on sharing . 

The Principal also prefer ed to be guided by the Maori 

Community as to the features that were important within the 

Unit. 
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The Kaiarahi Reo id e ntified the resp ec tful attitudes, with 

a r o ha , and Whanaungatanga, and th e big looking after the 

littl e, as th e important value s together with the language . 

The l ang uag e to her, wa s the fir st thing . 

The Unit h ad be e n fortunate i n securing a r ea lly sympat h e ti c 

r e li eving teac h e r to carry on wh en the o riginal teacher l e ft. 

T h ey we r e also fortunat e in that the co mmunity wa s allo wed to 

exe rci se c h oice t hr oug h a pa n e l fr o m the Mar ae as t o who th ey 

h ad. 

The l oc al Iwi did hav e co nta ct with the Unit and s hared their 

s kill s . Ther e we r e always people co ming a nd goi n g. A Maor i 

grand mo ther who ca me on a r eg ular basis t o s upport h e r 

Mo k o puna was mo s t impr esse d with wh at s h e h ad see n of the 

c la ss, and liked th e middl e way of having both cultures. 

She h e rs e lf did not have the language and married to a Pakeha 

s h e had elected not to have much to do with the Marae . What 

she had seen in the class had given her food for a new line of 

thought and she felt good about what is happening there . 

The Unit was not without day-to-day operating problems, and 

tend e d to fluctuate between highs and lows. One day it would 

run really well, and the following day be full of problems . 

Basically these difficulties stemmed from the lack of 

permanent staff with which an expected relationship could be 

bui 1 t up. This was in no way a reflection on the present 
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sta ff a nd the job they are doing in k eeping th e Bi-lingual 

Unit funct i oni ng. Wh e n problems arose , then there was a n ee d 

to s it and t a lk about it, which often brought a solution and a 

grea t e r understanding of the e xpecta ti o n s of both teachers and 

parent s . T h e term fo.mily tea meeti n gs h ave proved a u se ful 

f o 1·1i m f o r g ct t in.e; lo k now on e anothe r . 

Do undnr-i es 1n 1· c la li o n to r es pon s i bi lities se t thr o u g h a j o b 

d e~;c 1·ipt.i o 11 we r e a valuab l e n e c e ss ity for the Kaiarahi Reo 

position wi th in a sc h ool according to both th e DAEMPI and t h e 

RTM. It wa s important in o rd er to prevent th e Principal from 

h avi n g unr ea li st i c expectat i o n s for the job, a nd to give the 

Kaiarahi Reo a guide l ine for job r equir e me nt s. In se tting 

th ese boundarie s , the Kaumatua cou ld play an im p o rtant rol e. 

The inte r vent i on o f the Kaumatu a could b e , and in one 

circ um s ta n ce was, both ti mely and n ecessa r y, for th e continu e d 

s moo t h operation of the unit s involve d . Basically it was a 

si t uat i on requiring co mmuni ca ti o n and fine t uning through 

discussion. 

OPERATION. 

Th e pr es ent teache r within the Junior Unit, took a side-ways 

promotion from Senior Teacher Junior Classes, to fill the gap 

created when the inaugural teacher left. A gap that he 

considers he is filling until the present Kaiarahi Reo 

complet e s her training at the end of the year. Whether he 
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wil l th e n t eac h 1 n t h e Sen i o r Class i s u n ce rta i n. T h e se n io r 

class was at pr esent witho ut a pe rma n e nt teach e r , a nd th o u g h 

he cou l d be availa ble, h e ha d st ill t o giv e th e mat t e r so me 

thou g h t. He was adama nt that it was a mat t e r to b e d eci d e d 

t h r o ugh con s u l tat i on wit h th e co mmunity . 

The Unit a t th e pr ese n t tjme had s taf fi ng prob l e ms wit h th e 

lack o f a pe r rnan e nt t eac h er· in the Se n ior Class a nd the 

Ka i a l'ahi Reo co mmitt ed l o compl e ti n g he r trai n ing. A 

shortage o f tra i ned s taff was a ma j o l' p ro b le m. For examp l e , 

wh e n th e posjtion in th e Senior Unit was advertised, no 

s u itable appl i cant applied. T his l ack of avai l able qual if ied 

staff was compo u nded by the s h ortage of ava i labl e Kaia r a hi Reo 

posi t io n s. Bot h t h e DAEMPI and RTM we r e a d a ma nt that a 

P rim a r y t r aine d, Maori speaking teache r was a n ecess it y. 

T h e f u tu r e h o weve r look e d bri g ht, with e i g h t f lu e nt Reo 

spea k e r s und e r -go in g Pr ima r y Teac h er tr a in i ng who would b e 

q u a l i f ied in two yea r s . Th a t me an t tha t the r e wo uld b e 

Prima ry tr a ine d , 

yea r s time . 

Reo s p eak i n g t e a c h ers ava ilabl e in three 

Maor i l a n g uage h ad b een a n ot h er area o f struggl e f o r th e uni t 

d uring the c urren t ye ar with the Kaiarahi away s o mu c h, and 

th e r e lieving t e a c her in the Senior c lass had little Re o . 

These difficulties are hopefully behind the m now that they had 

o bt a ine d a Kai Awhina, though the re h a d been 'teething' 
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problems. For exampl e when the strategies employed by the Kai 

Awhina , such a s 1 n ke eping ch ildren 1n ov e r lunch tim e and 

morning brea k as puni s hment, had not been in k ee ping with the 

parenta l expectations . T hi s h ad necessitated con si derr.1.bl e 

d i S C U ~; : ; j O t1 . 

TH E DAILY ROUTINE . 

The intr oduc t ion l. o both class r ooms was the row o f s h oes 

S t O l ' C d j U S t i n s id e th e door, and th e realizat i o n that a ll 

comers we re ex p ec ted to 1· e move their footwear o n e ntering th e 

r oo m. No fu ss was made ovc1· the requirement however.as it wa s 

just r.1.ccepted as the natural thin g to d o . Some parental 

co n cern hud been exp 1· essed, especially during Winter t ime, for 

k eeping the c hildren' s feet warm . The co n sensus was to l ook 

in to the p1· ov is ion of sl ipper s , o r so me f orm of indoor f oot 

cove1·ing for next wint er. 

Fir st impress ions were o f a bu sy bubbli n g junior classroom 

with ch il d r e n h appi l y involved in the ta s ks they have b ee n 

se t. A scene reproduced many times ove r 1n any we 11 run 

junior classroom . Thro u g h a n eas il y moveable, folding door , 

t h e se nior class was like wi se bu s il y involved, with at times 

th e n oise l eve l reaching a c rescendo, until audible te a c h er 

command s r e du ces it ba c k down t o a quiet buz z. Ne ithe r clas s 

wa s particularly quiet i n its movemen t s , or s p eec h . In the 

Junior r oo m it as imposs ible to di stingui s h at a glance who 
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th e ne west a rri vals were. So me c hildren we r e t a l le r than 

o t h e r s but h e i g ht 1 s n o t a r e li a ble g uide t o a ge. 

Next d oo r, i n th e Sen i o r roo m, it was lik e wise imposs ibl e t o 

pla ce children 1n grades from observation. Their de s k s we r e 

a r 1· an g e d 1 n r ow s , t h o u g h t h ey we r e s e 1 do m a 1 1 s ea t e d 1 n t h em 

at the same tim e, until pri o r to break t im es, wh en t h ey we r e 

exp ec t e d to tid y up a nd b e se ated, prior to being di s misse d . 

I t 1.ranspjr e d th e r e wa s an ol d e r chi l d a t t h e e n d of eac h r ow 

who se r ved a s a l e ade r monito r . An enac t ment per h a p s o f th e 

Tu a kana-T e ina r ela ti o n s hip o f Mn o ritanga. The ove r - a l l 

ge n e r al impr ess ion ,va s of a Sole-Ch a r ge , o r Tw o - T eac h e r 

Country School wher e childre n of neces s i t y, wor k ed 1n gro u ps 

together , or by t h e ms elve s , wit h ou t cons t a n t T e a c h e r 

sup e rvision. 

In th e Jun ior c l ass r oo m th e t e a c h e r inter s p e r se d Ma ori nam es 

a l ong with th e ir E n g l is h co unt e rp a rt s 1n a n a tural ma nn e r . 

Re f e r e n ces s u c h as , o n e of T a n e ' s s p eci al tr ees the Totara,' 

we r e acce pt e d a s part of th e natural flow of conversation. 

Th ey we r e ce rtainl y acce pt ed as su c h by th e children. Th e 

S pring, or Koanga Mural, th e clas s was working on, was 

lab e ll e d in both Maori and English, as wer e the art and 

picture displays throughout the room . Simple commands such as 

'Etu', 'E noho' , and 'Whakaronga mai' were given in Maori 

without translation. Children used similar commands with 

ease. This was evident in both rooms. 
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In th e se ni o r r oo m , th e Kai Awhin a s t a tioned n e ar th e front of 

th e cla s s wa s ke e ping a n eye o n g e n e ral work proceeding s , and 

would comment in Maori, to individual children, mostly boys, 

from tim e to time. Under hi s watchful eye the older Maori 

b oys i n p a r·t i c ul a r see me d to ado pt a mo r e r es p ec tful a ttitud e . 

Thi s a ttitu de c h a n g e wn ~~ r eflec t ed 1 n th e mo r e e r ec t b o d y 

p os tur es a d op t e d af t. er co 111 me n t s f r o m t h e Kai Awhina. 

Mao r i t a n ga was caterc~d fo r j n the j oint mo rn i n g Wh a n au t im es , 

in s ma ll g r o up in s tru c ti o n a nd 1n th e wee kl y a ddition a l Whan a u 

tim es. Bo th juni o r a n d se n io r classes o p e n e d an d c lo sed 

to ge th e r, with pr aye r s and Wa i a ta, in a daily shared Whanau 

t im e whi c h occ upi ed th e-) fi r s t tw e nt y minut es o f e a c h da y. 

P r aye r was sa id a ga in pri o r to lun c h . Th e Kai Awhina withdr e w 

g r o u ps 1n th e se ni o r c l ass . f r o m tim e t o tim e during th e d a y, 

f o r in s tru c ti o n in l a n g u age a nd Ma o rit a nga . 

Th e a dditional Whan a u tim e , a we ekly c oming together for an 

afternoon by the whole Unit, had juniors and seniors 

inter s persed for Waiata, action songs and Hakas. The 

dividing wall partition was rolled back to give more space. 

On this occasion it was lead by the District Adviser Education 

Maori and Pacific Island, ( DAEMPI) and she taught through 

verbal instruction, employing repetition and modelling of 

that which she wished the children to learn. A parent joined 

in and served as an additional roll model for the group. 

Several of the older children who knew the song and actions, 
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also served as models for the rest of the group. Parents who 

arrived to collect children toward s home time either joined 

in, or ca me into the room to watch. Children entered into th e 

performances with enthusiasm and relish . 

Certain cameo s s tand out a s 1· e pre se ntative of the time spent 

with th e Unit: -

a) The look of inten s e c on cc nti· a ti o n on the fac e of a young 

Maori boy as he list e ned and followed a taped story from a 

Maori Language Reader. He wa s de ep ly a b so rb e d. 

b) The hug a Kui gave her Mokopuna during the morning session. 

Again it was their faces whi c h c o nv e yed their feeling for each 

other. 

c) The verbal intervention by a youngster , in Maori, to a 

question spoken 1n Maori between two adults, and the adults 

laughing acceptance, of the unexpected response with "Ka Pai". 

d) The' helping hand' of one child for another as he painted 

1n an outline with the comment, "She can't do it but I can." 

e ) The placing of crayons 1n the middle of a group table and 

the comment by the child who put them there, "If its in the 

middle they can share." 



91 

f) Th e o ff e r of h e lp fr o m o n e c hild to anoth e r, ''If you want 

I'll h e lp y ou." 

g) Two Se nior boys c onver s ing in Mao ri. 

h ) T h e jn r· r· in g n ot e ' wh e n H p a r·c n i. h el p er ' bawl ed o ut' a 

yo un g ,-;t e r f o r sp j ] J 1ng pai nt Th e chi l d s ee me d t o s hr i nk 

int o h e r se lf . 

i) Fin a ll y , th e in s tru c tion g i ve n by a g r o up o f childr e n o n 

h o w t o eat a Huhu g rub, foll o we d b y a gr a phi c d e mon s trati o n. 

Th e Ka i Awhina had brought th e g rubs 1n that morning for 

co n s umpti o n, and th e c hildr e n we r e e n t rance d. 

Sp ec i a l s trategie s we r e not di sce rnible from obs e r v ati o n a s 

anythin g other than tho se e mpl o y e d in general, in other 

c l ass ro o ms. The ov e r - all impr ess i o n was on e of a well live d 

in f a mily dwelling, h o mely and co mf o rtabl e , with the e vid e n ce 

of o cc upation strewn around . An e nvironment where children 

could feel accepted and not necessarily required to be on 

their best behaviour all the tim e. 

In the playground the children from the two classes 

intermingled and didn't appear to stand out from others, nor 

were they noted as playing just within their own classes. An 

exercise time during the morning was taken as a school-wide 

activity across several classes. All joined in the aerobics 
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session taken to a 'Micky Mouse' musical presentation labelled 

'Mouseacize' 

THE INTERMEDIATE. 

The co ncern for an ongoi ng provi s ion for their children had 

prompted parents f r o m t he p t' i ma r y b i - 1 i n g u a 1 Unit towards 

enlisti ng the sympathy of the local intermediate. The 

int e rmediat e had a new Principal, and a delegation of parents 

had me t with him, and presented th e ir n eeds. The Principal's 

r es ponse wa s to investigate what co uld b e don e . With full Iwi 

s uppo rt he used re-start paym ent to employ two people to get 

Maori cu .Ltur e flowing within the Sc hool. Timetabling allowed 

tw o c lasse s as options, to run f o ur times a week, of one and 

half h o ur sess ions each. The Principal had then reorganized 

the whole sc hool into Whanua unit s so that all Form One and 

Two pupils belonged to one of four Whanau . The second year 

saw the employment of a Kaiarahi Reo, who besides teaching a 

group of selected students wa s also timetabled in Taha Maori 

for all Classes . Therefore, as al 1 teachers were required to 

be there during the lesson with their classes, they observed 

and absorbed the cultural and language presentations. 

A major problem in providing a fully fledged Bi-lingual Unit 

at the intermediate had been in finding a suitable applicant 

to run it, until this year, when the present First Year 

Teacher was recruited. A Kaiarahi Reo was employed from 



93 

Maori factor funding until the money ran out, and though they 

had applied for further funding this had failed, as all the 

newly created positions had gone elsewhere. Therefore when 

the current I( a i fi r fi h i B.eo WfiS accepted into the Teacher 

Trainin g sc h e me lh e Sc hool did n ot replace her, as the class 

teacher e]ected to ca rr y on by h erself . 

Th e P 1· i n c i pa l s a w h i ms e 1 f a s a f a c i 1 i t a t o r w h o r e s pond e d t o 

lhc wi shcs of lhc parents. Thi s co ntent.ion was s upported by 

the DAEMPI who felt the outlook for the intermediate was 

promising, with the willingness of the Principle to run with 

the co mmunit y ' s exp r esse d need s. 

wa s somethi n g of value. 

Taha Maori, to the Principal 

Selection for the Unit had a tough crite rion based on having 

had Kohanga, experience within a Primary Whanau, or equivalent 

bi-lingual experiences. Of the forty five applications for 

this, their first year as a fully - fledged unit, only twenty 

eight places had been available . The teacher had little 

direct contact with a local Marae, and felt a single Marae was 

not relevant to class members as they came from many different 

tribes. Therefore there was no one Kaumatua to whom they 

would all relate. 
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THE DAILY ENVIRONMENT. 

The entry foyer sign a l e d a we lcom e to alternative cultures 

with the bi - lingual labels above doors and room entrances and 

with co lourful multi -c ultural murals and art work adorning the 

wall s. One piece of work in particular depicting the octopus 

n~ a sy mbol of int a ngible a nd tangible element s 1n Maoritanga 

w n s s t r· .i. k. i n i;; 1 n i t s pre s c n ta l .i. o n . A larg e Mural blending both 

Eur opea n and Mao ri c ultural symbol s adorned th e wall oppos it e 

th e e n l t'Y . Go in g s t r· a j g h t fr o m the Ad v i s e r s ' 0 ff i c e to th e 

I n t e ,, me d i a t e h o w eve r pro v i d e d a co mp 1 e t e , th o ugh u n i n tended , 

co ntra s t i n c limate s . Mov i ng fr o m the welcomi ng warmth and 

fr i e ndlin ess o f th e DAEMPJ and RTM's headquarters st raight 

into th e Int e rm edia t e Staff Room was the equivalent to taking 

a 'cold s h o we r', or at least that was how it felt. While the 

impr ess ion wa s in no way intentional, or expre ss ive of a lack 

of we l co me , th e word s of welcome were eventually forth coming 

and the meeting had been pre -a rranged, it was nevertheless the 

initial reaction on ente ring the teachers' realm. 

The class room its e lf was welcoming and contained many 

illustrations round the walls within pictur es , notices and 

labels that this was indeed a bi - cultural environment. Shoes 

we r e again required to be removed at the door , The class 

teacher seemed well aware of the elements of Maoritanga and 

somewhat reluctant to place too great an emphasis on what she 

was doing. To her the portraying of a bi - cultural and bi-
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lingual exp r ess ion wa s a natural extension of her own milieu. 

Of n o te wa s h e r qui et yet firm ex pression of views. 

Of furth e r note was the gre e t i n gs exchanged betw ee n Principal 

a n d st ud e nt s ac he mov e d abo ut th e School. Words we r e geared 

t o wnr·ds cncouroge rn ent u ncl i 1. wo ~; o bvi ous that h e kn e w, and was 

known well, by the st ud e nt s as they s milingl y re spo nded to hi s 

greeti n g. 
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3. EXPLANATORY MODEL . 

The Mao ri Values up o n which the Whanau concept rests were 

determi n ed by the Maori people themselves . The values wer e 

s c ] c c t e d , i d e n t i f i e d l:l n d :, up p o 1 • l e d by t h e I w i , and f u r t h e r 

upheld by the Kaumat ua, Advisers and Resource personnel 

asso c iated with the Units. Both the se perce pti ons e me rg ed 

clearly from the evidence presented in the o p e r ational and 

1·eprese ntativ e models of both st udy A and B, along with th e 

perceptio n that those va l ues aligned with th e su b s tanc e 

provided by Tauroa (1980) and J<a 'Bi ( 19 90) within th e 

t h eo r e tical per s pectiv e . Th e Maori Values upon whi c h th e 

co n Cl) pt of the Whanau Unit s within the two sc h ool setti n gs 

r est, may therefore, be concluded as those associated with 

Whanaungat a nga, the co n ce pt of familyness in Maori te rm s, and 

the inte r related values of Aroha, Manaaki a nd Wairau, as 

identified by both Ka'ai (1990) and Taur oa (1980) 

A further clea r conception whi ch e merg ed from the models was 

the stra t egic importance of th e Kaiarahi Reo position. The 

Kaiarahi Reo position wa s a key e l e ment in the identification, 

and representation of not only the Maori Values, but 1.n the 

maintena n ce o f all aspects o f the Kaupapa within a Maori 

c ultural perspective 1.n the school setting. She was depended 

upon, and acknowledged as such, by the Teachers involved 

within the Units, to give direction and guidance as to the 

manifestation of both the tangibl e and intangible elements of 
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Maorit a nga. That th e intangible were given consideration 

along with the tangible was evident from the attention given 

to the concepts of caring and sharing which were built into 

the e thos of the classrooms. Children were seen to share and 

care for each other in their daily b e h aviou r. Aroha was 

evident within the co mm e nts a nd instru c tions spoken by 

teachers and sta ff wit hin th eir daily routines. It may 

th e 1' e L'ore b e co ncluded that tea c h e r s and c hildren within th e 

cla ss rooms of b ot h study A and B h ad the inte ntion to fulfil 

the expec t at i o n s of Whanaungata ng a . I t. may further be 

concluded that the position of a Kaiarahi Reo, an appointment 

mad e by th e Maori people th e mse lves, wa s a strategic and 

n ecessary condition for ensuring that the concept of 

Wh ana ungatanga was a l egi timat e manifestati o n according to the 

prec ep ts of Maoritanga. 

The difficulties, particularly financial, associated with the 

obtaining of a Kaiarahi Reo, appears to be a critical element 

in the establishment of a fully-fledged Unit within a School, 

as the attempts within the intermediate in study A illustrate. 

Whil e the intermediate in study B was similarly constrained, 

it had the advantage of the availability of a Maori Language 

speaking Teacher who had the ethos of Maoritanga as her own 

cultural habitus. A suggested assumption therefore is, that 

where there are trained teachers with a Maori cultural habitus 

available, the position of Kaiarahi Reo 1s less critical to 
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the implementation of a legitimate Kaupapa within bi-lingual 

and Whanau Units. 

The establishment of a legitimate base for Maori Values in 

relation to learning and knowledge wa s a gradual process of 

g row t h , w h j c h re q u i 1· e d l he ma i n ten a n c e o f a de 1 i c a t e b a 1 an c e 

betw e en t e aching s kill s and expe rtis e in Maoritanga. While 

the lw o co mp o n,) n l s e xhibited some diff e rence in their 

mon1 fc s li1li o n. L h c r· c Ji 0 w C \' C t' , 0 remarkf.lblc de&: r· e e of 

si mil ar it y 1n their developmental paths. Both grew out of 

momentum from within the Iwi as an exte n sion of Kohanga Rea 

for their Primary age c hildren. Both flourished under the 

g· u i dance of Principal s whose ent hu siastic s upport h e lped 

maint a in mumenlum, and counter o ppo sit ion s uffici e ntly, to 

es tabli s h the Unit . Both began as s ingl e class room units 

which expa nded into Senior and Junior classes, and, both now 

push out for ex tens ion into an Intermediate. Also to be 

acknowledged wa s the critical role played by the Resource 

Teachers, and Advisers in Maori in their promotion and support 

of the Units, and the personnel involved. Their background, 

communication networking, undoubtedly paved the way for 

relative acceptance of the implementation and on-going 

functioning of the Units within the school system. 

Where the Units differ in implementation lies 1n their initial 

bias . For study A, the bias lay in a Social Studies agenda 

towards studies in Maoritanga, while in study B, the bias was 
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both studies. Therefore the difference in classification 

would appear to rest mor e on the terms of Pakeha 

compartmentalization of knowledge fractions, than 1n any real 

diff e r e n ce 1n lerms of Ma o ri Valu,~s . 

Cla ss memb e r s h ip was, a nd sti ll i s , determined according to a 

hi e rar c hi c scale whi c h favours th ose c hildren who come from 

Ko h anga Rea founda ti o n s , or who h ave a Maori language base . 

Th -j s hi() I ' fl I' Chi C pro ce dure wc;1s the sa me f or both s tudi es, 

ther eby giving s upport to the contentio n that the unit s we r e 

primarily f ormed to provide a Maori mili eu f or the sc ho o ling 

of children from Ko h a nga Rea, within the State st ructur e. 

A provision t h at, 1n accordance with Bourdieu' s th e ory of 

Cultural Capita l, 1 s a necessary one if c hildr en from a Maori 

cultural e mb odi me nt are to attain e du cat ional s uc cess. 

In the exa mination of the c urriculum co nt en t, the most obvious 

manif estatio n of Ma ori t a nga lay in the joint Whanau time ea ch 

mo rning . Thi s Whanau time was co ndu cted 1n Mao ri with little 

Engli s h tran s lation, a nd was und er the guidance of the 

Kaiarahi Rea, who controlled the direction and content of the 

session. While other sectors of the day were timetabled for 

specific learning times, and Maori language permeated the 

programme where practical, it was the Whanau time which 

ultimately set the units apart from other classes. 
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Le ss obviou s diff e r e n ces b~tween th e units and general classes 

emerged through th e pedagogy of th e tuakana - t e ina, or peer 

tutoring r elatio n ship, and to a ce r tai n extent th e fluidity as 

by ha'ai ( 19 90 ) . ex i s ted 1n the teaching-concep tu al i zed 

l ea rnin g rol e. Ve r b a 1 t each i n g s t ,, ate g i e s we r e em p 1 o ye d by 

th e Kaiarahi Reo, particularly in l ear ning n e w so ng s and 

action routines , but ot h e rwi se s u c h s trat eg ies, though 

r ecogniz ed , were n ot given any undu e e mphasis over and above 

th e general st r ategies employe d 1 n Ne w Zealand primary 

classrooms. Data f t'Om bot h s tudi es suggested that. both 

curriculum and pedagogy attempted to reflect Maori Values 1n 

ma nif estat i o n. A co nt ent i o n whi c h Berstein (Harker 1990) 

c la i 111 s 1 s a n e c e s s i t y , f o ,, t h e kn o w 1 edge t ran s mi s s ion to b e 

co n s id P. r ed l egiti ma t e. ln presentation o f c urriculum and 

p edagogy therefore. the un its within the two st udi es may b e 

seen l o be atte mpting to operate within a Maori milieu, in 

order to provide a l egi timate habitus for Maori children. 

While the Maori peopl e undoubtedly had the power of decision 

making in relation to the Maori content of the programmes 

within both studies, and the curriculum and pedagogy can be 

determined as reflecting the values of their knowledge base, 

the authenticity of Berstein 's third criterion evaluation, is 

less easily discernible. Berstein determined that evaluation 

was as important as curriculum and pedagogy in the reflection 

of cultural bias in a knowledge code. 
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Te ache r s 1 n the u n i t s , pa t' t i c u 1 a r 1 y w i thin s tu d y A , appeared 

to feel some pressure to justify what they were presenting in 

relation to balance between Maori and general curriculum 

content. Their concern was expressed as a need "to show 

children were not mi ssi ng out". An arena which raises issues 

related to evaluation. For example, what is supposedly 

missed, by whose definition and to whom 1s the justification 

directed? If th e justification is directed towards proving to 

Maori parents that their child r e n are gaining an, 

"ad equa t e and effeclivl~ education 1.n both Maori and 
English" (Benton 19 84: 254), 

then the ju st ifi cat ion ma y be claimed as being legitimately 

based, 1n relation to the value base. If however the pressure 

1s solely towards determining an assessment within a Pakeha 

knowledge framework, then there are grounds for concern, and 

for a more detailed investigation into whose 'interests' were 

ultimately being served. In a climate of scarce resources the 

dangers of dispossession and exappropriation (Benton 1984) are 

real. Some disquiet also arises from the remarks made by a 

staff member in Study B, concerning the possibility of a 

Pakeha appropriation of the Whanau content, A warning, which 

echos that of Mead (1977), and Hingangaroa Smith (1990) 

concerning the hegemony of the dominant cultural base. 

However as Benton points out, 

"bilingual education in English and Maori is a gamble. 
It can be justified only on the grounds that the Maori 
language is something too important to be ignored by 
the New Zealand education system, and then only if the 
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prime beneficiarie s of 
cultural advantages are 
"(Benton 1984:264) 

its economic as well as its 
me mber s of the Maori community. 

Whi le th e cont e ntion from Critical theory attributes th e power 

o f de c i s ion maki.ng J n e ,, a l u a t i on t o th e Ma o r i p e ople 

th,:? mselvcs , whi c h l eaves th e ultim a t e discernment with th e m in 

r egards lo acceptance o r 1·e j ecl i o n of that whi c h ha s b ee n 

provided within Lh,~ :;c h oo I • l h i. :.; d oe !; n o l a b s o ] v e policy 

ma k e 1· s within o Pa k e ha framewor k from the r espons ibili ty o f 

ens ur i n g that decision mak ing on evaluation , a s we ll as 

c u t' r i. c u 1 um and p e cl agog y , in r e 1 at i on to Mao r i know 1 e dge i s 

made from within that fr ame work. T hat is, on Maori term s and 

val u es. 

Th e dat a f l' o m Lh e Operational a nd the Representative mode ls in 

b o t h s tu d i e s , s up po r· t s the cont e n t i o n that the Mao r i p e op 1 e 

ar e snl i s fi ed with that provis j o n as it ha s be e n manifested 

w i th i n th e p rimary uni. t s f o I' the i 1· c hi 1 d re n . Suc h 1 s th e 

strength of th e ir conviction , that Maori parents bring their 

children across town, at considerable expense and e ffort, 

passing other schools on the way, to ensur e their children are 

educated within a Maori cultural embodiment. Also of note, 

was the strong relationship with the l ocal Marae in study A, 

and the valued input of the Kaumatua to the Whanau unit. 

The display e d support and enthusiasm exhibited by the Iwi 

suggests that the Whanau units, in the primary schools at 

least, are in fact providing a legitimate manifestation of 
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Ma o t' i v a 1 u e s i n r e l a t i on t o l~ now 1 edge and 1 earn i n g , t o t he 

satisfac ti on of the Maori people concerned. 

The cutting edge of cur·r·enl implementation however, resides in 

the out - rea ch lowa1· ds cslablis hrn ent in the intermed i ates . In 

co ntr ast to the simila rilie s between the two studies in their 

earlier manifestation, the current thrust is c haracteri sed by 

difference. In study 13, th e impetus co-incided with the 

appointment of new P rincipal wh o not only embraced the concept 

whole-heartedly, se tt ing up a fully fledged Unit despite 

p r o b l cm s , b u t p t' o c e e d e d t o r c - o r g an i z e t h e who 1 e Sc h o o l i n t o 

Whan au . o r f um i l y r e l a t e d g r o u p s , 1 n p r e f e 1· enc e t o t he m o r e 

usual ugc/stage syndica tns. 

Th e P 1· i nc i pa 1 in study A was more cautious, and while 

accepting of the initiative from the parents, has delayed the 

implementation of a fully fledged unit until the problems, 

particularly financial. could be so rt ed out. The parents, 

b o th Maori and Pakeha, are far from happy, or accep ting of, 

the situation, and it is towards thi s arena that they are 

currently directing their energies. In this, there would 

appear to exist a divergence of opinion over the required 

prominence of the Reo in relation to the initial establishment 

of a fully-fledged unit . F o 1· the Schoo 1 . the pro v i s ion of the 

Reo was the prime consideration, while for the parents. the 

establishment of a unit to embody the values, was the major 

consideration. A critical but ignored question directed at 
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the Principal, "What do you understand by a Whanau?", 

(Operational model Case Study A) supported the contention of 

a mis-match in comprehension between the parents and school 

personnel over the constitution of a 'Whanau Unit' in Maori 

terms. 

As little seems to hav e been required in the way of major 

adaptations to accommodate the Units within the School, 

problem. 

making 

physical provision for the Units was not a 

Classrooms were already available on site, 

implementation in relation to the physical requir e ments a 

relatively simple accomplishment, re st ricted to surface 

r efurbishi ng, and mat erial provision where required. The 

impact on general School organization therefore was minimal in 

relation to the physical re-arrangements necessary for 

accommodating the Unit, and little different to that which 

would be required to accommodate any general class within the 

School. 

The units in both studies have however, undergone re-location 

for various reasons during the years they have been in 

operation. Those under-taken in study A were in order to 

ensure the integration of the Unit as part of the School. 

This was 1.n line with the preferences expressed by parents, 

and the Kaumatua, as they did not wish a separatist 

manifestation. 
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In study B the primary unit has had a greater impact on 

general school organization, by spear h ead ing re-organization 

towards an initiation of the Teina - Tuakana relation 

Maoritanga. Whil e the primary principal was dubious 

of 

at 

attributing th e re - organization to the existence of the Unit, 

the teacher s were more forth - right 10 their a s sessme nt of the 

positive influe nc e of the 'W hanau' in bringing about that 

change. In the inter mediate 10 st udy B the school re-

organization appears to have stem med more from the desire to 

attain a bi-cultural sc h ool environment, of which the bi-

lingual unit was but a part, tha n upon the unit's influence 

for cha ng e. 

However, 1n both studies the Units are demon s tratively a part 

of t h ei r School They pa rti cipated in their appropriate 

syndi cated activities, a nd ge n era l sc h e dul ed activi ti es of the 

School, along si de o ther c la sses. and though these activities 

stemmed from t h e genera l kn ow l edge framework of the Sc hool , 

rather than that of the Unit, they serv e d to produce a 

bonding of unity 1n school identity . The only discordant 

note, was the preference of the children from the Senior 

Whanau in study A for playing exclusively together at all 

break times, with its accompanying enclave status 

connotations. 

Material resources, unlike the problems which beset earlier 

forays into bi - lingual education (Benton 1984) have not been a 
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problem. Gam es , language and r e ading books, appeared to have 

be e n r eadil y available and att ra ct ively presented, and 

re so urce s a cco mpani e d the trial Mao ri languag e sy llabus . 

Fo r teach e r s a n d pupils, e mb racing the components of two 

cu lture s , ha s increased th e wo rk l oad, and the abil ity of 

s tud e nt s to co p e with thi s ex tra load l S one of the 

co n s ideration s tak e n int o account in s tudy A, wh e n the annual 

assessme nt s for c l ass me mbership are ma de . 

Th e rn a j o r p r ob 1 e m 1 n r c s o u r· c e s f o r· t h e s e u n i t s ha s h e e n i n t h e 

scarci t y o f human r eso ur ces. Na me ly , 1n th e pr ov i s ion of 

l<aiar a hi Reo, a n d train,~d t eac h P 1· s with foundation s 

Maorita ng a . This was p a 1·ti c 1iJ n.rly r e l e vant. to s tudy B whi c h 

h as s truggl ed to achieve stability in s taffin g 1n th e current 

1991 year . It was also rel eva nt to the non-st art of a fully -

fledg 2 d unit 1n the intermediate 1n study A. Current 

initiatives in teacher training for Maori language experts 

should hopefully alleviate the problem within the space of the 

next three years . Impact on general school organization 

therefore has placed few out of the ordinary demands, other 

than in staffing r e quirement s, on the school as a whole, but 

made more d e mand s for adjustment on the part of the unit's 

pupils, 

becoming 

identity . 

teachers, and 

an intrinsic 

1n 

and 

st ud y A 

accepted 

the principal, 

part of the 

towards 

school 
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The prevailing attitude~; of those involved with the unit, 

profe ss ional educators, c hildren, an d parent s reflects a 

positive and e nthu siastic suppo 1·t for the l ea rning e nvironment 

pr ovided by the classes. Families, both Maori and Pakeha, 

elected to be part of the group in o rd e r to retain, advance 

and e xt e nd their kn ow l edge a nd und erstanding of Mu or i culture 

and language. For Maori parents the depth of meaning extended 

b eyond the surface s i gnificance of schoo ling. Th e unit wa s , 

'Whanau' family, the total embodiment of their values and 

b e li efs within which their chi ldr en might grow to ' sta nd 

tall', as Maori . Thu s it was the Maori cultu ral e mbodim e nt 

which was the significant attraction of the Un it for families. 

It was this cultural e mbodim e nt which provided for the 

perc ep tion of diff erence between th e Unit a nd other classes. 

Teach e rs how ever we re reluctant to stress th e co nnotation s of 

diff erence in relation to the unit's curriculum content, 

preferring inst ea d to define the unit's programme as 'the same 

with an additional component.' Whil e this viewpoint may b e 

reassuring 1.n regard to the maintenance of the State 

curriculum, and in establishing school unity, there could be 

a danger l. n loosing sight of the importance of the 

connotations of difference, for the establishment of a Maori 

cultural 

cultural 

perspective 

embodiment 

difference. 

1.n knowledge. 

necessitates the 

Bourdieu's theory of 

recognition of that 
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Children we re more awar e of th e concept of diff e rence in the 

component of Maorit a nga, with on occasion, negative 

co n seq u ences. In study A, field data records incidents of 

racism. T h e pri n cipal had 

c r iticism and unf avourable 

a l so been required 

co mments from time 

to 

to 

fi e ld 

time. 

The areas of adve r se criticis m had h oweve r, as had similar 

a rea s l. n study B, diminished in r ela ti on to the Unit's 

operationa l time span , particularly when th ey have been deemed 

's u ccessfu l ' J. n that ma nif estatio n . The content ion that 

under standing removed the threat posed by i g n oran ce , would 

appear a reflection of truth i n r elation to bi-cultural 

e du cation . More positive attitudes were reflected by those 

not dire c tly involved with the units, as their own g r owth in 

understanding and perc eptio n of Maoritanga within the unit s, 

mat ur ed. 

Th e effectiveness of th e impact of the unit toward s promoting 

a bi-cultural p e rspective within the school, was proportional 

t o th e degree of involvement with the unit . For those closely 

involved, the impact of a two-cultural dimension was 

intensive . Within the units the aim was to ensure the same 

Mana was accorded the Maori 

Parents were appreciative of 

culture as the 

the two - cultural, 

European. 

bi-lingual 

dimensions of the unit, and in many instances whole families 

were learning along with the children, especially 1n regards 

to the learning of the Reo. Maori parents were satisfied 

with, and supportive of, the manifestations of their own 
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cultural reality portrayed within the Units. For those 

belonging to the Units therefore the manifestation of a two-

cultural perspective wa s a reality. 

That the units had influenced other areas of the school is 

also to be acknowledged, and teachers within the Units have 

made a conscious eff ort to reach out to others within th e 

school. However, in accordance with the contentions of Banks 

(1988) 

(1990) 

and Irwin (198 8 ) 

manifested c hange 

and ec ho ed by Hingangaroa S mith 

l. c· _, 1·equired to permeate eve r y aspect 

of the sc h ool s tru ct ure before that institution may c laim to 

present a bi -c ultur a l perspective. The reality within both 

studies, as presented by the data within the operational and 

representativ e models , is that the school structure remains 

dominat ed by Pakeha cultural values towards knowledge and 

learning. The c hange s that have taken place within the 

organiz a tion of th e primary school in study B may, in the 

future, promote further changes towards the full-scale 

manifestation reiterated by Banks, but at the present time, 

they are insufficient to substantiate a two-cultural 

dimension . The institution closest to providing that 

manifestation, was the intermediate in study B. Those changes 

however were not necessarily attributable to the existence of 

the unit . 

In relation to the requirements of a system wide bi-cultural 

perspective, as expounded by Banks (1988), what was manifested 
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within the param e t e r s of the studies had more in co mmon with 

th e findings of Irwin ( 1988) towards the product of two 

separa t e co-existing s tructur es , than a single bi -c ultural 

e ntit y. That 1s, the Whan au o r bi - lingual unit s within both A 

and B co-existed alongside the main sc h oo l structure. Whil e 

the main sc h oo l syste m retains a mono -c ultural expression, 

then th e two, o f n ecess ity r e main sepa rate . The units up to 

the present time, by themselves, th e refore, are insufficient 

to promote the c h anges n ecessa r y within th e State sc hool 

system for th e manif estatio n of a bi -cultural society within 

New Zealand. 
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CHAPTER SIX 

CONCLUSION 

This s tudy began with the conte nti o n that change was necessary 

if New Zealand was to b ecome at least a bi-cultural society, 

and sought, t o e xamine th e educational r espons e to aspects of 

thal c h ange thr oug h th e implementation of Maori v a lues 1n 

relation to learning and kn o wledg e , thro u g h the esta blishm e nt 

o f Whan au , or as t h ey a t' e n ow of f i c i a 11 y t i t 1 e d , Bi - 1 in g u a 1 

Units within functioning primary sc hool structures. Two 

st udy components comprised the data collection fi e ld and 

though they appeared to present co n si derable difference 1n th e 

manif estatio n of their objectives, there emerged remarkable 

si milaritie s in the problem s , implementation and attainment of 

that for which they strove. They were different yet 

remarkably th e same. Despite the fact that the units appear 

successful in the manifestation of knowledge and learning from 

within a Maori values base, particularly for those directly 

involved, the contention here, based upon the theoretical 

perceptions of Banks, is that Whanau/Bi-lingual Units in and 

by themselves are insufficient to promote wide spread change 

towards bi-culturalism within the primary school structure . 

While the units may not in and by themselves be sufficient to 

promote a wide spread change towards bi-culturalism within the 
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primary sc h ool st ru ct ure, they, by their successful 

estab li s hm e nt an d continuing ex i ste nce within existing school 

st ru c tur es , give credence to th e theory (Angus 1978, Codd & 

Hark e r 19 90 ) that potential reformist possibilities do exist 

within the sc h oo l syste m at a l oca l l eve l . That the units 

ha ve co ntinued to ma nif es t knowl edg e and l ea rning within the 

values of a Maori knowl e dge base 1s born out by the strong 

s upp o rt give n them b y th e l oca l Iwi . If New Zealand is 

se ri o u s in the int ent t o be co me a bi-cultural society howev e r, 

then ot h e r in i tiatives, in addition to those promoted by 

Whanau/Bi-lingual Units, will n eed to be dire c ted from within 

th e ma in - st r ea m sc h oo l sys tem . 

From th e ev id e nce co ll ec t e d within the s tudy it would appear 

that the Principal of a sc ho o l i s a driving and vita l forc e in 

the direction and action o f any initiates towards a bi-

c ultural p e r spec tiv e , b e it within th e school a s a whole, or 

restrict e d to initiatives such as those expressed by the 

units . So too, are parents, whose dedication and persistence 

were a necessary ingredient in the implementation and 

maintenance of the units. Qualified, experienced teachers who 

were open, sensitive and receptive of the initiative were 

also necessary for success. It was the dedication and 

persistence of parents and teachers at the local level which 

had brought results manifested in not only the children within 

the units, but in the learning that was acknowledged as taking 

place in whole families, both Maori and Pakeha, as a result of 
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involvement within the bi-cultural struc ture. That there had 

been, and still were, problems to over-come was fully 

acknowledge. 

Whil e some o f th e proh ] ems we r e r e lated to a lack of 

und e r s tanding and knowledge co n ce rning cultu ral differences, 

the biggest s tumbling block to progress at the current time 

wa s the la c k of trained, qualified, bi - lingual/bi-cultural 

teachers. Jn lieu of suc h t eac her s the Kaiarahi Reo position 

had been the pivotal element in implementation and maintenance 

of fl. unit within the Maori mi 1 ieu, and where the unit s have 

had difficulties 1n obtaini n g t h e se rvi ces of a Kaiarahi Reo, 

for whatever reason, they have had difficulties 1n maintaining 

the Maori p e rsp ec tive, pa,, tic u 1 a r 1 y 1n the 

Teacher s, the Kaiarahi Reo, Principal s , Parents 

language. 

and Maori 

Resource Educators h ave however, worked together in 

partnership to establish and maintain unit s which have rnflde 

manif est their claim to present knowledge and l ea rning from 

with in the perspective of Maori values. 

In retrospect therefore, and in accordance with the two 

dir ect ions pursued (refer introduction) the ramifications from 

the evidence presented in the study suggests the units have a 

legitimate presentation of knowledge from within a Maori 

perspective . In regard to recognised change in the over-all 

school structure however. the suggestion put forward is that 

they are insufficient by themselves to bring about the 
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n ecessary c hanges required if Ne w Zea land i s to become a bi ­

c ultu ral society . 



116 

BIBLIOGRAPHY 

Angus, L. B. (1978) 
A Critical Ethnography of Continuity and Change in a 
Catholic School. W_ays and Meanings in Educational 
Admini stra tion. McPherson R.J. (Ed.) Armidale University: 
New England. pp 25 - 52. 

Banks, J. A. (1988) 
Multiethnic Ed u cation, 
Multiethnic Education 
Allyn & Bacon Boston . 

Benton, R. A. (1981) 

Nature , Goals and 
I he C_)l' y a n_ d __ P_ r_a_c_t_i_c_e_ , 

Practices in 
2nd Edition: 

Bilingual Education and the Su rvival of the Maori Language. 
Journal _ o f __ th e _Polynesian_ Socicty 93, pp. 247-266. 

Renton, R. A. (1988) 
From th e Treaty of Waitangi to the Waitangi Tribunal . 
~ i y _i ng _. L_a_11_g_u_~g_E:_~ , ___ ~ i 1_i 11g_u_a ~ ~ ~-rn . ~!:)_c:l_ Community __ Languages---~~ 
N .Z . Edited Hirsh, W. 

Bullivant, B . (1981) 
Th e Pluralist Dil e mma Jn Education: Allen & Unwin, Sydney. 

Chilcott, J. H. (1987) 
Where are you coming from 
Reporting of ethnographic 
Educational Research Journal 

Churchill, S. (1987) 

and where are you going? The 
research in the American 

24, pp. 199-218 . 

Policy Development For Education in Multicultural 
Societies, Trends and Processes In The OECD Countries in 
OECD Multicultural Education: OECD. Paris. 

Codd, J., Harker R. and Nash R. (1990) 
Introduction, Education, Politics and the Economic Crisis 
in Political issues in New Zealand Education, 2nd edition: 
Dunmore Press, Palmerston North N.Z. 

Department of Education (1987) 
The Curriculum Review in the Report of the Committee to 
Review the Curriculum for ___ Sc~ools, Wellington N. Z. 



117 

Dixon. B.R., Bouma.G.D. and Atkinson G.B.J. (1987) 
A Handbook of Social Science Research: Oxford University 
Press. 

Harrison, B. 
Preparing 
Parallels 

(1986) 
Teachers for Bi - lingual Classroo ms: 

in Delta 38: Massey Un iversity , N.Z. pp. 

Harker, R . (1986) 

Alaskan 
37-44. 

Alternative Provision for 
Massey Unive r sity, N . Z. pp. 

Maori Education 
23 - 26 . 

Delta 38: 

Harker , R. (1989) 
Cu 1 tu r a 1 Di f fer enc e i I_J ___ ~ ducat ion , 3 6 : 4 4 3 : Massey Un iv e r s i t y , 
N.Z. 

Harker, R . (1990) 
Schooli ng a nd Cultur al Reproduction in _P_o_l_i_t_i_c_a_l _ _ I_s_s_u_e_s __ 1_·n_ 
N . Z. Education, 2nd e dition : Dunmore Pres s, Palmerston 
North N.Z. 

Harker,R. and McConnochie, K.R . (1985) 
Education As Cultural Artifact: Dunmore Press, Palmerston 
North N.Z . 

Hir s h, W. and Scott, R. (1988) 
Getting It Right, Aspects of 
Zealand Education : Offic e 
Conciliator, Auckland, N.Z. 

Hughes, J. ( 1980) 

Ethnicity and Equity in New 
of the Race Relations 

The Philosophy of Social Research: Longman, U.K . 

Irwin, K. (1987) 
Maori and Other Polynesial Issues in Education, 36:339: 
Massey University, N . Z. 

Irwin, K. (1988) 
The Chartwell Joint Educational Venture, Unpublished Thesis 
for Master of Education, Massey University, N.Z. 



I 

118 

Irwin, K. (1988) 
Racism and Education in Getting __ It _ Right . 
and Scott: Race Relations Conciliator's 
N.Z. pp. 49-60. 

Edited by Hirsh 
Off ice Auckland, 

Irwin, K. (1989) 
Mu l t i c u 1 l u r o. 1 Edu cell. i on : L h e N e w Zea l rind Re s po n s e 1 n l he 
N.Z . Journal of Educational Studies Vol. 24, No. 1. 

Johanni - Piahana, K. (1988) 
Towards Equily in Education 1n 
Hir s h and Scott: Auckland, N.Z. 

Ka'ai T. (1990) 

Gelting _ _lt Right. 
pp. 61 - 64. 

Edited 

Te Hiringa Taketake Mai I Te l{o hnag a Ree Ki Te Kura. Maori 
Pedagogy Te Kohanga Ree and the Transition To School. 
Thesis for Master of Philosophy 1n Education: Auckland 
University, N.Z. 

Ka'ai-Oldam, T. (1988) 
A History of NZ Education 
Getting It Right. Edited 
Auckland N.Z . pp. 22 - 29 . 

Lather, P. (1986) 

f rem a 
by Hirsh 

Maori Perspective 
W. and Scott 

in 
R.: 

Research as Praxis in the Harvard Educational Review 56 No. 
3 pp. 257-277. 

Lutz, F. W. (1984-) 
Ethnography : The Holistic Approach to Understanding 
Schooling, in Field Research Methods in the Study of 
Education. Edited Burgess :Falmer Press London 

Mead, S. M. (1977) 
Maoritanga 
December pp. 

Should 
10-16. 

it Be 

Ministry of Education (1990) 

Shared? in the N.Z . Listener 

Tihe Mauri Ora, Maori Language Junior Classes to F2. A 
Syllabus for Schools: Learning Media publication, 
Wellington, N . Z. 



119 

Pere, R.R. (1982) 
Ako, Concepts a n~_ Learning_ in the Maori T radi ti o n, Working 
p a per no. 17. A visiting teacher Fellowship: University of 
Waikato, Hamil ton , N.Z. 

Pringle, P. (1988) 
Whan a u A Co n cep i. 
II i 1· s h W . a n d 

of Famj]y 
S ,:o t. t. 11 . . 

1 n C P. t t j n g __ _l_!__ R i g h t . Ed i t e d 
H.n c:1! 11. c ]ation s Conci liator, 

Auckland, N.Z. 

Smith, G. H. (1986) 
Taha Maori : A 
Univer s ity, N.Z. 

Smith, G. H . 

Pakeha Privilege 
pp.10 - 23. 

1n De lta 37: 

Taha Mao ri: 
Education. 

(1990) 
Pakeha 
Edited 

Capture 
Codd. J. , 

in P o litical Issues 
Harke r H. and Nash 

Edit ion: Dunmore Press Palmerston North N.Z. 

Smith, L.T . (1986) 

Massey 

in N. Z. 
R., 2nd 

Seeing Through the Magi c. Mao ri S trateg i es of Resistance in 
Delta 37: Massey University, N.Z . pp.3 - 8. 

Smith, L.T. (1986) 
Te Rapunga I Te Ao Marama. The Search for th e World of 
Light .. . . in Ng a I{ e t e W a n_ a_n_g~a __ R_e_a_d_e_r_s ___ i_n __ M_a_o_r_1_· _ E_ d_u_c_a_t_1_· _o_n_, 
Akonga Mao ri :Maori Pedagogy and Lea rning, 

Simon, J . (1984) 
Good Intentions But ..... in National Education Vol. 66 No. 4 
S e ptember. 

Renwick, W.L. (1988) 
Biculturalism and Multiculturalism 
Edited Hirsh W.and Scott R.: Race 
Auckland N.Z. pp. 17-20. 

Tauroa, H. (1982) 

in Getting It Right. 
Relations Conciliator, 

Race Against Time: Human Rights Commission, We llington, 
N.Z. 

Tauroa, H. (1980) 
Maori tang a in Practice: Race 
Office, Auckland, Wellington and 

Relations Conciliator's 
Christchurch, N.Z. 



120 

Wolcott , II. F. ( 1988 ) 
E thnog rBphi c r esea r c h in Education in Co mplementa r y Me tho d s 
}:!.:!_ ___ Edu_caj:_i_<2_na_;!. _______ ~.~-~~-~_1:_c_h . Edited Jaeger: Ame rican Ed . 
Research Ass n. Wa s hington. 

Walker, R. (1 973) 
B i c ulturalis m a nd Edu ca tion . 
Polynesian and Pake h a i n N. Z . 
Auc kl and, N.Z . 

Edj t e d B r ay and Hill 1.n the 
Education Vol 1 : Hei n e mann 



121 

APPENDIX 1 

The purpose of this study is to provide a detailed profile of 
the manner in which the implementation of Maori values in 
relation to knowledge and learning have been negotiated 
through the establishment of Whanau groupings within existing 
functional Primary School structures. 

1. How were Maori Values upon which the Whanau concept rests 
determined? 

2. 

a)How were the Maori values selected? 
b)Who identified them? 
c)What are they? 

How was the concept of providing a legitimate base for 
Maori Values in relation to learning and knowledge organized? 

a) Where did the initial impetus come from? 
b) Who provided the maJor input in maintaining 

momentum'? 
c) What resources were available, or required? 
d) What preparation proceedures were necessary? 
e) What was the criteria for membership of the class? 
f) What was the required time frame to enable a 

suitable launching? 

3. How has the curriculum been implemented? 
a) How was content selection determined? 
b) What strategies are of particular importance? 
c) What are the main features of the daily programme? 
d) What are the perceived differences in content to 

conventional programmes? 

4. How is validity for the transmission of Maori values 
obtained? 

a) Who are involved in the decision and evaluation 
processes? 

c) What degree of contact exists between the Whanua group 
and the local Marae? 

d) Do the local Maori families have a choice in where 
they send their children to school? 

d) How pervasive is the Maori language in curriculum 
content? 
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5. What impact has the Whanau group had on general sc hool 
organization? 

a) What physical r e-a rrange ments were neces sary 1n 
the allocation and renovation of classrooms? 

b) What additional resour ces were required? 
c) How did curriculum changes ef fect daily 

tim e tabling and subject sc h ed uling? 
d) What joint activities take place? 

6. What are the prevailing attitudes of teachers, parents and 
child r en towards the Whanau grouping? 

a) Why did families elect to be part of the group? 
b) How do the teachers, c hildr en and parents directly 

invol ve d perceive the group? 
d) How do t eac hers and c hildr e n not directly involved 

perceived the group? 
d) How is the Whanau grouping perceived as being 

different to other classes? 

7. How 
r e lation 
schoo l? 

a) 

b) 

C ) 

effective 1s the 
to promoting a 

implementation perceived to be 
bi-cultural perspective within 

Do parents of children within the group perceive 
the group as fulfill ing their e xpectations? 
Do Maori parents perc eive the group as fulfilling 
their expectations? 
How does the Principal perceive the progr ess of 
the group? 

d) Do teachers perceive the implementation as making 
a contribution towards a bi-cultural perspec tive? 

in 
the 
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~~~stion base for Interview with Resource Teacher Maori 

1 . Where and 
Primary school 
beginnings? 

h ow did the 
orig inate 

idea 
and 

of 
can 

a Whanau unit based 
you elaborate on 
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1n a 

those 

2. What are the Maori Values whi c h under-pin the Whanau Units 
within the schools and how were they determined and selected? 

3. What 1s your involvement with the unit and how do you view 
its progress? 

4. What degree 
Maori people have 

of influence and involvement 
in relation to the unit? 

do the local 

5. Intermediate has ju s t 
this year. How do you see 

begun with the ideas of the unit 
the progress and direction of the 

implementation there? 

6. What impact do you see the unit having on the school 
system? 

7. What are the implications of the unit for the local Maori 
people? 

8. What do you see as the major problems? 
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Interview Question base for Principals. 

1 . Wh a t lead to the e st a bli s hm e nt of the Whanau unit within 
yo ur sc h oo l ? 

2 . How does th e uni 1. 'fit' within th e ov e r -a ll sc h oo l 
organiza ti o n ? 

3. Wh at do yo u co n si d e r a r e t h e mos t important features of 
th e Whanu a programme? 

4. What do you see as th e differences b e tw ee n the Whanu a 
programme a nd o th e r classes? 

5. .What d eg re e o f co nt act exists betwee n th e Whanua unit 
an d :-
a ) the r est of th e school ? 
b) yo urself ? 
c )th e lo ca l Ma ra e ? 

6 . How do you view progress to date a nd what of the future? 

7. What do you see as the major problems? 

8. In your opinion what would 
towards the unit from within 
a) the school? 
b) 
C ) 

the board? 
the community ? 

be the prevailing attitudes 

9 . How would you define a bi - cultural perspective? 

10. How effective do you think the unit is, or could be in 
contributing towards a bi-cultural perspective? 



125 

The focus of this study is on implementation of the Whanau 
unit within th e school and I am intere s ted in two aspects of 
thi s. Th e class itself, and how the school has accommodated 
to th e c la ss . In order to obtain information from both 
perspectives I would like to spea k with a)Yourselves the 
teachers, b) a group of c hildr e n , c) a group of parents . I 
would also appreciate the opportunity to spend a day or two 
observing the progra mm e in actio n . 

Basis for interviews with th e t eac h e rs. 

l. Can 
based? 

yo u id en ti fy the Maori Values up o n which th e c las s is 

2. How has th e programmes been co n str u cte d to take account of 
those val u es? 

3. What are th e main featur es of your daily programme? 

4. What strategies are particularly important? 

5. How were the children selected for the class? 

6. What r eso ur ces and s upport are available? 

7 . How is this c la ss diff ere nt to ot h e r c la sses? 

8. How does th e class 'f it ' with the r est of the sc hool ? 

9. How would yo u assess th e attitudes of those 'outsid e ' the 
class to the class? 

10 . What do you see as the major rewards of the programme? 

11. What do you find are the major problems? 

12. What part does the local Marae play in the programme? 

13 . How would you define a bi - cultural perspective? 

14. What contribution, if any, would you see this class as 
making towards a bi-cultural perspective within the school? 

15. Is there anything else you consider important that has not 
been covered? 
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_Jn_!ervie w question busis for Parents. 

1. What does the Whanau unit mean to you? 

2. Why did you choo s e to have your child join the class? 

3. What did you expect to get from the class? 

4. Do you feel pleased or disappointed about progress? 

5. How has the class changed your child or your family? 

6. How do you see this class as different to other classes? 

7. What kind of support are you able to giv e the clas s ? 

Bas i s f o r __ ~.L~c us s i on w i t h a group o f chi 1 d re n . 

1 . What is the most important thing to you about this class? 

2. What do you like best about it? Why? 

3. What would you like to change ? Why? 

4. How do you think it l S different to other cla s se s? 

5 . Why did you choo s e to join this c l ass? 
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