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Abstract  
 
When we look at a new page in a ŎƘƛƭŘΩǎ ŎƻƭƻǳǊƛƴƎ ōƻƻƪ ǿŜ ǘŜƴŘ ǘƻ ǘƘƛƴƪ ƻŦ ƛǘ ŀǎ  ΨōƭŀƴƪΩ with spaces 
ǘƻ ōŜ ŎƻƭƻǳǊŜŘ ƛƴΦ  ²Ŝ ŘƻƴΩǘ ƻŦǘŜƴ consider the fact that it is already coloured in ς with white.  White 
ƛǎ ǘƘŜ ΨƛƴǾƛǎƛōƭŜΩ ŎƻƭƻǳǊΣ ōŜŎŀǳǎŜ ƛǘΩǎ Ƨǳǎǘ ΨǘƘŜǊŜΩ ŀǎ ǘƘŜ ǿƘƻƭŜ ōŀŎƪƎǊƻǳƴŘΦ  Also already on the page 
are lines ς boundaries that tell you where you are allowed to put, and confine, any colours you 
choose to add.  My study suggests that sŎƘƻƻƭǎ ŀǊŜ άǿƘƛǘŜ ǎǇŀŎŜǎέ ς ǇŀǊǘ ƻŦ ǿƛŘŜǊ ǎƻŎƛŜǘȅΩǎ ǿƘƛǘŜ 
spaces. The wƘƛǘŜ ƛǎ Ƨǳǎǘ ΨǘƘŜǊŜΩ ŀǎ ǘƘŜ ōŀŎƪƎǊƻǳƴŘ ǎŜǘ ƻŦ ǊǳƭŜǎ ǘƘŀǘ ŘƛŎǘŀǘŜ ǿƘƻǎŜ ƪƴƻǿƭŜŘƎŜ ƛǎ 
important, what success looks like, what achievement matters, how the space is organised and who 
has the power. ¢ƘŀǘΩǎ ǊŀŎƛǎƳΦ 
 
²ƘŜƴ ǿŜ ǘŀƭƪ ŀōƻǳǘ ǎŎƘƻƻƭǎ ōŜƛƴƎ ΨƳǳƭǘƛŎǳƭǘǳǊŀƭΩ ƻǊ ΨŘƛǾŜǊǎŜΩ ǿƘŀǘ ǿŜ ŀǊŜ ǊŜŀƭƭȅ talking about is the 
colour of ǘƘŜ ǎǘǳŘŜƴǘǎΩ ŦŀŎŜǎ ς the background colour stays white. hŦǘŜƴ ǿŜ ǎŜŜ ΨŘƛǾŜǊǎƛǘȅΩ ŀǎ ŀ 
problem or a challenge we have to come to terms with, so we address the issue from a deficit 
perspective. We all know of schools where all the children are brown, ōǳǘ ǘƘŜ ǎŎƘƻƻƭΩǎ ŎƻƭƻǳǊ ƛǎ ǎǘƛƭƭ 
the same ς invisible white.  ¢ƘŀǘΩǎ ƘŜƎŜƳƻƴȅΦ  We might as well put our colour around the edges of 
the page ς because they make no difference to the way the school operates. ¢ƘŀǘΩǎ ƳŀǊƎƛƴŀƭƛǎŀǘƛƻƴΦ 
 
!ǎ ǘƘŜ ŜŘǳŎŀǘƛƻƴ ǇǊƻŦŜǎǎƛƻƴŀƭǎ ŀƴŘ ǘƘŜ ƎǊƻǿƴǳǇǎ ƛƴ ǘƘƛǎ ŜǉǳŀǘƛƻƴΣ ǿŜ ŎŀƴΩǘ ƛƎƴƻǊŜ ǘƘŜ ŦŀŎǘ ǘƘŀǘ we 
ŘƻƴΩǘ ǘƘƛƴƪ ƳǳŎƘ ŀōƻǳǘ the colour of our schoolǎΩ Ψpage,Ω and therefore we are complicit in 
perpetuating the status quo through what happens to our Maori and Pasifika youth in our schools 
and classrooms every day.   
 
Dr Stuart Middleton, drawing on his research as one of 36 international educators in the 2007-2008 
Fulbright New Century Scholars Programme identifies 18 features we share with the other four 
English-speaking education systems ς the United Kingdom, USA, Canada, and Australia. These 
features include: 

 changing demographics, where the white population will be in the minority 

 education systems based on monocultural world views that are resistant to change 

 education systems  failing indigenous and minority children 

 changing economies, where there will no longer be a place for unskilled workers 
 
He states: 

The proportion of students coming from backgrounds that lead to high achievement is 
shrinking while the number of students coming from backgrounds classed as low-decile 
continues to grow.   If New Zealand does not address the achievement of those at the 
bottom of the pile, its international standing will not survive at a high level. ... New Zealand 
ǿƻƴΩǘ ƘŀǾŜ ŀ ǎǳŎŎŜǎǎŦǳƭ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ǳƴǘƛƭ ƛǘ ƛǎ ǎǳŎŎŜǎǎŦǳƭ ŦƻǊ aŀƻǊƛ ϧ tŀǎƛŦƛƪŀ ƭŜŀǊƴŜǊǎ. 

 
This research looks specifically at the conditions that need to exist in schools for young people to 
retain their identity and to have their cultural norms validated and valued throughout their school 
day.  The sub-topic that comes out of this research is what sort of school leadership is required to 
foster those conditions?  What personal and professional journeys effectively equip educators to 
understand how a whole system can advantage some students and disadvantage others, and to 
personally reflect on their own part in this process?   No matter how many new curriculum 
documents, strategies or testing regimes we introduce, schooling will not become more equitable 
ǳƴǘƛƭ ǇŀǊŀŘƛƎƳ ǎƘƛŦǘǎ ƘŀǇǇŜƴ ƛƴ ǘƘŜ ǿŀȅ ǿŜ ǘƘƛƴƪ ŀōƻǳǘ ŀƴŘ ŘŜŦƛƴŜ ΨŀŎƘƛŜǾŜƳŜƴǘΩΦ  !ǎ ǎŎƘƻƻƭ ƭŜŀŘŜǊǎ 
how can we change our current approach to ensure equitable outcomes for Maori & Pasifika 
learners?  This research hopes to plant some seeds that lead us to consider alternative approaches 
to the managerial, technical, and limited academic focus now rampant in our schools. 



P a g e | 3 

 

Report to ASB/APPA ð Travelling Scholarship 2009:  Ann Milne 

Background  
 
As the Pakeha principal of two schools in Otara, where there is rarely more than two or three Pakeha 
students in either school, the issue of Maori and Pasifika learning is absolutely crucial in my daily 
work.  This is a longstanding research interest and is the topic of my doctoral thesis.  However, this is 
not purely a professional interest.  As  Gloria Ladson-Billings (2000, p.272) so powerfully describes.  
ŀƭƭ ƻŦ Ƴȅ ΨǎŜƭǾŜǎΩ ŀǊŜ ƛƴǾŜǎǘŜŘ ƛƴ ǘƘƛǎ ǿƻǊƪ τ the professional self that is an educator, a researcher, a 
school principal and member of the Clover Park/Te Whanau o Tupuranga community, as well as the 
personal self that is a mother and grandmother of Maori children,  whose own school experiences 
have led to my personal stake in the education of indigenous and ethnic minority students.  Sadly, 
access to high quality Maori-centred education options in their local schools is no more accessible to 
my eleven grandchildren than it was to my children over 25 years ago. 
 
¢ƘŜ ƛǎǎǳŜ ƻŦ aŀƻǊƛ ŀƴŘ tŀǎƛŦƛƪŀ άŀŎƘƛŜǾŜƳŜƴǘέ ŎƻƴǘƛƴǳŜǎ ǘƻ ŎƘŀƭƭŜƴƎŜ ƻǳǊ ǎŎƘƻƻƭǎΦ  ¢ƘŜ 
ƎƻǾŜǊƴƳŜƴǘΩǎ aŀƻǊƛ 9ŘǳŎŀǘƛƻƴ {ǘǊŀǘŜƎȅΣ Ka Hikitia, (Ministry of Education, 2008a) ŀƛƳǎ ǘƻΣ άŜƴŀōƭŜ 
aŀƻǊƛ ǎǘǳŘŜƴǘǎ ǘƻ ŜƴƧƻȅ ŜŘǳŎŀǘƛƻƴ ǎǳŎŎŜǎǎ ŀǎ aŀƻǊƛΦέ  Lƴ ƭŀǳƴŎƘƛƴƎ ǘƘƛǎ ǎǘǊŀǘŜƎȅ ǘƘŜ aƛƴƛǎǘŜǊ ƻŦ 
Education maŘŜ ŎƭŜŀǊ ǘƘŀǘ ǊŜŀƭƛǎƛƴƎ aņƻǊƛ ǇƻǘŜƴǘƛŀƭΣ άƛǎ ǘƘŜ ŎƻǊŜ ōǳǎƛƴŜǎǎ ƻŦ ǘƘŜ ǿƘƻƭŜ ŜŘǳŎŀǘƛƻƴ 
ǎȅǎǘŜƳΦ Χ!ƭƭ ǎŎƘƻƻƭǎΣ ŀƭƭ ǇǊƛƴŎƛǇŀƭǎΣ ŀƭƭ ǘŜŀŎƘŜǊǎΣ ŀƭƭ ŎƻƳƳǳƴƛǘƛŜǎ Ƴǳǎǘ ǎǘŜǇ ǳǇΦέ  [Ŝǎǎƻƴǎ ƭŜŀǊƴŜŘ 
from Ka Hikitia will be relevant to Pasifika students as well, allowing them to enjoy education 
success as who they are ς without shedding their identity at the school gates. 
 
If the effectiveness of a national education system is measured by who emerges at the end of their 

compulsory years of schooling, we cannot sit back and blame secondary schools for what happens to 

children after they leave their primary school years.  As a primary trained teacher, an intermediate 

and middle school principal, and now the principal of two schools, one classified as primary, (Years 

7-10) and one secondary (Years 7-13), and both including Year 7 and 8 students,  I am now in the 

lucky position of being able to see both sides of this issue.  The reality is that as teachers,  as school 

leaders, or as education policy makers and officials, we arŜ ŀƭƭ ǇŀǊǘ ƻŦ ŜŀŎƘ ŎƘƛƭŘΩǎ ƭŜŀǊƴƛƴƎ ƧƻǳǊƴŜȅΦ  

If some children are failed by our education system we are all complicit in that systemic failure and 

we all need to take responsibility for changing it. 

Naming the ôWhite Spacesõ 
 
The title of this report is tŀƪŜƴ ŦǊƻƳ ǘƘŜ ǘƛǘƭŜ ƻŦ Ƴȅ tƘ5 ǘƘŜǎƛǎ όaƛƭƴŜΣ ƛƴ ǇǊƻŎŜǎǎύΣ άColouring in the 
White Spaces: Developing Cultural Identity in Mainstream Schools.έ  bŀƳƛƴƎ ǘƘŜǎŜ ǿƘƛǘŜ ǎǇŀŎŜǎ ƛǎ 
important in progressing understanding of the realities for non-white students in school.  
Fitzsimmons and Smith (2000) explain the importance of naming: 

 

Since naming the world is an exercise in power relations, interpretation by Maori is an 
exercise of power. For Maori ... partnership in terms of the Treaty of Waitangi implies 
power sharing and involvement at all levels of policy development, application and 
evaluation (that is, to also reserve the right to determine what counts as success). The 
control of the evaluation and assessment factors to evaluate services for Maori is critical; 
it is a means for Maori to name their world. Naming is employed in the sense of using 
language to control conditions of existence through cultural definitions of the world 
(p.39). 
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David Gilborn (2005, p.485) uses this quote from bell hooks (1989) to illustrate his gradual 
realisation of the role of education policy in the active structuring of racial inequity: 
 

As I write, I try to remember when the word racism ceased to be the term which best 
expressed for me exploitation of black people and other people of color in this society and 
when I began to understand that the most useful term was white supremacy. (hooks, p. 
112) 

 
DƛƭƭōƻǊƴ όǇΦпууύ Ǉƻƛƴǘǎ ƻǳǘ ǘƘŀǘ ŀ ŎǊƛǘƛǉǳŜ ƻŦ ǿƘƛǘŜƴŜǎǎ ƛǎ άƴƻǘ ŀƴ ŀǎǎŀǳƭǘ ƻƴ ǿƘƛǘŜ ǇŜƻǇƭŜ ǇŜǊ ǎŜΣέ 
rather it is an assault on the socially constructed power of white interests and the constant 
reinforcement of these. IŜ ōŜƭƛŜǾŜǎ ǘƘŀǘΣ άƛǘ ƛǎ ǇƻǎǎƛōƭŜ ŦƻǊ ǿƘƛǘŜ ǇŜƻǇƭŜ ǘƻ ǘŀƪŜ ŀ ǊŜŀƭ ŀƴŘ ŀŎǘƛǾŜ 
ǊƻƭŜ ƛƴ ŘŜŎƻƴǎǘǊǳŎǘƛƴƎ ǿƘƛǘŜƴŜǎǎ ōǳǘ ǎǳŎƘ ΨǊŀŎŜ ǘǊŀƛǘƻǊǎΩ ŀǊŜ ǊŜƭŀǘƛǾŜƭȅ ǳƴŎƻƳƳƻƴΦέ  IƻǿŜǾŜǊΣ ǿhile 
ŀƎǊŜŜƛƴƎ ǘƘŀǘ άǊŀŎŜ ǘǊŜŀǎƻƴέ ƛǎ ŀ ŘŜŦƛƴƛǘŜ ŎƘƻƛŎŜ ŦƻǊ Ƴŀƴȅ ǿƘƛǘŜ ǇŜƻǇƭŜΣ ½Ŝǳǎ [ŜƻƴŀǊŘƻΣ όнллрΣ ǇΦотύ 
explains that, without accompanying structural changes even those whites who do reject and work 
against white privilege still benefit from that privilege.  He uses the analogy of Scheurich (1998) that 
άōŜƛƴƎ ǿƘƛǘŜ ƛǎ ŀƪƛƴ ǘƻ ǿŀƭƪƛƴƎ Řƻǿƴ ǘƘŜ ǎǘǊŜŜǘ ǿƛǘƘ ƳƻƴŜȅ ōŜƛƴƎ Ǉǳǘ ƛƴ ȅƻǳǊ Ǉŀƴǘ ǇƻŎƪŜǘ ǿƛǘƘƻǳǘ 
ȅƻǳǊ ƪƴƻǿƭŜŘƎŜΦέ 
 
This is a difficult concept for those who have grown up without ever needing to question their own 
whiteness, to grasp, as Peggy McIntosh, (1988) explains in her list of 50 ǿŀȅǎ ƛƴ ǿƘƛŎƘ άL ŜƴƧƻȅ 
unearned skin privilege and have been conditioned into oblivion about its existence, unable to see 
ǘƘŀǘ ƛǘ Ǉǳǘ ƳŜ ΨŀƘŜŀŘΩ in any way, or put my people ŀƘŜŀŘΦέ    McIntosh describes white privilege as 
ŀƴ άƛƴǾƛǎƛōƭŜ ǿŜƛƎƘǘƭŜǎǎ ƪƴŀǇǎŀŎƪ of special provisions, maps, passports, codebooks, visas, clothes, 
tools, and blank ŎƘŜŎƪǎΦέ  {ƘŜ ŘŜƭƛōŜǊŀǘŜƭȅ ŎƘƻǎŜ ǘƻ ƭƛǎǘ those conditions that  attŀŎƘ άǎƻƳŜǿƘŀǘ 
more to skin-color privilege than to class, religion, ethnic status, or geographic location, though of 
course all these other factors are intricately intertwined.έ  {ƻƳŜ ƻŦ the conditions in her list of the 
daily effects of white privilege include: 
 

1. If I should need to move, I can be pretty sure of renting or purchasing housing in an area 
which I can afford and in which I would want to live. 

2. Whether I use checks, credit cards or cash, I can count on my skin color not to work against 
the appearance of financial reliability. 

3. I can arrange to protect my children most of the time from people who might not like them. 

4. I do not have to educate my children to be aware of systemic racism for their own daily 
physical protection. 

5. I can be pretty sure that my children's teachers and employers will tolerate them if they fit 
school and workplace norms; my chief worries about them do not concern others' attitudes 
toward their race. 

6. I am never asked to speak for all the people of my racial group. 

7. I can be pretty sure that if I ask to talk to the "person in charge", I will be facing a person of 
my race. 

8. I can be pretty sure that if I argue for the promotion of a person of another race, or a 
program centering on race, this is not likely to cost me heavily within my present setting, 
even if my colleagues disagree with me. 

9. I can swear, or dress in second hand clothes, or not answer letters, without having people 
attribute these choices to the bad morals, the poverty or the illiteracy of my race. 

10. I can be late to a meeting without having the lateness reflect on my race. 

11. If I have low credibility as a leader I can be sure that my race is not the problem. 
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12. I can choose blemish cover or bandages in "flesh" color and have them more or less match 
my skin. 

13. I have no difficulty finding neighborhoods where people approve of our household. 

14. My children are given texts and classes which implicitly support our kind of family unit and 
do not turn them against my choice of domestic partnership. 

15. I will feel welcomed and "normal" in the usual walks of public life, institutional and social. 

 
aŎLƴǘƻǎƘ ōŜƭƛŜǾŜǎ ǘƘŀǘ ǘƻ άǊŜŘŜǎƛƎƴ ǎƻŎƛŀƭ ǎȅǎǘŜƳǎ ǿŜ ƴŜŜŘ ŦƛǊǎǘ ǘƻ ŀŎƪƴƻǿƭŜŘƎŜ ǘƘŜƛǊ Ŏƻƭƻǎǎŀƭ 
ǳƴǎŜŜƴ ŘƛƳŜƴǎƛƻƴǎΦέ Antwi Akom (2006, p.89) observes that many of the leading theories of social 
capital are silent on the issue of race, and ignore the contribution by young people in poor 
communities to rich social networks. He calls for a new model of social capital that pays careful 
attention to race, racism, and the processes of racialisation, identity-based frameworks; context 
dependency; and the issues of power: 
 

We have to move to the point where the very act of naming and mapping processes of 
racial subordination is not particularly radical or activist, but rather, part of a collective, 
normalized goal of worldwide black emancipation.  I am hopeful (p.90). 

 
¢ƻ άƴŀƳŜ ǘƘŜ ǿƘƛǘŜ ǎǇŀŎŜǎέ in our schools we have to have to talk about white privilege without 
taking the term personally.  We have to ask the hard questions about the purpose of schools, whose 
knowledge counts, who decides on the norms we expect our youth to strive to achieve, who decides 
on literacy and numeracy as the holy grail and almost sole indicator of achievement and success? 
We have to understand the importance of relationships and the power of whanau.  We have to 
name racism, prejudice, stereotyping, deficit thinking, policy and decision making, power, 
curriculum, funding, community, school structure, timetabling, choice, equity instead of equality, 
enrolment procedures, disciplinary processes, poverty, and social justice.  We have to reject framing 
culture as problematic and stop negating cultural identity within assimilationist terms such as 
multiculturalism and diversity. We have to challenge Eurocentric solutions that perpetuate the myth 
ǘƘŀǘ άǿƘƛǘŜ ƛǎ ǊƛƎƘǘΣέ ŀƴŘ ŎƻƳŜ ŦǊƻƳ ǘƘŜ ǇŜǊǎǇŜŎǘƛǾŜ 5ŀǾƛŘ {ǘƻǾŀƭƭ όнллсΣ ǇΦмлуύ ŎŀƭƭǎΣ άƎƛǾƛƴƎ ǘƘƻǎŜ 
ǇƻƻǊ ǇŜƻǇƭŜ ƻŦ ŎƻƭƻǊ ǿƘŀǘ ǘƘŜȅ ǎƻ ŘŜǎǇŜǊŀǘŜƭȅ ƴŜŜŘΦέ  ²ƘƛǘŜƴŜǎǎ ŀƴŘ ǿƘƛǘŜ ǇǊƛǾƛƭŜƎŜ ŀǊŜ ŎŜƴǘǊŀƭ ǘƻ 
the conversations we must have to effect real change for non-white children in our school system. 
 
Identity however is never a simple white/non-white binary.  Colouring in the white spaces also 
requires us to look at the many shifting and changing identities young people must negotiate in our 
schools and in society if they are to navigate the white spaces successfully.  Identity and schooling is 
discussed in more detail later in this report. 

Setting the Scene: Literature and Contexts  
 

The National Context: òGapsó and the òTailó  
 
One of the four key focus areas of Ka Hikitia, is ά¸ƻǳƴƎ tŜƻǇƭŜ 9ƴƎŀƎŜŘ ƛƴ [ŜŀǊƴƛƴƎ όǇŀǊǘƛŎǳƭŀǊƭȅ 
ȅŜŀǊǎ ф ŀƴŘ млύΦέ  ¢ƻ ǎŜŜ ǘƘŜ ǎǘŀǊƪ ǊŜŀǎƻƴ ŦƻǊ ǘƘƛǎ ŦƻŎǳǎΣ ŀƴŘ ǘƘŜ ŘƛǎǘŀƴŎŜ ǿŜ ǎǘƛƭƭ ƘŀǾŜ ǘƻ ǘǊŀǾŜƭΣ ǿŜ 
can create a snapshot of 100 Maori students who would have started secondary school in New 
Zealand in 2004, and use 2008 data (Ministry of Education, 2008b) to plot their educational pathway 
or the pipeline from school through to higher academic qualifications (Figure 1).  
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Figure 1: Maori Educational Pipeline, 2002-2008 

 

 
 

Of these 100 students, 60 (59.6%) have dropped out of school by the age of 17.5 years and 34 
(34.2%) of these have left before 16.5 years. A further eight have been removed legally through 
early exemptions granted by the Ministry of Education at age 15 (7.3% or 73 per 1,000 students), 
exclusion if they were under 16 years (.05% or 5 per 1,000 students), and expulsion if they were over 
16 years (.35% or 3.5 per 1,000 students).  Of the 32 students who remain in school, we can predict 
their pathway based on 2005 tertiary education entry and completion data (Ministry of Education, 
2007a). Ten students will embark on further Level 1 to Level 3 courses to try to complete their 
ǎŎƘƻƻƭ ǊŜǉǳƛǊŜƳŜƴǘǎ ǘƻ ΨōǊƛŘƎŜΩ ǘƘŜƛǊ ŜƴǘǊȅ ƛƴǘƻ ǘŜǊǘƛŀǊȅ ǎǘǳŘȅΦ ¢ƘǊŜŜ ǎǘǳŘŜƴǘǎ ǿƛƭƭ ŜƴǘŜǊ ǘŜǊtiary 
education to begin Level 4 Certificate (6.4%) and Level 5 (3.6%), Diploma study.  Two of these 
students will achieve these one and two year qualifications.  Of the 32 students who remained in 
school, 18 (18.3%) achieved university entrance qualifications in 2007.  Some of these 18 may 
choose Certificate and Diploma level study and be counted in previous figures, and six (9.5%) enter 
university to commence a bachelor level degree.  Two (35.6%) complete this degree. If these two 
students go on to further postgraduate study we can predict that one (41%) will complete a Masters 
level degree and less than one (.4%) will achieve a Doctorate.1  
 

                                                           
1  These numbers are a prediction based on 2008 school leavers and participation data and 2005 -2007 tertiary entry data 

from the Ministry of Education.  These are the most recent data sets available at the time of writing.  



P a g e | 7 

 

Report to ASB/APPA ð Travelling Scholarship 2009:  Ann Milne 

¢ƘŜ ΨǇƛǇŜƭƛƴŜΩ ŦǊƻƳ ǎŎƘƻƻƭ ǘƻ ƘƛƎƘŜǊ ŀŎŀŘŜƳƛŎ ƭŜŀǊƴƛƴƎ ŦƻǊ tŀǎƛŦƛƪŀ ƭŜŀǊƴŜǊǎ όCƛƎǳǊŜ 2) has a different 
profile in that more Pasifika students (70%) remain in school for longer, however there is a dramatic 
drop off at university entrance qualifications level, with only 13% achieving this qualification in 2008.  
From this point the numbers entering and completing tertiary qualifications become very similar to, 
or even fewer than, those for Maori.  The data in Figures 1 and 2 are the national Maori and Pasifika 
totals.  If we break these statistics down into socio-economic areas by school decile, the picture is 
significantly worse. 
 
Figure 2: Student Alienation and University Entrance eligibility 2008, by ethnicity. (Ministry of Education, 2008b) 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
K. Wayne Yang (2009aύ Ǉƻƛƴǘǎ ƻǳǘ άǘƘŜ ŀŎƘƛŜǾŜƳŜƴǘ ƎŀǇ ƛǎ ŀ ƳƛǊǊƻǊ ƛƳŀƎŜ ǘƻ ǘƘŜ ǇǳƴƛǎƘƳŜƴǘ ƎŀǇΦέ 
He believes these are more aptly described as the exclusion rateτthe rate by which students are 
removed from the classroomτand the inclusion rateτthe rate by which students matriculate to 
higher educationέ όǇΦрмΣ ŜƳǇƘŀǎƛǎ ƛƴ ƻǊƛƎƛƴŀƭύΦ ¸ŀƴƎ ǎtates these rates should be key indicators in the 
assessment of overall school climate. 
 
Entering tertiary education directly from school is obviously only one of the options available to 
learners.  Certainly in recent years there has been growth in the numbers of Maori who enrol in 
aŀƻǊƛ ǘŜǊǘƛŀǊȅ ƛƴǎǘƛǘǳǘƛƻƴǎ ƛƴ ΨǎŜŎƻƴŘ-ŎƘŀƴŎŜΩ ƭŜŀǊƴƛƴƎΦ  Mason Durie (2009) attributes this growth to 
άǘƘŜ ƛƴŘƛƎŜƴƛǎŀǘƛƻƴ ƻŦ ƘƛƎƘŜǊ ŜŘǳŎŀǘƛƻƴ ƛƴ bŜǿ ½ŜŀƭŀƴŘΦέ ¢Ƙƛǎ ƛƴŎƭǳŘŜǎ ǘƘŜ ŜǎǘŀōƭƛǎƘƳŜƴǘ ƻŦ three 
wanangaΣ άǿƘƛŎƘ ŀŎŎƻǳƴǘ ŦƻǊ some 60% of all Maori tertiary students and have been largely 
responsible for the transformational increase in Maori participation iƴ ǘŜǊǘƛŀǊȅ ŜŘǳŎŀǘƛƻƴ ǎƛƴŎŜ нлллέ 
(p.5). Compared to other student profiles, Maori students tend to be older than 25 years when they 
first enrol and are more often studying on a part-time basis (Ministry of Education 2007a; Durie, 
2009).  ¢ƘŜ ŎǊǳŎƛŀƭ ǉǳŜǎǘƛƻƴ ŦƻǊ ǎŜŎƻƴŘŀǊȅ ǎŎƘƻƻƭǎ ƘƻǿŜǾŜǊΣ ƛǎ ǿƘȅ ŀǊŜ ǘƘŜ ΨŦƛǊǎǘ ŎƘŀƴŎŜΩ ƭŜŀǊƴƛƴƎ 
opportunities they offer working so ineffectively for their Maori and Pasifika students that they leave 
them without the option of a direct pathway to tertiary study?   
 
This does not absolve primary schools from a shared responsibility for the pipeline.  If the answer 
was as simple as raising literacy and numeracy scores for Maori and Pasifika children ς which seems 
to be the primary focus of our current solutions and interventions ς we would expect that our 
emphasis in recent years on this strategy would have made a difference by now.  In fact, Ministry of 
Education data presented to South Auckland principals in 2008 showed that Maori children 
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achieving above national norms in literacy still featured in dropout statistics by Year 10.  The answer 
is obviously more complex than a single-minded focus on technical academic achievement.  At a 
purely anecdotal level, many of the students we enrol in Clover Park Middle School and Te Whanau 
o Tupuranga, who have been suspended from their previous schools, are extremely capable 
academically. Yet school has obviously not worked for them, and the problems began long before 
their entry into secondary school.  The issue therefore, as Ka Hikitia points out, is the responsibility 
of the whole schooling community. 
 
Lƴ ǘƘŜ ƛƴǘǊƻŘǳŎǘƛƻƴ ǘƻ ǘƘŜ aƛƴƛǎǘǊȅ ƻŦ 9ŘǳŎŀǘƛƻƴΩǎ original Pasifika Education Plan 2008-2012,2 
ǎǳōǘƛǘƭŜŘΣ άFrom good to great: Stepping up for Pasifika educationέ ǘƘŜ ƻǇŜƴƛƴƎ ǎǘŀǘŜƳŜƴǘ ǎŀȅǎΥ 
 

bŜǿ ½ŜŀƭŀƴŘΩǎ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ƛǎ ǿƻǊƭŘ-class. Every young New Zealander can be, and 
deserves to be, part of its success. The Pasifika Education Plan 2008ς2012 sets out what 
ƴŜŜŘǎ ǘƻ ōŜ ŘƻƴŜ ǎƻ ǘƘŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ΨǎǘŜǇǎ ǳǇΩ ŦƻǊ tŀǎƛŦƛƪŀ ǎǘǳŘŜƴǘǎ (Ministry of 
Education 2008c). 

 
hƴŜ ƻŦ ǘƘŜ ŦƻǳǊ ƪŜȅ ǘƘŜƳŜǎ ƛƴ ǘƘŜ Ǉƭŀƴ ƛǎ ōǳƛƭŘƛƴƎ άǎǘǊƻƴƎ ƭŜŀǊƴƛƴƎ ŦƻǳƴŘŀǘƛƻƴǎ ŜƴǎǳǊƛƴƎ tŀǎƛŦƛƪŀ 
students participate, engage and achieve at each stage of their education, and make good 
ǘǊŀƴǎƛǘƛƻƴǎ ŦǊƻƳ ƻƴŜ ǎǘŀƎŜ ǘƻ ǘƘŜ ƴŜȄǘΦέ  IƻǿŜǾŜǊΣ tŀǎƛŦƛƪŀ ǎǘǳŘŜƴǘǎ ŀƴŘ ŦŀƳƛƭƛŜǎ ƘŀǾŜ ŜǾŜǊȅ ǊƛƎƘǘ ǘƻ 
question the implication that the status of Pasifika education wŀǎ άƎƻƻŘέ ƛƴ ǘƘŜ ŦƛǊǎǘ ǇƭŀŎŜΣ ƎƛǾŜƴ ǘƘŜ 
Řŀǘŀ ǎƘƻǿƴ ŀōƻǾŜΣ ŀƴŘ ǘƻ ŎƘŀƭƭŜƴƎŜ ǘƘŜ ǎǘŀǘŜƳŜƴǘ ǘƘŀǘ ƻǳǊ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ƛǎ άǿƻǊƭŘ ŎƭŀǎǎΦέ   
 

The International Context: Comparison with International Data  
 
The Programme for International Student Assessment (PISA) is an international study that assesses 
how well 15-year-old students are prepared to meet the challenges of today's society. In 2006 PISA 
assessed three key areas of knowledge and skills: reading literacy, mathematical literacy and 
scientific literacy.  In scientific literacy, of the 57 countries participating in PISA 2006, only two 
countries performed better than New Zealand. However when this result is analysed by ethnicity 
(Figure 3) it can be seen that Pakeha and Asian students performed well above the Organisation for 
Economic Co-operation and Development (OECD) mean, while Maori outcomes were well below this 
level, and Pasifika results were lower still.  The same pattern was repeated in both reading and 
mathematical literacy results, with New Zealand ranked fourth and sixth respectively in 2006 
(Telford & Caygill, 2007). 
 
¢ƘŜǎŜ Řŀǘŀ ǎƘƻǿ ǘƘŀǘ ƻǳǊ ǊŜǇǳǘŀǘƛƻƴ ŦƻǊ ŀ άǿƻǊƭŘ Ŏƭŀǎǎέ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ƛǎ ŎŜǊǘŀƛƴƭȅ ƴƻǘ ŜǉǳƛǘŀōƭŜΣ 
with Maori and Pasifika learners featuring at the lowest end of the range of achievement, in what 
Ƙŀǎ ōŜŎƻƳŜ ƪƴƻǿƴ ŜǳǇƘŜƳƛǎǘƛŎŀƭƭȅ ŀǎ ƻǳǊ ƭƻƴƎ ΨǘŀƛƭΩ ƻŦ ŘƛǎǇŀǊƛǘȅ  όIŀǘǘƛŜΣ нллоΤ  !ƛǊƛƴƛΣ aŎbŀǳƎƘǘƻƴΣ 
Langley & Sauni, 2007). 
 

5ŜǎǇƛǘŜ bŜǿ ½ŜŀƭŀƴŘΩǎ ƛƴǘŜǊƴŀǘƛƻƴŀƭ ǊŜǇǳǘŀǘƛƻƴ ŦƻǊ ƘƛƎƘ ƭŜǾŜƭǎ ƻŦ ƭƛǘŜǊŀŎȅ ŀŎƘƛŜǾŜƳŜƴǘ 
there is a long tail in the distribution of achievement. Maori and Pasifika students from 
low decile schools are over represented in this tail. The diverse urban schools of South 
Auckland which have high proportions of Maori and Pasifika students have long been 
identified as sites for low achievement, particularly in literacy (Airini, et al, p.33). 

 

                                                           
2  The original Pasifika Education Plan 2008-2012 was revised at the request of the National Governme nt, and re -launched in 
2009 òto concentrate on those areas which will make the greatest difference for students and to ...òincorporate key 
Government initiatives such as National Standards in literacy and numeracy, which will help raise achievement in read ing, 
writing and mathsó (Minister of Education AnneTolley, Press Release, 27 November, 2009).   
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Figure 3: Analysis of PISA 2006 Outcomes by Ethnicity  

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

School Reform : Norms and Benchmarking ð the real pandemic in 
schools  
 
In order to discuss school reform and schooling improvement initiatives for Maori and Pasifika 
students that have been implemented in mainstream New Zealand schools it is important to state 
that the context that initiates, supports, and determines the shape of these initiatives is still a white 
space.  As Huia Tomlins-WŀƘƴƪŜ όнллтύ ŜȄǇƭŀƛƴǎΣ άǿƘŀǘ Ŏƻǳƴǘǎ ŀǎ ǎŎƘƻƻƭ ƪƴƻǿƭŜŘƎŜΣ ǘƘŜ ǿŀȅ ǎŎƘƻƻƭ 
knowledge is organised, resourced, taught and evaluated, the underlying codes that structure such 
knowledge, access to and legitimation of ǎŎƘƻƻƭ ƪƴƻǿƭŜŘƎŜ ƛǎ ŘŜǘŜǊƳƛƴŜŘ ōȅ ǘƘŜ ŘƻƳƛƴŀƴǘ ŎǳƭǘǳǊŜΦέ 
The same can be said of research, what counts as research, and who owns and designs research into 
mainstream schooling systems.   
 
This is rarely considered in the design of school improvement and reform which most often comes 
from a mindset of getting better at doing the same things. Hence we see a major focus on raising 
literacy and numeracy levels, improving national qualifications results, and reducing high levels on 
non-engagement.  These initiatives largely persist in seeing the white space as neutral and the goal is 
ǘƻ ǊŀƛǎŜ aŀƻǊƛ ŀƴŘ tŀǎƛŦƛƪŀ ǎǘǳŘŜƴǘǎΩ ŀŎƘƛŜǾŜƳŜƴǘ ǘƻ Ψƴŀǘƛƻƴŀƭ ƴƻǊƳǎΦΩ  ¢Ƙƛǎ ƛǎ ŀ ŘŜŦƛŎƛǘ ƳƛƴŘǎŜǘΦ  
Dyson (1999, p.219) calls this fulfilment of the fantasy that the white norm is neutral and objective, 
άǿƘƛǘŜǿƛǎƘƛƴƎΦέ  
 
Often this requirement to measure success in terms of these national norms goes hand in hand with 
the expectations of the source of funding, usually the Ministry of Education, to have the outcomes 
defined, researched, and evaluated on their terms.  Not only is the focus of these reforms generally 
ǘƻ ƛƳǇǊƻǾŜ ƻǊ ΨŦƛȄΩ ǘƘŜ ŎƘƛƭŘǊŜƴΩǎ ŘŜŦƛŎƛǘǎΣ some ŀƭǎƻ ŜȄǇŀƴŘ ǘƘŜƛǊ ŦƻŎǳǎ ǘƻ ΨŦƛȄΩ ǘƘŜ ŘŜŦƛŎƛǘǎ ƛƴ ŦŀƳƛƭƛŜǎ, 
so we have initiatives like family literacy programmes, to teach parents how to better support their 
ŎƘƛƭŘǊŜƴΩǎ ǊŜŀŘƛƴƎΣ ŀƴŘ ǇǊƻƧŜŎǘǎ ǘƘŀǘ ǇǊƻǾƛŘŜ ƛƴŎŜƴǘƛǾŜǎ ǘƻ ƘŜƭǇ ŦŀƳƛƭƛŜǎ ŎǊŜŀǘŜ ΨǉǳƛŜǘΩ ǎǇŀŎŜǎ ŦƻǊ 
homework and reading.  We thus imply to parents and whanau that the natural, noisy, busy, 
environment of a large extended family is not conducive to learning, and to parents that they lack 
ǘƘŜ ǎƪƛƭƭǎ ǘƻ ǎǳǇǇƻǊǘ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ƭŜŀǊƴƛƴƎΦ  Lƴ ŀ Ƨǳǎǘ ŀƴŘ ǊŜŎƛǇǊƻŎŀƭ ǇŀǊǘƴŜǊǎƘƛǇΣ ǎŎƘƻƻƭǎ ǿƻǳƭŘ Ǝƻ 
to equal trouble to learn about Maori and Pasifika norms and incorporate these into ΨǎŎƘƻƻƭƛƴƎ 
ƛƳǇǊƻǾŜƳŜƴǘΩ ƛƴƛǘƛŀǘƛǾŜǎΦ  ¢Ƙƛǎ ƛǎ ǊŀǊŜƭȅ ǘƘŜ ŎŀǎŜΦ  Not only does this practice reinforce to Maori and 
Pasifika families that the problem is of their own making, it robs children of exposure to their own 
cultural norms in their daily lives at school. Corson (1995) describes the impact of this thinking: 
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When people in majority culture education systems ignore minority culture discourse 
norms, for that moment the cycle of cultural reproduction reinforced by those norms is 
disrupted. More than just miscommunication results. Over time, culturally different 
children are deprived of the everyday reinforcers of values that are central to their 
ŎǳƭǘǳǊŜΩǎ ǿƻǊƭŘ ǾƛŜǿΤ ŀƴŘ ŎƘƛƭŘǊŜƴ ŘŜǇǊƛǾŜŘ ƛƴ ǘƘƛǎ ǿŀȅ ƻŦ ŀ ŘŜǾŜƭƻǇƛƴƎ ŀƴŘ ǎƘŀǊŜŘ ǿƻǊƭŘ 
view have less understanding of who they are, where they are going, and where in the 
world they might have a value as individuals and as group members (p.195). 

 
aŀǎƻƴ 5ǳǊƛŜ όнллоΣ ǇΦнлнύ ŀǎƪǎ άǿƘŀǘ ƛǎ ǘƘŜ ōŜƴŎƘƳŀǊƪ ŀƎŀƛƴǎǘ ǿƘƛŎƘ aŀƻǊƛ ǎƘƻǳƭŘ ƎŀǳƎŜ 
ǇǊƻƎǊŜǎǎΚέ  IŜ ǎǳƎƎŜǎǘǎ ǘƘŀǘ comparison of Maori with non-aŀƻǊƛΣ άǇǊŜǎǳǇǇƻǎŜǎ ǘƘŀǘ aŀƻǊƛ ŀǊŜ 
aiming to be as good as Pakeha when they might well aspire to be better, or different, or even 
ƳŀǊƪŜŘƭȅ ǎǳǇŜǊƛƻǊΦέ  5ǳǊƛŜ ōŜƭƛŜǾŜǎ ƛǘ ƛǎ ƳƛǎƭŜŀŘƛƴƎ ǘƻ ŀǎǎǳƳŜ ǘƘŀǘ ǘƘŜǎŜ ǘȅǇŜǎ ƻŦ ŎƻƳǇŀǊƛǎƻƴǎ 
provide useful information about Maori progress.  There is no justification, he states, for educational 
disparities, which should not be tolerated. He advocates zero tolerance for education failure but 
points out present trends ǿƘŜǊŜ aŀƻǊƛ ȅƻǳǘƘ άŀǊŜ ǘǊŀǇǇŜd in lifestyles that are essentially 
incompatible with healthy growth and development and will struggle to participate in either te ao 
aŀƻǊƛ ƻǊ ǘƘŜ ǿƛŘŜǊ Ǝƭƻōŀƭ ŎƻƳƳǳƴƛǘȅέ όǇΦнлоύΦ   
 
5ǳǊƛŜ ŀǎǎŜǊǘǎΣ ŜŘǳŎŀǘƛƻƴ ǎƘƻǳƭŘ ŜƴŀōƭŜ aŀƻǊƛ ǘƻ άƭƛǾŜ ŀǎ aŀƻǊƛΩ όнллоΣ Ǉ.199).  This goal was 
subsequently incorporated into the goal of Ka HikitiaΥ άaŀƻǊƛ ŜƴƧƻȅƛƴƎ ŜŘǳŎŀǘƛƻƴ ǎǳŎŎŜǎǎ ŀǎ aŀƻǊƛΦέ  
The stated purpose of Ka Hikitia ƛǎ ǘƻ άǘǊŀƴǎŦƻǊƳ ƻǳǊ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ŦƻǊ aŀƻǊƛέ όǇΦнύΦ aŀƛƴǎǘǊŜŀƳ 
teachers who want to make change to their practice will look to the document for guidelines that 
ƳŀƪŜ άŀǎ aŀƻǊƛέ ŜȄǇƭƛŎƛǘΦ ¢ƘŜȅ ǿƛƭƭ ŦƛƴŘ ƘƻǿŜǾŜǊΣ ƭƛǘǘƭŜ ƳƻǊŜ ǘƘŀƴ ǘƘŜ ǎǘŀǘŜƳŜƴǘ ǘƘŀǘ ΨƛŘŜƴǘƛǘȅ ŀƴŘ 
culture are eǎǎŜƴǘƛŀƭ ƛƴƎǊŜŘƛŜƴǘǎ ƻŦ ǎǳŎŎŜǎǎΣέ ŀƴŘ ǊŜŦŜǊŜƴŎŜǎ ǘƻ aŀƻǊƛ ΨŀǎǇƛǊŀǘƛƻƴǎΩ ŀƴŘ Ψǳƴique 
ǇƻǘŜƴǘƛŀƭΩ όaƛƴƛǎǘǊȅ ƻŦ 9ŘǳŎŀǘƛƻƴΣ нллуaύΦ  aŀǎƻƴ 5ǳǊƛŜ όнллоΣ ǇΦмффύ ƛǎ ƳƻǊŜ ǎǇŜŎƛŦƛŎΦ  ά!ǎ aŀƻǊƛέ ƘŜ 
states ƳŜŀƴǎΣ άǘƻ ƘŀǾŜ ŀŎŎŜǎǎ ǘƻ ǘŜ ŀƻ aŀƻǊƛΣ ǘƘŜ aŀƻǊƛ ǿƻǊƭŘ ς access to language, culture, marae, 
...tikanga (customs) and resources. He adds: 
 

If after twelve or so years of formal education a Maori youth were totally unprepared to 
interact within te ao Maori, then, no matter what else had been learned, education would 
have been incomplete. 

...Being Maori is a Maori reality.  Education should be as much about that reality as it is 
about literacy and numeracy.  In short, being able to live as Maori imposes some 
responsibilities upon the education system to contribute towards the realisation of that 
goal (pp.199,200) 

  

Maori Perspectives  
 
This gulf between the mainstream perspective and Maori aspirations was highlighted in Te Whanau 
o Tupuranga in 2008 when we hosted a visit from two USA critical educators, Dr. Jeffrey Duncan-
Andrade and Dr. K. Wayne Yang.  Just before their visit they advised me they wanted to bring a gift 
with them, in the form of a scholarship, to donate to two graduating students in Te Whanau o 
¢ǳǇǳǊŀƴƎŀΦ ¢ƘŜ ǎŎƘƻƭŀǊǎƘƛǇ ǿŀǎ ŘŜǎƛƎƴŜŘ ǘƻ ǊŜŎƻƎƴƛǎŜ ǘƘŀǘΣ άŦƻǊ ƛƴŘƛƎŜƴƻǳǎ ȅƻǳǘƘΣ ǘƘŜ ǇǳǊǎǳƛǘ ƻŦ 
education under oppression is a revolutionaǊȅ ǳƴŘŜǊǘŀƪƛƴƎέ ŀƴŘ ǘƻ ŀŎƪƴƻǿƭŜŘƎŜ ǘǿƻ άȅƻǳƴƎ 
revolutionaries who embody the historical struggle of oppressed peoples to liberate their minds and 
ǘƘŜƛǊ ŎƻƳƳǳƴƛǘƛŜǎΦέ3  They asked staff to name the award so it reflected the values of our school.   
 

                                                           
3   Personal email 
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I put that question to our Maori staff, who named the award, Te Poho o Kia Aroha, with the subtitle, 
Ka whawhai tonu matou mo ake tonu atu.   Kia Aroha is the name of our school marae.4  In their 
written explanation of why the marae was central to the name of the award, Maori staff described 
the role of the marae where a child is:  
 

Sustained with ancestral traditions, ancestral knowledge, unfailing love, nurturing,  belief, 
a striving spirit, righteousness, kindness, and skills, where they develop an openness of 
mind, and become alert, alive, eager, and brave, where a child learns to treat kindly their 
world, and the surroundings that shelter them, and become aware of those that can harm 
them.  From here growth is seen as reaching the uppermost heights of the realisation of 
their aspirations, and dreams. 

 
¢Ƙƛǎ ǎǘŀǘŜƳŜƴǘ ŎŀǇǘǳǊŜǎ 5ǳǊƛŜΩǎ όнллоΣ ǇΦмффύ ŀǎǎŜǊǘƛƻƴ ǘƘŀǘ ǘƘŜ ǇǳǊǇƻǎŜ ƻŦ ŜŘǳŎŀǘƛƻƴ ƛǎ ŀǎ ƳǳŎƘ 
about preparation for participation in Maori society as it is about participation in society generally.   
There was no suggestion from the university professors that these prestigious scholarships, should 
be for specific academic achievement. 9ȄǇƭƛŎƛǘ ƛƴ ǘƘŜ ŀǿŀǊŘΩǎ ƛƴǘŜƴǘ ƛǎ άƭƛōŜǊŀǘƛƴƎ ƳƛƴŘǎ ŀƴŘ 
ŎƻƳƳǳƴƛǘƛŜǎΣέ ŀƴ ŜȄǇŜŎǘŀǘƛƻƴ of reciprocity, clearly understood in our two schools, to give back to 
the school and the whanau.   
 
!ǎ ŀ ŦǳǊǘƘŜǊ ŜȄŀƳǇƭŜΣ aŀŎŦŀǊƭŀƴŜ Ŝǘ ŀƭ όнллуύ ŎǊƛǘƛǉǳŜŘ ǘƘŜ bŀǘƛƻƴŀƭ /ǳǊǊƛŎǳƭǳƳΩǎ ƪŜȅ ŎƻƳǇŜǘŜƴŎƛŜǎ 
to align them with a Maori cultural worldview.  They felt that Maori knowledge, values, beliefs and 
ako (learning and teaching), could inform and critique not only the Ŭve  key  competencies, but  
could  also  enrich the development of the national curriculum itself.  They concluded: 
 

While there was some commonality in meaning between particular key competencies and 
particular Maori constructs  there  is  more  evidence  of  where  the  Maori constructs did 
ƴƻǘ ΨƳŀǘŎƘΩΣ ōŜŎŀǳǎŜ ǘƘŜȅ ǿŜǊŜ ŎƻƳƛƴƎ ŦǊƻƳ ǉǳƛǘŜ ŘƛŦŦŜrent knowledge and value bases, 
and their meaning within a Maori worldview was both wider and deeper than the meaning 
within the majority European cultural worldview (p.123). 

 
Lƴ ǘƘŜƛǊ ŘƛǎŎǳǎǎƛƻƴ ƻŦ άƳŀƴŀƎƛƴƎ ǎŜƭŦέ aŀŎŦŀǊƭŀƴŜ Ŝǘ ŀƭ όǇΦммуύ ŎƻƴǘǊŀǎǘ ǘƘŜ ǿŜǎǘŜǊƴ ŎƻƴǘŜȄǘ ƻŦ 
individualism and individual achievement with the Maori constructs of whanaungatanga and 
rangatiratanga which require individuals to fulfil their responsibilities to work for the well-being of 
the group. 
 

Pasifika Perspectives      
 
An alternative paradigm is also recognised in the literature review commissioned by the Curriculum, 
Teaching and Learning Group of the Ministry of Education (Gorinski & Fraser, 2006).  It is 
backgrounded by the Pacific Islands School-Parent-Community Liaison (PISCPL) Project which was 
launched by the Ministry in 1996, to support the more effective engagement of schools and Pasifika 
parents and communities in education in order to raise the achievement of Pasifika students in 
mainstream New Zealand schools.  The review explores both the conceptual and research based 
literatures on home-school relationships. It highlights the need for a fundamental change of thinking 
and practice in schools, from a monocultural to a multicultural lens, in order to promote effective 
parent community ς school engagement in Pasifika contexts. 
   

                                                           
4   Te Poho means literally ôthe bosom.õ  Te Poho was also the name of a taniwha of the local, Ngai Tai, people who 

nurtured and fed the peop le.  Kia Aroha means through love although aroha is a much wider concept than the English 
translation.  Ka whawhai tonu matou mo ake tonu atu  means, we will continue to fight forever.   
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The review provides a three-pronged thematic overview of the international, as well as Pasifika-
referenced literature related to home-school relationships. These themes include the monocultural 
paradigm, highlighted by the dominance of a Pakeha education system which works to disadvantage 
families from cultures with differing values, beliefs and first languages to the dominant culture 
(Harker & McConnochie 1985; Nakhid, 2003). The review also shows that:  
 

A significant, and growing body of research supports the call for an alternative paradigm, 
in which all partners in the education process: parents, children, schools, teachers, and 
communities are involved in the co-construction of shared knowledges. Proponents of an 
alternative paradigm (Airini, 1998; Bishop, 2003; Podmore and Sauvao, 2003), propose a 
bicultural/multicultural perspective, which includes an equity pedagogy within an holistic 
approach that supports learners physically, emotionally, spiritually and communally. An 
integral part of such a perspective is support for first language maintenance, bilingualism 
and biliteracy. (Gorinski & Fraser, 2006, p.1).  

 
Yang (2009, p.51) calls the dropout and school alienation realities shown at the beginning of this 
section, άǇǳǎƘƻǳǘέ statistics. Scheurich and Young (1997) call the context that drives our school 
policies and reform, epistemological racism: 

 

Epistemological racism means that our current range of research epistemologies-
positivism to postmodernisms/poststructuralisms - arise out of the social history and 
culture of the dominant race, that these epistemologies logically reflect and reinforce that 
social history and that racial group (while excluding the epistemologies of other 
races/cultures), and that this has negative results for people of color in general and 
scholars of color in particular (p.13). 

 

Academic Achievement  

The acknowledgement of alternative perspectives however, does not mean that academic success is 
not an important goal, or that Maori and Pasifika learners should have some alternative 
achievement goals.  Durie (2003, p.203) states that the three goals he proposes as relevant to Maori; 
enabling Maori to live as Maori, facilitating participation as citizens of the world, and contributing 
ǘƻǿŀǊŘǎ ƎƻƻŘ ƘŜŀƭǘƘ ŀƴŘ ŀ ƘƛƎƘ ǎǘŀƴŘŀǊŘ ƻŦ ƭƛǾƛƴƎΣ ŀǊŜ άŎƻƴŎǳǊǊŜƴǘ Ǝƻŀƭǎτa parcel of goalsτall of 
ǿƘƛŎƘ ǎƘƻǳƭŘ ōŜ ǇǳǊǎǳŜŘ ǘƻƎŜǘƘŜǊΣέ ŀƴŘ ƘŜ ƳŀƪŜǎ ǘƘŜ Ǉƻƛƴǘ ǘƘŀǘ άŜŘǳŎŀǘƛƻƴŀƭ ŦŀƛƭǳǊŜ ǎƛƎƴƛŦƛŎŀƴǘƭȅ 
ǊŜŘǳŎŜǎ ŎƘŀƴŎŜǎ ƻŦ ǎǳŎŎŜǎǎ ƛƴ ŀƴȅ ƻŦ ǘƘŜ ǘƘǊŜŜ ŀǊŜŀǎΦέ  

In Te Whanau o Tupuranga and Clover Park Middle School it means that academic achievement 
alone, as defined by hegemonic mainstream norms, is not enough. Sir Ken Robinson is a world 
leader in the field of creativity in education and business.  He was the keynote speaker at the 
International Confederation of Principals Conference in Auckland in 2007.  Robinson (2007) thinks it 
is time we really examined the relevance of what we call academic achievement.  He believes the 
problem we face in 21st Century schooling is to do with the whole idea of academic ability, which, 
involves particular, and limited, he says, types of verbal and mathematical reasoning, that may be 
essential, but there is much more to human intelligence, which is creative and diverse. άEducation 
should develop the potential in our different ways of thinkingΦέ 5 

Robinson urges us to challenge, question and resist the whole concept of going forward into the 21st 
Century, trying to cling to concepts and learning that came from the past.  ά²Ŝ ƘŀǾŜ ǘƻ ǊŜǘƘƛƴƪΣ ƘŜ 

                                                           
5   Video interview between Sir Ken Robinson and New Zealand Minister of Education, Steve Maharey, 2007) 
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ǎŀȅǎΣ ǘƘŜ ŦǳƴŘŀƳŜƴǘŀƭ ǇǊƛƴŎƛǇƭŜǎ ƻƴ ǿƘƛŎƘ ǿŜ ŀǊŜ ŜŘǳŎŀǘƛƴƎ ƻǳǊ ŎƘƛƭŘǊŜƴΦέ He reinforces the point 
that academic achievement alone is no longer enough. Employers want people who can think 
creatively, adapt to change, work in teams and communicate. The ordinary academic curriculum, he 
believes, is not designed to develop these things (Robinson 2007).   He states: 

This is because our education systems are dominated by particular ideas of academic 
intelligence. Students are divided into sheep and goats on that basis. The other abilities of 
many students are stifled or squandered. This is why some of the smartest people in the 
country passed thrƻǳƎƘ ǘƘŜ ǿƘƻƭŜ ƻŦ ǘƘŜƛǊ ŜŘǳŎŀǘƛƻƴ ǘƘƛƴƪƛƴƎ ǘƘŜȅ ǿŜǊŜƴΩǘΦ !ǘ ǘƘŜ ƘŜŀǊǘ ƻŦ 
the system is an intellectual caste system, which is educationally bankrupt, economically 
inadequate and culturally corrosive (Robinson, 2008, p.5). 

 

Mainstream Contexts  
 
Although current outcomes might suggest there is little hope for Maori and Pasifika students in 
mainstream New Zealand school reform, for some Maori students in some secondary schools this 
picture is gradually changing. One of the initiatives showing positive results is the innovative 
research/professional development project, Te Kotahitanga (Bishop, Berryman, Cavanagh & Teddy, 
2007).   
 
Beginning in 2001, Te Kotahitanga gathered narratives of classroom experience from a range of 
engaged and non-engaged Years 9 and 10 Maori students through a process of collaborative 
storying.  The result from these narratives, together with input from parents, principals and 
teachers, was the development of an Effective Teaching Profile (p.140) which then formed the basis 
of a professional development intervention with 11 self-selecting teachers in four schools. One of 
the major findings of this first phase of the Te Kotahitanga project was that the major influence on 
aŀƻǊƛ ǎǘǳŘŜƴǘǎΩ ŜŘǳŎŀǘƛƻƴŀƭ ŀŎƘƛŜǾŜƳŜƴǘ ƭƛŜǎ ƛƴ ǘƘŜ ƳƛƴŘǎ ŀƴŘ ŀŎǘƛƻƴǎ of their teachers.  In 
particular the research exposed, and addressed through professional development, a predominant 
discourse of deficit theorising by teachers about Maori students which resulted in low teacher 
ŜȄǇŜŎǘŀǘƛƻƴǎ ƻŦ aņƻǊƛ ǎǘǳŘŜƴǘǎΣ ŀƴŘ ŎǊŜŀǘŜŘ ǎŜƭŦ-fulfilling prophesies of failure.   
 
Phase 2 of the Te Kotahitanga project identified that the focus should shift from small groups of 
teachers to a professional development process that involved the whole staff, to integrate the 
ŎƘŀƴƎŜǎ ŀŎǊƻǎǎ ǘƘŜ ǿƘƻƭŜ ǎŎƘƻƻƭ ŀƴŘ ŎǊŜŀǘŜ ŀ ΨŎǳƭǘǳǊŀƭ ŎƘŀƴƎŜΦΩ ¢ƘŜ ǘƘƛǊŘ ǇƘŀǎŜ ƻŦ ǘƘŜ ǊŜǎŜŀǊŎƘ ŀƴŘ 
professional development programme was implemented in 12 schools with 422 teachers in 2004 
and 2005 over a full range of curriculum subjects.  Te Kotahitanga schools are beginning to show 
significant improvements in Maori student engagement with learning and achievement (Timperley, 
Wilson, Barrar & Fung, 2007, p.263). 
 
The key difference between Te Kotahitanga and many other school reform initiatives is that it puts 
culture and culturally responsive pedagogy at the centre of classroom practice and creates 
relationships-based classrooms founded on a kaupapa Maori theory of self-determination.  Although 
the project is transforming practice in mainstream schools, the solution is grounded in Maori beliefs 
and values: 
 

The answers to Maori educational achievement and disparities do not lie in the 
mainstream, for given the experiences of the last 150 years, mainstream practices and 
theories have kept Maori in a subordinate position, while at the same time creating a 
discourse that pathologized and marginalized Maori peoples' lived experiences.(Bishop, 
Berryman, Cavanagh, & Teddy, 2009, p.741) 
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Other Mainstream Initiatives  
 
As well as Te Kotahitanga, there are other initiatives in the mainstream which seek to change the 
education experience of Maori and Pasifika learners.  There is potential in the intent of Ka Hikitia.  
There is also potential in the intent of the newly revised New Zealand Curriculum and its partner 
document for Maori medium schools, Te Marautanga o Aotearoa.  
 
However, as the Te Kotahitanga research clearly shows, the shift from deficits, monocultural 
dominance, and epistemƻƭƻƎƛŎŀƭ ǊŀŎƛǎƳΣ ŦƛǊǎǘ Ƙŀǎ ǘƻ ǘŀƪŜ ǇƭŀŎŜ ƛƴ ǘŜŀŎƘŜǊǎΩ ŀƴŘ ǎŎƘƻƻƭ ƭŜŀŘŜǊǎΩ 
thinking and understanding.  Earl, Timperley, & Stewart, (2008), evaluating a research project, 
initiated by the Ministry of Education, to understand more about quality teaching for Maori and 
Pasifika students, ŎƻƴŦƛǊƳ ǘƘŀǘ ŎǳƭǘǳǊŀƭ ǊŜǎǇƻƴǎƛǾŜƴŜǎǎ ƛǎ ŀƴ ŀǊŜŀ ŦƻǊ ǘŜŀŎƘŜǊǎ ǘƘŀǘ άǊŜǉǳƛǊŜǎ 
considerable further attention and study to clarify the concept to clarify the concept and engage the 
teaching profession in ongoing dialogue about what it meansέ όǇΦмнύΦ ¢ƘŜ ǇǊƻƧŜŎǘ ƛƴǾƻƭǾŜŘ мло 
predominantly Maori, Samoan and Pakeha teachers working with Maori and Pasifika children in 
Maori medium, Samoan medium and English medium settings across several subject areas.  Schools 
included primary, intermediate, middle and secondary schools, many of them low decile, although 
the full decile range was represented. Earl et al. found that being responsive to culture was 
άŎƻƳǇƭŜȄ ŀƴŘ ŎƘŀƭƭŜƴƎƛƴƎέ ŦƻǊ ǘŜŀŎƘŜǊǎΦ  ¢ƘŜȅ ǎǘŀǘŜΥ 
 

Cultural responsiveness is a habit oŦ ƳƛƴŘ ǘƘŀǘ ƛƴǾƻƭǾŜǎ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ŎƻƴŎŜǇǘƛƻƴǎ ƻŦ 
knowledge, their instructional repertoire, the relationships with students, and patterns of 
power and participation in classrooms and beyond. Responding to the culture and unique 
reality of students practice is a complicated and sometimes problematic undertaking that 
is not well-established in education, generally (p.97). 

  

Recognising this need for teacher professional development Te Tere Auraki is a work programme 
initiated by the Ministry of Education which encompasses four separate projects, including Te 
Kotahitanga and Te Kauhua.   Over the last seven years Te Kauhua has engaged more than 30 
ǎŎƘƻƻƭǎ ŀƴŘ орл ǘŜŀŎƘŜǊǎ ƛƴ ŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘ ǘƻ ƛƴŎǊŜŀǎŜ ǎŎƘƻƻƭǎΩ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ǳƴŘŜǊǎǘŀƴŘƛƴƎ 
about how to link effŜŎǘƛǾŜƭȅ ǿƛǘƘ ǿƘņƴŀǳ ƛƴ ǿŀȅǎ ǘƘŀǘ ŎƻƴǘǊƛōǳǘŜ ǘƻ ŜƴƘŀƴŎŜŘ ƻǳǘŎƻƳŜǎ ŦƻǊ aņƻǊƛ 
students. Te Kauhua believes that for teacher change to be sustainable it must facilitate and enable 
ǘŜŀŎƘŜǊǎΩ ŎǊƛǘƛŎŀƭ ǊŜŦƭŜŎǘƛƻƴ ƻƴ ŎƘŀƭƭŜƴƎŜǎ ƛƴ ǘƘŜƛǊ ōŜƭƛŜŦǎ ŀōƻǳǘ aņƻǊƛ ŎǳƭǘǳǊe and identity. The 
Ministry of Education research finds evidence of evidence of improved achievement results, increase 
in learner confidence and reduction in suspension and stand-down rates, as well as positive teaching 
and learning changes within classroƻƳǎ ŀƴŘ ǇǊƻŘǳŎǘƛǾŜ ǇŀǊǘƴŜǊǎƘƛǇǎ ǿƛǘƘ ǿƘņƴŀǳ ŀƴŘ ǘƘŜ ǿƛŘŜǊ 
community (Unitec, 2008, cited in Ministry of Education 2009a). 
  
The involvement of the Ministry of Education in initiating and contracting these developments 
however, also ensures they are designed with western academic achievement goals and lay few 
claims to outcomes that lead to cultural identity or competencies.  There is little room for cultural 
achievement, other than increased proficiency in heritage languages, in our educational white space.   
 
bŜǿ ½ŜŀƭŀƴŘΩǎ ǎŜƭŦ-governing, community-driven mainstream education system, by its very nature, 
encourages innovation and alternative, more relevant, models however, very few different solutions 
exist.  Nationally for example, only 3.9% of Pasifika students are learning in Pasifika medium 
classrooms and only 15.5% of Maori students are involved in Maori medium education.  This 
includes the 3.6% of Maori students who have moved outside mainstream education to enrol in Kura 
Kaupapa Maori (see Tables 1 and 2). 
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Table 1: Maori Learners involved in Maori Medium Education: July, 2008  

(Ministry of Education, 2009b) 
 

 

 

 

 

 

Table 2: Pasifika learners involved in Pasifika Medium Education: July 2008  

Level (percentage of time per week when a 
Pasifika language is medium of instruction) 

Number of 
students 

Percentage 
of all 

Pasifika 
learners 

Level 1 (81-100%)  240 0.3% 

Level 2 (59-80%) 551 1.7% 

Level 3 (31-50%) 839 1.2% 

Level 4a (up to 30%) 1203 1.7% 

TOTALS 25,726 3.9% 

 

Ka Hikitia: Lost in Translation  
 
aŀƛƴǎǘǊŜŀƳ ŜŘǳŎŀǘƛƻƴΩǎ Ǝƻŀƭǎ ŦƻǊ aŀƻǊƛ ƭŜŀǊƴŜǊǎ ŦƻǊ ǘƘŜ ƴŜȄǘ ŦƻǳǊ ǘƻ ŦƛǾŜ ȅŜŀǊǎ ŀǊŜ ŜǎǇƻǳǎŜŘ ƛƴ ǘƘŜ 
aƛƴƛǎǘǊȅ ƻŦ 9ŘǳŎŀǘƛƻƴΩǎ aŀƻǊƛ 9ŘǳŎŀǘƛƻƴ {ǘǊŀǘŜƎȅΣ Ka Hikitia. Ka Hikitia says all the words we would 
hope to see in a pathway towards Maori success and the intent of the strategy is difficult to fault.  
However, in the goal of Ka Hikitia, άaŀƻǊƛ ŎƘƛƭŘǊŜƴ ŜƴƧƻȅƛƴƎ ŜŘǳŎŀǘƛƻƴ ǎǳŎŎŜǎǎΣ as MaoriΣέ όƳȅ 
emphasis) the two key words, Ψŀǎ aŀƻǊƛΩ are the most important words in the whole document, and 
ǿƛƭƭ ōŜ ǘƘŜ ǘǿƻ ǿƻǊŘǎ Ƴƻǎǘ ƛƎƴƻǊŜŘ ōȅ ǎŎƘƻƻƭǎ ǿƘƻ ƘŀǾŜ ƴƻ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǿƘŀǘ άŀǎ aŀƻǊƛέ ƳƛƎƘǘ 
ƭƻƻƪ ƭƛƪŜΦ  ά!ǎ aŀƻǊƛέ ƛǎ ŘŜǎǘƛƴŜŘ ǘƻ ōŜŎƻƳŜ ŀƴƻǘƘŜǊ ǿƘƛǘŜ ǎǇŀŎŜΣ ƛƴ ǘƘŀǘ ƛǘ ǿƛƭƭ be reinvented and 
ǎŜŜƴ ŀǎ ƴƻ ŘƛŦŦŜǊŜƴǘ ǘƻ άŀǎ tŀƪŜƘŀΦέ  (Milne, 2008). This is not necessarily a deliberate action on the 
part of principals and school leadership, but is indicative of the lack of understanding that is endemic 
in our system. 
 
Dr Paul Goren, who spent six months in New Zealand in 2009, on an Ian Axford (New Zealand) 
Fellowship in Public Policy,6 chose Ka Hikitia as the focus of his research.  His report echoes the 
concern about the difficulty in changing both the rhetoric and teacher practice and the danger of 
reducing the intent to a compliance checklist: 
 

The challenge with a policy framework like Ka Hikitia is to change attitudes, thinking, and 
behaviours in order to improve outcomes for all Maori learners. This means changing 
hearts and minds rather than solely instituting new compliance requirements. There have 
been attempts to change Ministry organisational processes to reflect key Ka Hikitia 
components in areas such as business planning and report writing. Yet, there is concern 
that Ka Hikitia will evolve into a compliance tick list rather than a broad commitment to 
improve education for and with Maori learners. The challenge in an organisation like the 

                                                           
6   Ian Axford (New Zealand) Fellowships in Public Policy were named in honour of Sir Ian Axford, an eminent New Zealand 

astrophysicist and space scientist. The fellowships were established by the New Zealand government in  1995  to facilitate 
public policy dialogue between New Zealand and the United States of America.  

 

Level (percentage of time per week when 
Maori is medium of instruction) 

Number of 
students 

Percentage 
of all Maori 

learners 

Level 1 (81-100%) - includes 3.6% who attend 
Kura Kaupapa Maori 

11,664 7.0% 

Level 2 (59-80%) 4,890 2.9% 

Level 3 (31-50%) 4,338 2.6% 

Level 4a (up to 30%) 4,834 2.9% 

TOTALS 25,726 15.5% 
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Ministry is to engage in processes that change attitudes, thinking, and behaviours rather 
than forcing compliance, while adhering to timelines that meet urgent priorities (Goren, 
2009, p.vi). 

 
In fairness to principals and teachers, managing the type of change required to make the intent of Ka 
Hikitia is a huge undertaking and one the release of the document has certainly not prepared them 
for.  Recurring issues raised by those interviewed, particularly among school personnel, professional 
development providers and Ministry of Education officials, were a lack of coherence, no assistance, 
clear guidelines or resourcing for implementation, too many initiatives to deal with at the same 
time, and in Ka Hikitia itself, άtoo many combined targets, goal statements, strategies and actions 
for those who are ƭƻƻƪƛƴƎ ŦƻǊ ŀ ǇƭŀŎŜ ǘƻ ǎǘŀǊǘέ όǇΦоуύΦ ¢ƘŜ Řevelopment and implementation of Ka 
Hikitia cost the Ministry of Education $817,000 from its early development in 2005-06 through its 
release in the 2007-08 fiscal year (Goren, p.21).  No additional operating dollars however, were set 
aside to implement Ka Hikitia, as it is ǎŜŜƴ ŀǎ ǇŀǊǘ ƻŦ ǘƘŜ ǎŎƘƻƻƭΩǎ ŎƻǊŜ ōǳǎƛƴŜǎǎΦ  As Apryll Parata, 
Ministry of Education Deputy Secretary for Maori Education told Goren, άKa Hikitia is not about a 
shift in resources, but a shift in behaviour and attitudes. We have to use the money we haveέ (p.21). 
 
Ka Hikitia was launched alongside at least fourteen other Ministry of Education strategic initiatives 
and actions during the 2007/2008 year, including the New Zealand Curriculum and the Pasifika 
Education Plan, 2008-2012.  Goren cites an email from one principal which tells of a meeting with 12 
ǇǊƛƴŎƛǇŀƭ ŎƻƭƭŜŀƎǳŜǎ ǿƘŜǊŜ ƻƴŜ ƘŀŘ ƎƛǾŜƴ ǘƘŜ ŘƻŎǳƳŜƴǘ ǘƻ Ƙƛǎ ŘŜǇǳǘȅ ǇǊƛƴŎƛǇŀƭ ǘƻ άƭƻƻƪ ŀǘέ ŀƴŘ ǘƘŜ 
ƻǘƘŜǊǎ ƘŀŘƴΩǘ ƻǇŜƴŜŘ ƛǘ (p.43).  Another principal struggled to find Ka Hikitia as he showed Goren a 
box where he kept the many documents and strategic plans received from the Ministry, and noted 
ǘƘŀǘ άǿŜ ƘŀǾŜ ǎƻ Ƴŀƴȅ initiatives ς (like) a flavour of the monthέ (p.37).  There is also confusion in 
the Ministry of Education about where the responsibility for the implementation of Ka Hikitia lies: 
 

It is not clear in the Ministry who implements what. Not clear how it works. No clear rules 
of what to do. It is hard to figure out. (There is) a complete lack of thought on how to help 
things happen. Without implementation, nothing will happen. Implementation should be 
part of design (Ministry of Education staff member cited in Goren, p.38). 

 
Goren cites an internal Ministry of Education Leadership Team memo in which Deputy Secretary 
Parata echoes these concerns:  
 

I have become increasingly concerned about Ka Hikitia ōŜƛƴƎ ά[ƻǎǘ ƛƴ ¢Ǌŀƴǎƭŀǘƛƻƴέ ŀƴŘ ǘƘŜ 
very general and generic approach that is being taken. The brand is being used but the 
thinking that sits behind and in it is not, and nor do we have a real focus on the outcomes 
sought at either a learner or system level. I am also worried about the paralysis that seems 
to take hold once this matter is brought to the attention of our respective staff members, 
the lack of ability to recognise that this is the case, the resentment that follows and the 
overall apathy towards resolving what presents (Parata, cited in Goren, 2009, p.41). 

 
Without funding and real resourcing in terms of professional development, Ka Hikitia will languish in 
the ά¢ƻ 5ƻέ ƭƛǎǘǎΣ Ŧƛƭe boxes, and bottom drawers in ǇǊƛƴŎƛǇŀƭǎΩ offices, and little change will happen 
ƛƴ ŜŘǳŎŀǘƻǊǎΩ ǘƘƛƴƪƛƴƎΦ 
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Cultural Identity in Schools  

Shape -Shifting: Changing Identity , Identity as R esistance  
 
CƻǊ ŀƴ ŜȄŀƳǇƭŜ ƻŦ ǘƘŜ ǘȅǇƛŎŀƭ άǎƘŀǇŜ-ǎƘƛŦǘƛƴƎέ identity faced by many families, I need look no further 
than my own four children.  On my side of the family their forebears are Pakeha, my parents both 
descendants of early settlers from England and Scotland, who arrived in New Zealand in the late 
1800s.  On their fatheǊΩǎ ǎƛŘŜΤ ŀ ƳƻǘƘŜǊΣ ǿƛǘƘ ƻƴŜ {ŀƳƻŀƴ ŀƴŘ ƻƴŜ 9ƴƎƭƛǎƘ ǇŀǊŜƴǘΣ ŀƴŘ ŀ ŦŀǘƘŜǊ 
whose parents were also English and Scots ς or so the family thought, until well after his death when 
a direct Maori whakapapa to Ngai Tahu and a network of relatives, was discovered ƛƴ Ƙƛǎ ŦŀǘƘŜǊΩǎ 
ŦŀƳƛƭȅ ǘƘǊƻǳƎƘ Ƴȅ ƻǿƴ ǊŜǎŜŀǊŎƘ ƛƴǘƻ ƻǳǊ ŎƘƛƭŘǊŜƴΩǎ ŦŀƳƛƭȅ ƘƛǎǘƻǊȅΦ    
 
LŦ ǿŜ ǿŜǊŜ ǘƻ ŀǘǘŜƳǇǘ ǘƻ ǉǳŀƴǘƛŦȅ Ƴȅ ŎƘƛƭŘǊŜƴΩǎ ŀƴŎŜǎǘǊȅΣ ƛǘ ƛǎ ǇǊŜŘƻƳƛƴŀƴǘƭȅ tŀƪŜƘŀΣ ƻƴ ōƻǘƘ ǎƛŘŜǎ 
of the family.  However, my four children identify first and foremost as Maori. If you ask them about 
their cultural identity they will tell you it is emphatically Maori.  This is evident in their daily lives, 
socially and politically, and in their choices for their children.  My 11 grandchildren are growing up 
educated in Maori immersion or bilingual settings and are all fluent speakers of Maori.  How has this 
happened?   
 
In our case there are clearly no elders in our whanau passing down cultural knowledge, and their 
father was unaware of his Maori heritage until well after our children were born.  The answer is 
partly due to my own upbringing in a rural Maori community, my choice to involve our children in 
Maori activities from an early age, and my long term involvement with Maori education, as a 
student, a teacher and a school principal.  None of us can recall any family discussions about, or any 
ŘŜƭƛōŜǊŀǘŜ ƛƴŦƭǳŜƴŎŜ ƻƴΣ ƻǳǊ ŎƘƛƭŘǊŜƴΩǎ ŎƘƻƛŎŜ ǘƻ άōŜ aŀƻǊƛΦέ ¢Ƙƛǎ ǿŀǎ ǎƻƳŜǘƘƛƴƎ ǘƘŀǘ Ƨǳǎǘ ŜǾƻƭǾŜŘ ƛƴ 
our experience.  This has not meant that their other cultural identities are denied.  They are 
ŎƻƳŦƻǊǘŀōƭŜ ƛƴ tŀƪŜƘŀ ŀƴŘ {ŀƳƻŀƴ ǎŜǘǘƛƴƎǎΣ ƘƻǿŜǾŜǊ ǘƘŜȅ ŎƘƻƻǎŜ ǘƻ άƭƛǾŜ ŀǎ aŀƻǊƛέ ό5ǳǊƛŜΣ нллмύΦ 
 
¢ƘŜ ƛƴŦƭǳŜƴŎŜ ƻŦ Ƴȅ ŎƘƻƛŎŜǎ ŀǎƛŘŜΣ ǘƘŜǊŜ ƛǎ ŀ ƳǳŎƘ ƳƻǊŜ ƛƳǇƻǊǘŀƴǘ ŜȄǇƭŀƴŀǘƛƻƴ ŦƻǊ Ƴȅ ŎƘƛƭŘǊŜƴΩǎ 
Maori identity.  Russell Bishop (1996, p.36) ŘŜǎŎǊƛōŜǎ ǘƘŜ ǎƛƳƛƭŀǊ ǎǘƻǊȅ ƻŦ ǘƘŜ ƭƻǎǎ ƻŦ Ƙƛǎ ŦŀƳƛƭȅΩǎ 
ǿƘŀƪŀǇŀǇŀ  ŀƴŘ ǘƘŜ άƛƴŜȄƻǊŀōƭŜ ǇǊƻŎŜǎǎ ƻŦ 9ǳǊƻǇŜŀƴƛǎŀǘƛƻƴέ ǘƘŀǘ ƘŀŘ ƻǾŜǊǘŀƪŜƴ Ƙƛǎ ŦŀƳƛƭȅΣ ŀǎ ŀ 
άǾƛƎƴŜǘǘŜ ƻŦ bŜǿ ½ŜŀƭŀƴŘΩǎ ƘƛǎǘƻǊȅΦέ  bƻǘ ƻƴƭȅ ƘŀŘ ǘƘƛǎ ǎŀƳŜ ǇǊƻŎŜǎǎ ŎŀǳǎŜŘ Ƴȅ ŎƘƛƭŘǊŜƴΩǎ ǇŀǘŜǊƴŀƭ 
grandŦŀǘƘŜǊΩǎ aŀƻǊƛ ŀƴŎŜǎǘǊȅ ǘƻ ŘƛǎŀǇǇŜŀǊ ŀƭǘƻƎŜǘƘŜǊ ŦǊƻƳ ǘƘŜ ŦŀƳƛƭȅΩǎ ƪƴƻǿƭŜŘƎŜΣ ƛǘ ŀƭǎƻ ŎŀǳǎŜŘ 
their paternal grandmother to deny her Samoan heritage and to prevent her children from any 
involvement with Samoan language or custom.  The extent of this denial became clear to me on the 
day I found her massaging my days-ƻƭŘ ŘŀǳƎƘǘŜǊΩǎ ƴƻǎŜ ǘƻ ŜƴǎǳǊŜ ƛǘ ŘƛŘƴΩǘ ǊŜƳŀƛƴ άǘƻƻ Ŧƭŀǘέ ŀƴŘ 
identify her features as Samoan.  Having taken real pride in the fact she had married a ΨǇŀƭŀƎƛΩ she 
was horrified to later learn of his Maori heritage, which she then also strenuously denied.  
 
¢ƘǳǎΣ ǿƛǘƘƛƴ ǘǿƻ ƎŜƴŜǊŀǘƛƻƴǎΣ ǘƘŜ άǿƘƛǘŜƴƛƴƎΩ ƻŦ ƻǳǊ ŎƘƛƭŘǊŜƴ ŎƻǳƭŘ ƘŀǾŜ been complete. Their 
commitment to resist,  reject, and reverse this process through their strong identification as Maori is 
something I celebrate.  The results of this resistance are evident in my mokopuna. This same 
counter-hegemonic conscientisation, resistance and transformative action can be seen in Maori 
families who seek education for their children in Kohanga Reo and Kura Kaupapa Maori.   It would be 
completely wrong to assume it does not also exist in many of the over 90% of families who entrust 
the education of their children to mainstream schools. 
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Why cultural identity?  
 
¢ƘŜ bŜǿ ½ŜŀƭŀƴŘ DƻǾŜǊƴƳŜƴǘΩǎ ŀƴƴǳŀƭ ǊŜǇƻǊǘΣ The Social Report 2008, identifies ten discrete 
components of wellbeing which are referred to as άŘŜǎƛǊŜŘ ǎƻŎƛŀƭ ƻǳǘŎƻƳŜǎέ όǇΦпύΦ  hƴŜ ƻŦ ǘƘŜ ǘŜƴ 
domains is cultural identity. The desired outcome for cultural ƛŘŜƴǘƛǘȅ ƛǎ ŘŜǎŎǊƛōŜŘ ŀǎΥ άbŜǿ 
Zealanders share a strong national identity, have a sense of belonging and value cultural diversity. 
Everybody is able to pass their cultural traditions on to future generations. Maori culture is valued 
ŀƴŘ ǇǊƻǘŜŎǘŜŘέ όMinistry of Social Development, 2008, p.9).  
 
There ƛǎ ƭƛǘǘƭŜ ŘƻǳōǘΣ ƘƻǿŜǾŜǊΣ ǘƘŀǘ ŦŀǊ ŦǊƻƳ ōŜƛƴƎ ΨǾŀƭǳŜŘ ŀƴŘ ǇǊƻǘŜŎǘŜŘΣΩ ǘƘŜ ǿŜƭƭōŜƛƴƎ ƻŦ aŀƻǊƛ 
youth in New Zealand schools is in crisis.  Tomlins-Jahnke (2007) suggests that the pattern of 
consistent Maori underachievement over many decades seems to confirm a certain level of 
Government tolerance of the crisis in Maori education.  In 2008, Maori students were 2.6 times 
more likely than Pakeha to be stood down from school; 3.3 times more likely to be suspended; 4.5 
times more likely to be frequent truants; 2.7 times more likely to leave school with no qualifications, 
and 2.3 times less likely to attain a university entrance qualification (Ministry of Education, 2009b).  
  
The Ministry of Education states explicitly that ensuring the success of Maori in education is a key 
priority.  [Ŝǎǎ ŜȄǇƭƛŎƛǘ ƛǎ ŀ ŘŜŦƛƴƛǘƛƻƴ ƻŦ ǿƘŀǘ ǘƘŀǘ ΨǎǳŎŎŜǎǎΩ ǿƛƭƭ ƭƻƻƪ ƭƛƪŜΦ  hǳǊ ǇǊŜŘƻƳƛƴŀƴǘ ƛƴŘƛŎŀǘƻǊǎ 
of success centre on improvement of literacy ς in English ς and of numeracy scores, national 
qualifications results and entrance to university.  These might well be Maori and Pasifika aspirations, 
but Duncan-Andrade (2006) asks, what is the cost we are prepared to pay for these outcomes?  
Duncan-Andrade (2006) states that middle class white children tend to come to school with faith 
that the system will reproduce itself to their benefit, a sense of purpose in the larger society and a 
sense of hope that their purpose will be fulfilled.  Non-white children tend to come to school with 
big questions in each of those areas.   
 
Our definition of achievement and success might be the popular national measures, such as the 
National Certificate of Educational Achievement (NCEA) credits, literacy, numeracy, university 
preparation or university enrolment, but there is little doubt that without the human measures such 
as a positive self identity, critical awareness, purpose and hope, young people will become 
disengaged and disillusioned with school, and find the national goals unattainable.   
 
Otero and West Burnham (2006) state that the success criteria we are focused on currently are 
those of a ǇǊŜǾƛƻǳǎ ƎŜƴŜǊŀǘƛƻƴΦ ¢ƘŜȅ ōŜƭƛŜǾŜ ǘƘŀǘΣ άhǳǊ ŦƻŎǳǎ ƻƴ ǎŎƘƻƻƭ ƛƳǇǊƻǾŜƳŜƴǘ ƭŜŀŘǎ ǘƻ 
bonding, introspection and detachment, which compromises engagement and networking ς the 
ōŀǎƛǎ ƻŦ ǘƘŜ ŎǊŜŀǘƛƻƴ ƻŦ ǎƻŎƛŀƭ ŎŀǇƛǘŀƭΦέ  5ǳǊƛŜΣ ƛƴ ŀ ƭƻƴƎƛǘǳŘƛƴŀƭ ǎǘǳŘȅ όнллоΣ ǇΦс8) finds that a secure 
identity is a necessary prerequisite for good health and well-being.  If we are serious about engaging 
Maori and Pasifika youth in learning, in ways that will equip them for the future, it is time to 
examine our definitions of success and achievement and to develop learning models that will allow 
them to develop secure identities throughout their learning experience at school. 
 
The experiences of Maori in the ongoing struggle to keep their unique identities, against deliberate 
policies and processes of colonisation, assimilation, integration, multiculturalism and biculturalism, 
are those of indigenous people world-wide.   The following section provides a snapshot of some 
examples of where a secure indigenous identity is framed as a distant memory and a contested 
space. 
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Indigenous cultures and identity  
 

Our biggest Hawaiian question this last century, How can we be more like them? has 
become slowly, Why do we want to be more like them? Someone has rolled down the 
window. The breeze of identity rushes toward my skin as the aroma of ocean air fills our 
memory. (Meyer, 2001, p.125) 

 
Donaldo Macedo, in his introduction to the 30th anniversary edition of Pedagogy of the Oppressed 
όCǊŜƛǊŜΣ нллсΣ ǇΦммύΣ ŘŜǎŎǊƛōŜǎ ǘƘŜ ǎǘǊǳƎƎƭŜ ǘƻ ǘǊŀƴǎŎŜƴŘ άŀ colonial existence that is almost culturally 
ǎŎƘƛȊƻǇƘǊŜƴƛŎΥ ōŜƛƴƎ ǇǊŜǎŜƴǘ ŀƴŘ ȅŜǘ ƴƻǘ ǾƛǎƛōƭŜΣ ōŜƛƴƎ ǾƛǎƛōƭŜ ŀƴŘ ȅŜǘ ƴƻǘ ǇǊŜǎŜƴǘΦέ IŜ ǿǊƛǘŜǎ ǘƘŀǘ 
through first reading this book in 1971 he finally had the critical tools and language to understand, 
άǘƘŜ ǇǊƻcess through which we came to know what it means to be on the periphery of the intimate 
ȅŜǘ ŦǊŀƎƛƭŜ ǊŜƭŀǘƛƻƴǎƘƛǇ ōŜǘǿŜŜƴ ǘƘŜ ŎƻƭƻƴƛȊŜǊ ŀƴŘ ǘƘŜ ŎƻƭƻƴƛȊŜŘΦέ  ¢Ƙƛǎ ƛǎ ŀ ŎƻƳƳƻƴ ŜȄǇŜǊƛŜƴŎŜ ŦƻǊ 
indigenous people throughout the world. 
 
In 2009, thanks to the ASB/APPA Fellowship,  I visited schools and listened to the experiences of La 
Raza7  in Tucson, Arizona, First Nations people in Vancouver and on Vancouver Island in Canada, and 
indigenous Hawaiian educators. I also met long term Aboriginal activists and academics from 
Australia and was able to compare the struggle of Maori with these international indigenous 
counterparts. To discuss indigenous identities in all of these settings is to discuss secure identity as a 
memory, something lost that is grieved for, and also to discuss anger and resistance over 
generations. 
 
In Tucson I was told, ά²Ŝ ŘƛŘƴΩǘ ŎǊƻǎǎ ǘƘŜ ōƻǊŘŜǊΣ ǘƘŜ ōƻǊŘŜǊ ŎǊƻǎǎŜŘ ǳǎ.έ  Many spoke of impact of 
what they referred to as, ά¢ƘŜ м/έ on their parents and grandparents.  Initiated in Southern Arizona 
in the early 20th century, the 1C programme segregated generations of language-minority students, 
for the next 45 years, often with tragic results. In the Tucson Unified School District, for example, 
between 1919 and 1965 the Hispanic dropout rate was always above 60 percent. Spanish was 
ŦƻǊōƛŘŘŜƴ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳ ƻǊ ƻƴ ǘƘŜ ǇƭŀȅƎǊƻǳƴŘ ŀƴŘ ǘƘŜ ǇǊƻƎǊŀƳƳŜΨǎ  Ǝƻŀƭ ǿŀǎ ǘƻ ΨŦƛȄΩ ǘƘŜ ƭƛƴƎǳƛǎǘƛŎ 
and academic deficiencies of Mexican children who, regardless of their ability, had to follow this low 
level education track that focused on vocational and homemaking skills.  The memories of families 
ǿƘƻ ƘŀŘ ōŜŜƴ ƛƴǾƻƭǾŜŘ ƛƴ άThe 1Cέ ǿŜǊŜ ǎǘƛƭƭ ǾŜǊȅ ǊŀǿΦ 
 

 
In Port Alberni on Vancouver Island, I was welcomed with 
ceremonial drums by the Nuuchanalth Tribal Council and was 
afforded a wonderful meal of salmon caught in the river right 
outside the    traditional House of Hupacasath where I had been 
invited to present a talk to community elders and district 
educators.  Over lunch Huupachesaht First Nation elder, Ki-Ke-In, 
told me about the residential schools and the experiences of the 
370 people he interviewed in his research for the book he wrote 
in 1996, άIndian Residential Schools: the Nuuchahnulth 
Experience.έ  People told him about the loss of family ties, 

culture, language, the physical and sexual abuse, and a mistrust in the present systems designed to 
support Nuuchahnulth children, families, and communities.  His study shows how the schools failed 
to prepare the students for life outside of school, while stripping the children of their cultural 
knowledge and identity.  He described the whole generation of First Nations people ς those who had 
ōŜŜƴ ƛƴ ǘƘŜ ǎŎƘƻƻƭǎΣ ǿƘƻ ŘƛŘƴΩǘ ƪƴƻǿ Ƙƻǿ ǘƻ ōŜ ǇŀǊŜƴǘǎΣ ōŜŎŀǳǎŜ ǘƘŜȅ ƘŀŘ ōŜŜƴ ǊŜƳƻǾŜŘ ŦǊƻƳ ǘƘŜƛǊ 

                                                           
7 People of Mexican ancestry 
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families and had no parents as role models.  The youngest of a family of eight and the only one who 
ǿŀǎƴΩǘ ǘŀƪŜƴ ŀǿŀȅ ǘƻ ǊŜǎƛŘŜƴǘƛŀƭ ǎŎƘƻƻƭ ƘŜ ŘŜǎŎǊƛōŜŘ Ƙƛǎ ƎǳƛƭǘΣ ŀƴŘ ǘƘŜ ŀƴƎŜǊ ƘŜ ǎǳǎǇŜŎǘŜŘ Ƙƛǎ 
siblings felt, that his experience had been better than theirs. 
 
Edward Ψ¢ŀǘΩ ¢ŀǘƻƻǎƘΣ ŀƴ ŜƭŘŜǊ from the Hupacasath First Nation told me of the loss of a language, 
ǘƘŜ ƭƻǎǎ ƻŦ ǊŜǎǇŜŎǘ ŦǊƻƳ ȅƻǳƴƎ ǇŜƻǇƭŜΣ ǘƘŜ ƭƻǎǎ ƻŦ ǘǊŀŘƛǘƛƻƴŀƭ ǎƪƛƭƭǎΣ ŀƴŘ ǘƘŜ ƭƻǎǎ ƻŦ Ƙƛǎ bŀǘƛƻƴΩǎ 
ƘƛǎǘƻǊȅΦ  άLǘΩǎ ǾŜǊȅ ƘŀǊŘΦέ ƘŜ ǎŀƛŘΣ άLǘΩǎ ŀ Ŏƻƴǎǘŀƴǘ ōŀǘǘƭŜ ǘƻ Ƨǳǎǘ ǎǳǊǾƛǾŜΦ  ! ƭƻǘ ƻŦ what happened is not 
ŜǾŜƴ ǇǳōƭƛǎƘŜŘΦέ ¢ƘŜǊŜ ǿŀǎ ŀ ǎŜƴǎŜ ƻŦ aŀŎŜŘƻΩǎ άōŜƛƴƎ ǇǊŜǎŜƴǘ ŀƴŘ ȅŜǘ ƴƻǘ ǾƛǎƛōƭŜέ ƛƴ Ƙƛǎ ǿƻǊŘǎΣ άL 
Ǝƻǘ Ƴȅ ƭƛƴƎǳƛǎǘƛŎǎ ŘŜƎǊŜŜ ŀǘ ǘƘŜ ¦ƴƛǾŜǊǎƛǘȅ ƻŦ ±ƛŎǘƻǊƛŀ ƛƴ мфттΣ ōǳǘ LΩƳ ƴƻǘ ǊŜŀƭƭȅ ǊŜŎƻƎƴƛǎŜŘ ŀǎ ŀ 
ƭƛƴƎǳƛǎǘ  ŀ ƭƻǘ ƻŦ ǘƛƳŜǎΦέ  
 
In primary and secondary schools in Vancouver and on Vancouver Island I saw well-intentioned 
teachers and principals genuinely trying to provide a culturally responsive environment for First 
Nations students.  However, none came close to the Haahuupayak Independent School - situated 
within the traditional territory of the Tseshaht First Nation, and on the Tseshaht Reserve.  The 
ǎŎƘƻƻƭΩǎ ōǳƛƭŘƛƴƎΣ ǘƘŜ ŎǳƭǘǳǊŀƭƭȅ ǊƛŎƘ ŎƭŀǎǎǊƻƻƳ ŜƴǾƛǊƻƴƳŜƴǘǎΣ ǘƘŜ ƭŀƴƎǳŀƎŜ ǎǇƻƪŜƴΣ ǘƘŜ ŀŎǘƛǾƛǘƛŜǎ L 
saw the children engaged in, all strongly represented cultural identity and pride, which was also 
embedded in their mission statement (below). As is the case in New Zealand, schools that try to 
provide authentic, critical, culturally responsive learning for indigenous students, unfortunately, but 
inevitably, have to step outside the mainstream system. 
 

 
Haahuupayak Independent School , 

Tseshaht Reserve, Vancouver Island. 

 
 

 
 

Back in New Zealand I spoke with Dr. Bob Morgan, Conjoint Professor at Wollotuka, the School of 
Aboriginal Studies at the University of Newcastle in New South Wales in Australia, who was visiting 
our two schools.  Bob Morgan chaired the 1993 World Indigenous Conference in Education (WIPCE) 
and following that conference, initiated the Task Force that drew up the now famous Coolangatta 
Statement on Indigenous Peoples Rights in Education, (1999).  Dr Morgan spoke of the Ψ{ǘƻƭŜƴ 
DŜƴŜǊŀǘƛƻƴΩ and of being lined up with all the other Aboriginal children at his primary school to be 
ǘƻƭŘ ōȅ ǘƘŜ ΨǿƘƛǘŜŦŜƭƭŀΩ ǘŜŀŎƘŜǊ όǿƘƻǎŜ ƴŀƳŜ ƛǊƻƴically was Mr White), they would never be capable 
ƻŦ ƭŜŀǊƴƛƴƎΦ  ²ƘŜƴ ƘŜ ǊŜŎƻǳƴǘŜŘ ǘƘƛǎ ŜȄǇŜǊƛŜƴŎŜ ǘƻ Ƙƛǎ ƳƻǘƘŜǊΣ άƘƛǎ ƎǊŜŀǘŜǎǘ ǘŜŀŎƘŜǊΣέ ǎƘŜ ǘƻƭŘ ƘƛƳ 
he could either ƭƛǾŜ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ŘǊŜŀƳ ƻǊ ƘŜ ŎƻǳƭŘ ƭƛǾŜ Ƙƛǎ ƻǿƴ ŘǊŜŀƳΦ  
 
Through the forcible removal of children from families or through policies such as assimilation, 
integration, multiculturalism and biculturalism, the politics of difference and diversity, and 
globalisation, indigenous peoples have been stripped of their identities in spite of their long 
resistance to these hegemonic practices.  Linda Smith (1999) explains: 
 

While the West might be experiencing fragmentation, the process of fragmentation 
known under its old guise of colonization is well known to indigenous peoples.  We can 
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talk about the fragmentation of lands and cultures. We know what it is like to have our 
identities regulated by laws and our languages and customs removed from our lives. 
Fragmentation is not an indigenous project, it is something we are recovering from. While 
shifts are occurring in the ways in which indigenous peoples put ourselves back together 
again, the greater project is about recentring indigenous identities on a larger scale (p.97). 

 
This international resistance and initiatives in education to centre learning and curriculum on 
indigenous knowledges and identities was a major part of my research study through this 
scholarship.  Three specific programmes, visited during this research and on earlier occasions are 
described in detail later in this report. 

Defining Suc cess :  Whose success do we 
really mean?  

Whiteness  
 
The hidden, unacknowledged nature of whiteness and power is a fundamental cause of our 
apparent inability to make change in our schools that will benefit non-white children.  Omi and 
Winant (1994, cited in Apple, 2006, p.234) point out, it is only by noticing race that we can challenge 
it.  Only by placing race at the centre of the debate can we begin to challenge structures and 
institutions, and our own individual positions to combat inequality and injustiŎŜΣ άƛƴƘŜǊƛǘŜŘ ŦǊƻƳ ǘƘŜ 
Ǉŀǎǘ ŀƴŘ Ŏƻƴǘƛƴǳŀƭƭȅ ǊŜǇǊƻŘǳŎŜŘ ƛƴ ǘƘŜ ǇǊŜǎŜƴǘέ ό!ǇǇƭŜΣ нллсΣ ǇΦнопύΦ  
 
Those who belong to the dominant and powerful group in any society have choices about how they, 
as individual members of that group, behave.  Beverly Tatum (2003, pp.11,12)  likens these choices 
about racism to a moving walkway at an airport. Active, racist behaviour is the same as walking fast 
in the same direction as the conveyor belt. This person has identified with the ideology of white 
supremacy and is actively moving with it.  Passive racist behaviour is the same as standing still.  
Through absolutely no deliberate effort of your own you are still moved along without resistance to 
the same destination as those who actively walk.  Some might recognise racism and turn their backs, 
not prepared to go in the same direction as those supporting or passively accepting it and not 
wanting to end up in the same place ς but unless you are prepared to actively walk in the opposite 
direction, at a pace faster than the conveyor belt ς unless you are actively antiracist ς you will still 
inevitably be carried along with the others.   
 
The common threads running through these different perspectives are; the issue of power, the 
ideology of cultural superiority and the politics of knowledge. A Maori perspective is strongly 
ŀǊǘƛŎǳƭŀǘŜŘ ōȅ [ƛƴŘŀ {ƳƛǘƘ όмфффΣ ǇΦмύ ǿƘƻ ǎǘŀǘŜǎΣ ά¢ƘŜ ƴŜȄǳǎ ōŜǘǿŜŜƴ ŎǳƭǘǳǊŀƭ ǿŀȅǎ ƻŦ ƪƴƻǿƛƴƎΣ 
scientific discoveries, economic impulses, and imperial power enabled the West to make  ideological 
ŎƭŀƛƳǎ ǘƻ ƘŀǾƛƴƎ ŀ ǎǳǇŜǊƛƻǊ ŎƛǾƛƭƛǎŀǘƛƻƴΦέ  {ƘŜ ōŜƭƛŜǾŜǎ ǘƘŜ ƳŀƧƻǊ ŀƎŜƴŎȅ ŦƻǊ ΨƛƳǇƻǎƛƴƎ ǘƘƛǎ Ǉƻǎƛǘƛƻƴŀƭ 
ǎǳǇŜǊƛƻǊƛǘȅ ƻǾŜǊ ƪƴƻǿƭŜŘƎŜΣ ƭŀƴƎǳŀƎŜ ŀƴŘ ŎǳƭǘǳǊŜ ǿŀǎ Ŏƻƭƻƴƛŀƭ ŜŘǳŎŀǘƛƻƴέ όмфффΣ ǇΦспύΦ   
 
hƴŜ ŜȄŀƳǇƭŜ ƻŦ bŜǿ ½ŜŀƭŀƴŘΩǎ ǊŜƭǳŎǘŀƴŎŜ ǘƻ Řƛǎcuss whiteness as problematic in education is 
inherent in the Quality Teaching for Diverse Students in Schooling: Best Evidence Synthesis [BES], 
(Alton Lee, 2003).  This report is one of a series of best evidence syntheses commissioned by the 
Ministry of Education, intended to inform education policy and practice in New Zealand.  The term 
ΨŘƛǾŜǊǎƛǘȅΩ ƛƴ ǘƘƛǎ ǎȅƴǘƘŜǎƛǎ ƻŦ ŜǾƛŘŜƴŎŜ ŀƴŘ ōŜǎǘ ǇǊŀŎǘƛŎŜ ƛǎ ŘŜŦƛƴŜŘ ŀǎ ƛƴŎƭǳŘƛƴƎΣ άŜǘƘƴƛŎƛǘȅΣ ǎƻŎƛƻ-
economic background, home language, gender, special needs, disabilitȅΣ ŀƴŘ ƎƛŦǘŜŘƴŜǎǎΦέ !ƭǎƻ 
ƛƴŎƭǳŘŜŘ ƛƴ ǘƘŜ ŘŜŦƛƴƛǘƛƻƴ ƛǎ ŘƛǾŜǊǎƛǘȅ ǿƛǘƘƛƴ ŜǘƘƴƛŎ ƎǊƻǳǇǎ ŀƴŘΣ άǘƘŜ ŘƛǾŜǊǎƛǘȅ ǿƛǘƘƛƴ ƛƴŘƛǾƛŘǳŀƭ 
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students influenced by intersections of gender, cultural heritage(s), socio-economic background, and 
ǘŀƭŜƴǘέ όǇΦǾύΦ  ¢Ƙƛǎ ƘƻƳƻƎŜƴŜƻǳs definition of diversity and the overall focus of the BES on quality 
teaching certainly does not put culture at the centre of best practice.  Although there are many 
references to cultural identity and to research that make cultural norms explicit (Hohepa, 
Hingangaroa Smith, Smith & McNaughton,1992; Durie, 2001) the Best Evidence Synthesis does little 
to specifically name the inherent Eurocentrism of our education system and does little to challenge 
Pakeha teachers to address power relations in their classrooms.  Christine Sleeter (2008) comments 
on the issue of whiteness and teachers: 
 

White people have a long history of, at best, getting in the way of the progress of people 
of color and, more generally, reinforcing and benefiting from everyday racism.  In 
education, for example, there is ample evidence that White people enter the teaching 
profession bringing little or no understanding of race and racism, but well-armed with 
misinformation and stereotypes learned over the years....We assume we can teach 
anyone but at the same time routinely carry stereotypes into the classroom that support 
deficit thinking and depressed expectations for academic learning of students of color, 
particularly African-American students (p.82). 

Privilege or Su premacy  
 
The Oxford Dictionary ŘŜŦƛƴŜǎ ǇǊƛǾƛƭŜƎŜ ŀǎ άŀ ǎǇŜŎƛŀƭ ǊƛƎƘǘΣ ŀŘǾŀƴǘŀƎŜΣ ƻǊ ƛƳƳǳƴƛǘȅ ŦƻǊ ŀ ǇŀǊǘƛŎǳƭŀǊ 
ǇŜǊǎƻƴ ƻǊ ƎǊƻǳǇΣέ ŀƴŘ ǎǳǇǊŜƳŀŎȅ ŀǎ άǘƘŜ ǎǘŀǘŜ ƻǊ ŎƻƴŘƛǘƛƻƴ ƻŦ ōŜƛƴƎ ǎǳǇŜǊƛƻǊ ǘƻ ŀƭƭ ƻǘƘŜǊǎ ƛƴ 
ŀǳǘƘƻǊƛǘȅΣ ǇƻǿŜǊΣ ƻǊ ǎǘŀǘǳǎΦέ  {ǘǳŘƛŜǎ ƻŦ ǿƘƛǘŜƴŜǎǎ (Leonardo, 2005; McIntosh, 1988; McLaren, 2003; 
Sleeter & Delgado Bernal, 2002; Sleeter, 2008), generally describe white privilege as the benefits and 
rights those who are white accrue without any deliberate effort on their part.  Leonardo (2005, p.39) 
citŜǎ aŎLƴǘƻǎƘΩǎ ŀǎǎŜǊǘƛƻƴ ǘƘŀǘ ŎƻƳƛƴƎ ǘƻ ǘŜǊƳǎ ǿƛǘƘ ǘƘƛǎ ǳƴŜŀǊƴŜŘ ǿƘƛǘŜ ǇǊƛǾƛƭŜƎŜ ƛǎ άƴƻǘ ŀōƻǳǘ 
ōƭŀƳŜΣ ǎƘŀƳŜ ƻǊ ƎǳƛƭǘΦέ  IŜ ŀǊƎǳŜǎ ƘƻǿŜǾŜǊΣ ǘƘŀǘ ŀƭǘƘƻǳƎƘ ǘƘƛǎ ǿƘƛǘŜ ǊŀŎƛŀƭ ŘƻƳƛƴŀǘƛƻƴ ǇǊŜŎŜŘŜǎ ǳǎΣ 
it is daily recreated by whites on both the individual and institutional level.  This deliberate action 
moves the idea of privilege as something passive to the active exercise of power and control that 
defines white supremacy. Leonardo believes: 
 

White domination is constantly re-established and reconstructed by whites from all walks 
of life... it is not solely the domain of white supremacist groups. It is rather the domain of 
average, tolerant people, of lovers of diversity, and of believers in justice (p.43, emphasis 
in original). 

Literacy as a White Space  
 
No one would dispute that children need to be able to read and write.  Competence in literacy and 
numeracy are the primary goals of our education system and the prime focus of the myriad of 
schooling improvement solutions implemented in schools in low socio-economic communities in 
New Zealand and internationally.  However, in our determination to remedy the reading and writing 
ΨŘŜŦƛŎƛǘǎΩ ƻŦ ȅƻǳƴƎ ǇŜƻǇƭŜ ƛƴ ǘƘŜǎŜ ŎƻƳƳǳƴƛǘƛŜǎΣ ƛƴ ǿŀȅǎ ǊŜƳƛƴƛǎŎŜƴǘ ƻŦ ά¢ƘŜ м/έ8 programme in 
Arizona (see earlier in this report), and our own historical practice of punishing the use of  Maori 
language at school, few schools consider there may be a counter-narrative to the literacy percentage 
increases they proudly publicise and strive for with such energy and commitment. 
 

                                                           
8   The ô1Cõ programme segregated generations of language-minority students , in Arizona, forbidding the use of Spanish, 

aiming to ôfixõ the linguistic and academic deficiencies of Mexican children, and relegating them to low level academic 
tracks.   
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Linda Smith (1999, p.33) directly implicates schools in the redefinition of indigenous worlds and 
ŘƛǎŎǳǎǎŜǎ ǘƘŜ ŘŀƴƎŜǊǎ ƛƳǇƭƛŎƛǘ ƛƴ ǊŜŀŘƛƴƎ ŀƴŘ ǿǊƛǘƛƴƎΦ  {ƘŜ ŎƛǘŜǎ tŀǘǊƛŎƛŀ DǊŀŎŜΩǎ όмфурύ ŀǎǎŜǊǘƛƻƴ ǘƘŀǘ 
άbooks are dangerousέ to indigenous readers when: 
 

(1) they do not reinforce our values, actions, customs, culture and identity; (2) when they 
tell us only about others they are saying that we do not exist; (3) they may be writing 
about us but they are writing things that are untrue; and (4) they are writing about us but 
saying negative and insensitive things which tell us we are not good (Smith, p.35). 

 
DǊŀŎŜ ƛǎ ǎǇŜŎƛŦƛŎŀƭƭȅ ǊŜŦŜǊǊƛƴƎ ǘƻ ǎŎƘƻƻƭ ǘŜȄǘǎ ŀƴŘ ƧƻǳǊƴŀƭǎΦ  {ǳŜ aŎ[ŀŎƘƭŀƴΩǎ όмффсύ ŀƴŀƭȅǎƛǎ ƻŦ мнΣрнс 
illustrations used in New Zealand state-produced beginning reader publications9 over a span of 89 
ȅŜŀǊǎ ǎƘƻǿŜŘ ǘƘŀǘΣ άaŀƻǊƛ ǇǊŜǎŜƴŎŜ Ƙŀǎ ōŜŜƴ ƭŀǊƎŜƭȅ ǊŜƭŜƎŀǘŜŘ ǘƻ ǘƘŜ Ǉŀǎǘ ŀƴŘ ǿƛǘƘ ŦŜǿ ŜȄŎŜǇǘƛƻƴǎ 
ǳƴŀŎƪƴƻǿƭŜŘƎŜŘ ƛƴ ǘƘŜ ǇǊŜǎŜƴǘέ όǇΦмнуύΦ  ¢ƘŜ ǘŜƴŘŜƴŎȅ ƛƴ ƭŀǘŜǊ ȅŜŀǊǎ ǿŀǎ ǘƘŜ ǳǎŜ ƻŦ ŎƻƭƻǳǊ ŀǎ ǘƘŜ 
single determining ethnic charaŎǘŜǊƛǎǘƛŎΦ  ¢Ƙƛǎ ǳǎŜ ƻŦ άŘǳōƛƻǳǎ ōǊƻǿƴέ όǇΦмлоύ ǿƛǘƘƻǳǘ ŀƴȅ ƻǘƘŜǊ 
distinguishing features failed to differentiate Maori from any other ethnic group, thus making Maori 
identity largely invisible in texts that were widely used in schools and sent home with young 
children.   
 
²ǊƛǘƛƴƎ Ŏŀƴ ōŜ ŘŀƴƎŜǊƻǳǎΣ ŀŎŎƻǊŘƛƴƎ ǘƻ {ƳƛǘƘ όмфффΣ ǇΦосύΣ ōŜŎŀǳǎŜ άǿŜ ǊŜƛƴŦƻǊŎŜ ŀƴŘ Ƴŀƛƴǘŀƛƴ ŀ 
ǎǘȅƭŜ ƻŦ ŘƛǎŎƻǳǊǎŜ ǘƘŀǘ ƛǎ ƴŜǾŜǊ ƛƴƴƻŎŜƴǘΦέ  {ƘŜ ǊŜŦŜǊǎ ǘƻ ǘƘŜ ƳƛǎŀǇǇǊƻǇǊƛŀǘƛƻƴ ƻŦ ǘŜȄǘǎ ŀƴŘ ǘƘŜ 
legitimisation of texts, in ŀŎŀŘŜƳƛŎΣ ƧƻǳǊƴŀƭƛǎǘƛŎ ŀƴŘ ƛƳŀƎƛƴŀǘƛǾŜ ǿǊƛǘƛƴƎ ǘƘŀǘ ǊŜƛƴŦƻǊŎŜ ΨƳȅǘƘǎΩ ǘƘŀǘ 
are hostile to indigenous peoples. 
 
Macedo (1995, p.77) also discusses this danger. He analyses the role of literacy in cultural 
reproduction and critiques the instrumentalist approach to literacy that reduces it to a 
άŎƻƳǇŜǘŜƴŎȅ-ōŀǎŜŘ ǎƪƛƭƭǎ ōŀƴƪƛƴƎ ŀǇǇǊƻŀŎƘΦέ    IŜ ŀǎǎŜǊǘǎ ǘƘŀǘ ǘƘƛǎ ƴƻǘƛƻƴ ƻŦ ƭƛǘŜǊŀŎȅ ƛǎ ŀ ƳŀƧƻǊ ŀƴŘ 
popular goal of the current back to basics drive in our education systems.  In this model the rewards 
Ǝƻ ǘƻ ǘƘŜ άƎƻƻŘ ǎǘǳŘŜƴǘέ ǿƘƻ Ƴŀȅ ōŜ ŀ ŦǳƴŎǘƛƻƴŀƭƭȅ ŎƻƳǇŜǘŜƴǘ ǊŜŀŘŜǊ ōǳǘ ǿƘƻ ōŀǎƛŎŀƭƭȅ ǊŜŎŜƛǾŜǎ 
ƛƴŦƻǊƳŀǘƛƻƴΣ ŀƴŘ ƛǎ ǊŀǊŜƭȅ ǘŀǳƎƘǘ ǘƘŜ ǎƪƛƭƭǎ ǘƻ ŎǊƛǘƛŎŀƭƭȅ ŀƴŀƭȅǎŜ άǘƘŜ ǎƻŎƛŀƭ ŀƴŘ ǇƻƭƛǘƛŎŀƭ ƻǊŘŜǊ ǘƘŀǘ 
ƎŜƴŜǊŀǘŜǎ ǘƘŜ ƴŜŜŘ ŦƻǊ ǊŜŀŘƛƴƎ ƛƴ ǘƘŜ ŦƛǊǎǘ ǇƭŀŎŜέ όǇΦулύΦ  {ǘǳŘŜƴǘǎ Ŏŀƴ be effectively literate but 
ƴŜǾŜǊ ǘŀǳƎƘǘ ǘƻ ǉǳŜǎǘƛƻƴ ǘƘŜ άǊŀŎƛǎǘ ŀƴŘ ŘƛǎŎǊƛƳƛƴŀǘƻǊȅ ǇǊŀŎǘƛŎŜǎ ǘƘŀǘ ǘƘŜȅ ŦŀŎŜ ƛƴ ǎŎƘƻƻƭ ŀƴŘ ǘƘŜ 
ŎƻƳƳǳƴƛǘȅ ŀǘ ƭŀǊƎŜΦέ  IŜ Ŏŀƭƭǎ ǘƘƛǎ ŀ άǇŜŘŀƎƻƎȅ ƻŦ ōƛƎ ƭƛŜǎέ ŀƴŘ ǳǎŜǎ ǘƘŜ ŦƻƭƭƻǿƛƴƎ ƭȅǊƛŎǎ ŦǊƻƳ ǘƘŜ 
Tom Paxton song as an examplŜ ƻŦ άŀ ƎƻƻŘ ǎǘǳŘŜƴǘ ΦΦΦ ǿƘƻ ǿƛƭŦǳƭƭȅ ŀƴŘ ǳƴǊŜŦƭŜŎǘƛǾŜƭȅ ŀŎŎŜǇǘǎ ōƛƎ 
ƭƛŜǎέΥ  
 
What did you learn in school today, dear little boy 

of mine? 

What did you learn in school today, dear little boy 

of mine? 

I learned that Washington never told a lie 

I learned that soldiers seldom die 

I learned that everybody's free 

!ƴŘ ǘƘŀǘΩǎ ǿƘŀǘ ǘƘŜ ǘŜŀŎƘŜǊ ǎŀƛŘ ǘƻ ƳŜ 

!ƴŘ ǘƘŀǘΩǎ ǿƘŀǘ L ƭŜŀǊƴŜŘ ƛƴ ǎŎƘƻƻƭ ǘƻŘŀȅΣ 

¢ƘŀǘΩǎ ǿƘŀǘ L ƭŜŀǊƴŜŘ ƛƴ ǎŎƘƻƻƭΦ 

I learned the policemen are my friends 

 

I learned that justice never ends 

I learned that murderers pay for their crimes  

Even if we make a mistake sometimes 

I learned our government must be strong 

It's always right and never wrong! 

Our leaders are the finest men  

And we elect them again and again 

I learned that war is not so bad 

I learned of the great ones we have had 

We fought in Germany and in France 

And some day I might get my chance. 

                                                           
9 The beginning readers analysed included Part 1 School Journals and the original and revised Ready to Read series. 
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!ƴŘ ǘƘŀǘΩǎ ǿƘŀǘ L ƭŜŀǊƴŜŘ ƛƴ ǎŎƘƻƻƭ ǘƻŘŀȅΣ 

¢ƘŀǘΩǎ ǿƘŀǘ L ƭŜŀǊƴŜŘ ƛƴ ǎŎƘƻƻƭ.   

(Paxton in Macedo,1995, p.82)  

 

Critical and New Media Literacies  
 
The challenge to this instrumentalist approach to literacy is critical literacy, particularly critical media 

literacy (Blackburn & Clark, 2007; Morrell, 2007; Duncan-Andrade & Morrell, 2008; Lea & Sims, 
2008).   Duncan-Andrade (2006b, p.149) explains the high use of electronic media by youth and the 
ƴŜŜŘ ŦƻǊ ŀΣ άŎǊƛǘƛŎŀƭ ƳŜŘƛŀ ƭƛǘŜǊŀŎȅ ǇŜŘŀƎƻƎȅ ǘƘŀǘ ŜƳǇƻǿŜǊǎ ǳǊōŀƴ ȅƻǳǘƘ ǘƻ ŘŜŎƻƴǎǘǊǳŎǘ ŘƻƳƛƴŀƴǘ 
media narratives, develop much-needed academic and cultural literacies, and create their own 
counter narratives to those of the media, which largely are negative depictions of urban youth and 
ǘƘŜƛǊ ŎƻƳƳǳƴƛǘƛŜǎΦέ  ¢Ƙƛǎ ƘƛƎƘ ǳǎŜ ƻŦ ƳŜŘƛŀ ōȅ ȅƻǳǘƘ ƛǎ ŎƻƴǎƛǎǘŜƴǘ ǿƛǘƘ bŜǿ ½ŜŀƭŀƴŘ ŦƛƴŘƛƴƎǎΦ  ! 
report jointly commissioned by the Ministry for Culture and Heritage and Te Puni Kǁkiri10 in 2009 
(Fryer &  Palmer, 2009, p.24) sampled 1,827 people aged 15 years and older.  This research found 
that young people and Maori are two population groups that are over-represented amongst a group 
of New Zealanders who are heavy and extensive users of electronic media devices.   
 

The Curriculum as a White Space: The Politics of Knowledge  
 
The most essential challenge however, if the implementation of The New Zealand Curriculum 
(Ministry of Education, 2007b) in mainstream schools is going to effectively support the 
ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ aŀƻǊƛ ŀƴŘ tŀǎƛŦƛƪŀ ǎǘǳŘŜƴǘǎΩ ŎǳƭǘǳǊŀƭ ƛŘŜƴǘƛǘȅΣ ƛǎ ƴƻǘ ŀōƻǳǘ ƛƴŎǊŜŀǎƛƴƎ English literacy 
levels or even the number of Maori and Pasifika language learning opportunities.  It is how to 
support teachers, and school leaders not to just rethink their classroom practice in terms of 
curriculum delivery, but to fundamentally examine the white space ideology that drives the 
development of the curriculum and identify their own personal viewpoints within that paradigm  
(Helfand, 2009, Kincheloe & Hayes, 2007; Sleeter, 2001, Swartz, 1992). As Michael Apple (1993) 
explains, άhne thing is perfectly clear. The national curriculum is a mechanism for the political 
control of knowledgeέ όǇΦнопύΥ 
 

What counts as knowledge, the ways in which it is organized, who is empowered to teach 
it, what counts as an appropriate display of having learned it, and-just as critically-who is 
allowed to ask and answer all of these questions are part and parcel of how dominance 
and subordination are reproduced aƴŘ ŀƭǘŜǊŜŘ ƛƴ ǘƘƛǎ ǎƻŎƛŜǘȅΦΩ ¢ƘŜǊŜ ƛǎΣ ǘƘŜƴΣ ŀƭǿŀȅǎ ŀ 
politics of official knowledge, a politics that embodies conflict over what some regard as 
simply neutral descriptions of the world and others regard as elite conceptions that 
empower some groups while disempowering others (p.222, emphasis in original). 

 
He urges us to be aware of the origins and the history of the curriculum field and to understand that 
άǘƘŜ ƪƴƻǿƭŜŘƎŜ ǘƘŀǘ Ǝƻǘ ƛƴǘƻ ǎŎƘƻƻƭǎ ƛƴ ǘƘŜ Ǉŀǎǘ ŀƴŘ ƎŜǘǎ ƛƴǘƻ ǎŎƘƻƻƭǎ ƴƻǿ ƛǎ ƴƻǘ ǊŀƴŘƻƳέ ό!ǇǇƭŜΣ 
2004, p.60). Rather, it is organised around a set of values and principles that represent particular 
ǾƛŜǿǎ ƻŦ ƴƻǊƳŀƭƛǘȅ ŀƴŘ ŘŜǾƛŀƴŎŜ ŀƴŘ ƻŦ ǿƘŀǘ άƎƻƻŘ ǇŜƻǇƭŜ ŀŎǘ ƭƛƪŜΦέ LŦ ȅƻǳ ŀǎƪ ǘƘŜ ǉǳŜǎǘƛƻƴΣ ά²Ƙŀǘ ƛŦ 
existing social and economic arrangements require that some people are relatively poor and 
ǳƴǎƪƛƭƭŜŘ ŀƴŘ ƻǘƘŜǊǎ ŀǊŜ ƴƻǘΚέ όǇΦслΣ ŜƳǇƘŀǎƛǎ ƛƴ ƻǊƛƎƛƴŀƭύ ȅƻǳ Ŏŀƴ ōŜƎƛƴ ǘƻ ǳƴŘŜǊǎǘŀƴŘ Ƙƻǿ ǎŎƘƻƻƭǎ 
may help to maintain this set of arrangements.  Schools preserve and distribute what is perceived to 
ōŜ ΨƭŜƎƛǘƛƳŀǘŜ ƪƴƻǿƭŜŘƎŜΩ ŀƴŘ ŎƻƴŦŜǊ ΨŎǳƭǘǳǊŀƭ ƭŜƎƛǘƛƳŀŎȅ ƻƴ ǘƘŜ ƪƴƻǿƭŜŘƎŜ ƻŦ ǎǇŜŎƛŦƛŎ ƎǊƻǳǇǎΩ 

                                                           
10  New Zealandõs Ministry of Maori Development  
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(p.61).  This is an exercise in power.  Apple believes that if we examine current curriculum, and what 
counts as knowledge now, through its historical context, the ideological and economic purpose 
schools have served in the past, we can comprehend why school reform now is often unsuccessful.  
 

As well as combating the effects of this ideology in the overt curriculum, we have to be aware of the 
covert or hidden curriculum at work in daily school practice.  Antonia Darder (1995, p.331)  describes 
ǘƘƛǎ ŀǎ άŎǳǊǊƛŎǳƭǳƳ ǘƘŀǘ ƛǎ ƛƴŦƻǊƳŜŘ ōȅ ƛŘŜƻƭƻƎƛŎŀƭ ǾƛŜǿǎ ǘƘŀǘ ǎƛƭŜƴŎŜ ǎǘǳŘŜƴǘǎ ŀƴŘ ǎǘǊǳŎǘǳǊŀƭƭȅ 
ǊŜǇǊƻŘǳŎŜ ǘƘŜ ŘƻƳƛƴŀƴǘ ǎƻŎƛŜǘȅΩǎ ŀǎǎǳƳǇǘƛƻƴǎ ŀƴŘ ǇǊŀŎǘƛŎŜǎΦέ  {ƘŜ ǎǇŜŀƪǎ ƻŦ ǘƘŜ ǇŜǊǎƛǎǘŜƴǘ Ŧŀƛƭǳre 
ƻŦ ǎŎƘƻƻƭǎ ǘƻ ǊŜŎƻƎƴƛǎŜ ǘƘŜ ƛƳǇƻǊǘŀƴŎŜ ƻŦ ŎǳƭǘǳǊŀƭ ƛŘŜƴǘƛǘȅ ŀƴŘ άǘƻ ƳŀƪŜ ŜȄǇƭƛŎƛǘ ǘƘŜ ǇƻǿŜǊ ǊŜƭŀǘƛƻƴǎ 
ŀƴŘ Ŝƭƛǘƛǎǘ ƛƴǘŜǊŜǎǘǎ ǿƘƛŎƘ ǎƘŀǇŜ ƛƴǎǘƛǘǳǘƛƻƴŀƭ ƭƛŦŜ όƛƴŎƭǳŘƛƴƎ ǎŎƘƻƻƭǎύέ όǇΦоорύΦ ¢ƘŜǎŜ ƘŜƎŜƳƻƴƛŎ 
ΨǊǳƭŜǎ ƻŦ ǘƘŜ ƎŀƳŜΩ ǊŜǇǊŜǎŜƴǘ ŀƴ ƻǾŜǊǿƘŜƭƳƛƴƎ ΨǿƘƛǘŜ ǎǇŀŎŜΩ ǘƘŀǘ aŀƻǊƛ ŀƴŘ tŀǎƛŦƛƪŀ ƭŜŀǊƴŜǊǎ 
ǎǘǊǳƎƎƭŜ ǿƛǘƘ ŜǾŜǊȅ ŘŀȅΣ ǊŜǎǳƭǘƛƴƎ ƛƴ ǿƘŀǘ 5ŀǊŘŜǊ όǇΦоорύ ŎŀƭƭǎΣ άŀ ǎǳōƻǊŘƛƴŀǘƛƻƴ ƻŦ ƛŘŜƴǘƛǘȅΣ 
consciousness and voice, carried out in part by the best intentioned and well meaning teachers and 
educational leaders oŦ ƻǳǊ ǘƛƳŜΦέ 
 

Determining success: Whose knowledge is of most worth?  
 
Huia Tomlins-WŀƘƴƪŜ όнллуύ ǎǘŀǘŜǎΣ άƛƴŘƛƎŜƴƻǳǎ ŜŘǳŎŀǘƛƻƴ ƻǳǘŎƻƳŜǎ ŀǊŜ ƛƴŜǾƛǘŀōƭȅ ŎƻƳǇŀǊŜŘ ǿƛǘƘΣ 
and measured against national and international11 norms, benchmarking tests and surveys 
embŜŘŘŜŘ ƛƴ ǿŜǎǘŜǊƴ ƘŜƎŜƳƻƴƛŎ ǾŀƭǳŜǎ ŀƴŘ ƛŘŜŀƭǎΦέ 
 
aƛŎƘŀŜƭ !ǇǇƭŜ όнллпΣ ǇΦȄƛȄύ ŀǎƪǎ ǘƘŜ ǉǳŜǎǘƛƻƴΣ ά²ƘƻǎŜ ƪƴƻǿƭŜŘƎŜ ƛǎ ƻŦ Ƴƻǎǘ ǿƻǊǘƘΚέ  IŜ ǊŜƳƛƴŘǎ ǳǎ 
that not only do our educational institutions function to distribute ideological values and knowledge, 
άǘƘŜȅ ŀlso ultimately help produce the type of knowledge that is needed to maintain the dominant 
ŜŎƻƴƻƳƛŎΣ ǇƻƭƛǘƛŎŀƭΣ ŀƴŘ ŎǳƭǘǳǊŀƭ ŀǊǊŀƴƎŜƳŜƴǘǎ ǘƘŀǘ ƴƻǿ ŜȄƛǎǘΦέ  ¢Ƙƛǎ άǘŜŎƘƴƛŎŀƭ ƪƴƻǿƭŜŘƎŜέ 
legitimates the existing distribution of economic and cultural power. 
 
SimƛƭŀǊ ǉǳŜǎǘƛƻƴǎ ŀǊŜ ǇƻǎŜŘ ōȅ tŜǘŜǊ aŎ[ŀǊŜƴ όнллоΣ ǇΦтнύ ǿƘƻ ŜȄǇƭŀƛƴǎ ǘƘŀǘ άŎǊƛǘƛŎŀƭ ǇŜŘŀƎƻƎȅ ŀǎƪǎ 
how and why knowledge gets constructed the way it does, and how and why some constructions of 
reality are legitimated and celebrated by the dominant culture whƛƭŜ ƻǘƘŜǊǎ ŎƭŜŀǊƭȅ ŀǊŜ ƴƻǘΦέ  
McLaren identifies three types of knowledge constructed in schools: technical knowledge,  that can 
be measured and quantified, practical knowledge, that is useful in our daily lives, such as functional 
literacy and numeracy, and social interaction, and emancipatory knowledge.  Emancipatory 
ƪƴƻǿƭŜŘƎŜ άŎǊŜŀǘŜǎ ǘƘŜ ŦƻǳƴŘŀǘƛƻƴ ŦƻǊ ǎƻŎƛŀƭ ƧǳǎǘƛŎŜΣ Ŝǉǳŀƭƛǘȅ ŀƴŘ ŜƳǇƻǿŜǊƳŜƴǘέ όǇΦтоύ ŀƴŘ ƛǎ ǘƘŜ 
goal of the critical educator and critical pedagogy. 
 
It is technical knowledge however, that is the primary goal of our education system.  The Ministry of 
9ŘǳŎŀǘƛƻƴΩǎ Statement of Intent 2009-2014 (Ministry of Education, 2009b) specifies our strategic 
direction: 
 

The New Zealand education system leads the world in many areas and performs well for 
most students. However, it does not fully meet the needs of some students, including a 
disproportionate number of Maori and Pasifika students, students from poorer 
communities and students with disabilities or special education needs. By lifting 
achievement for these students, the overall performance of the education system will 
improve. 

 
The plan identifies the six primary outcomes expected:  

                                                           
11    In education, the Programme for International Student Achievement (PISA), an international survey of 15 and 16 year 

olds from 28 different countries, is an example.   
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Every child has 

1. The opportunity to participate in high quality early childhood education 
2. Every child achieves literacy and numeracy levels that enable their success 
3. Every young person has the skills and qualifications to contribute to their and New 
½ŜŀƭŀƴŘΩǎ ŦǳǘǳǊŜ 

4. Relevant and efficient tertiary education provision that meets student and labour 
market needs 

5. Maori enjoying education success as Maori 
6. The Ministry is capable, efficient and responsive to achieve education priorities 

 
The language of market forces and economic goals is clear. Having identified in the preamble, the 
disparity in our system, the plan to address this is to focus on participation, literacy and numeracy, 
retention to meet labour market needs, and the goals of Ka Hikitia, the limitations of which have 
been discussed earlier in this report.  Further stipulated, in the indicators the Ministry will use to 
track the progress of the literacy and numeracy goal, is the implementation in 2010 of the 
ƎƻǾŜǊƴƳŜƴǘΩǎ ƴŜǿ bŀǘƛƻƴŀƭ {ǘŀƴŘŀǊŘǎ ƛƴ ǊŜŀŘƛƴƎΣ ǿǊƛǘƛƴƎ ŀƴŘ ƳŀǘƘŜƳŀǘƛŎǎ ŦƻǊ ǇǊƛƳŀǊȅ ŀƴŘ 
intermediate schools. 
 

Michael Apple (2004, pp.34-35) explains the connections between this technical, high status, 
knowledge and the economy.  Technical knowledge is required to keep the economy running 
effectively and to maximise opportunities for expansion,  however the widespread distribution of 
this knowledge is not required by everyone.  As long as this knowledge is continually and efficiently 
ǇǊƻŘǳŎŜŘΣ ǘƘŜƴ ǎŎƘƻƻƭǎ ŀǊŜ ǎŜŜƴ ŀǎ ŘƻƛƴƎ ǘƘŜƛǊ Ƨƻō ǿŜƭƭΦ  ά¢ƘǳǎΣ ŎŜǊǘŀƛƴ ƭƻǿ ƭŜǾŜƭǎ ƻŦ ŀŎƘƛŜǾŜƳŜƴǘ ƻƴ 
ǘƘŜ ǇŀǊǘ ƻŦ ΨƳƛƴƻǊƛǘȅΩ ƎǊƻǳǇ ǎǘǳŘŜƴǘǎΣ ŎƘƛƭŘǊŜƴ ƻŦ ǘƘŜ ǇƻƻǊ ŀƴŘ ǎƻ ƻƴΣ  Ŏŀƴ ōŜ ǘƻƭŜǊŀǘŜŘΣέ ōŜŎŀǳǎŜ ǘƘƛǎ 
is less important to the economy than the production of the knowledge itself. High status, technical, 
knowledge is also discrete knowledge with an identifiable and stable content that can be taught and 
tested.  This makes stratifying individuals according to academic criteria easier. 
 
Duncan-!ƴŘǊŀŘŜ ϧ aƻǊǊŜƭƭ όнллуύ ƭƛƪŜƴ ǘƘƛǎ ǎƻǊǘƛƴƎ ǇǊƻŎŜǎǎ ǘƻ ŀ άǊƛƎƎŜŘ ƎŀƳŜ ƻŦ aƻƴƻǇƻƭȅΣέ ǿƘŜǊŜ 
everyone supposedly starts at the same place with the same amount of Monopoly money: 
 

Like Monopoly the rhetoric of school-based meritocracy suggests that everyone starts at 
άDƻέ ǿƛǘƘ Ŝǉǳŀƭ ŎƘŀƴŎŜǎ ǘƻ ƳƻǾŜ ŀǊƻǳƴŘ ǘƘŜ ōƻŀǊŘ ŀƴŘ ŎŀǇƛǘŀƭƛȊŜ ƻƴ ǘƘŜ ƻǇǇƻǊǘǳƴƛǘƛŜǎ 
that abound. ... Whereas the outcomes in Monopoly are largely random, heavily 
influenced by the roll of the dice, educational outcomes are much more predictable.  In 
the game of education, groups with high levels of social, political and economic capital 
move around the same game board as the rest of the population, supposedly competing 
under the same set of rules, but they afford themselves a supplemental bankroll that 
guarantees an unfair competition, one that for centuries has produced the same unequal 
outcomes in schools and in the larger society (p.3).  

 
If schools are producing the outcomes they are in fact designed to do, and we continue to stratify 
and sort young people exclusively according to this high status technical knowledge, no matter how 
many school reform initiatives, strategic intent priorities, new curriculum documents, or National 
Standards we develop, or how much we euphemistically expect Maori students will achieve these 
same goals but, άŀǎ aŀƻǊƛΣέ ǘƘŜ ǊŜŀƭƛǘƛŜǎ ŀƴŘ ƻǳǘŎƻƳŜǎ ŦƻǊ aŀƻǊƛ ŀƴŘ tŀǎƛŦƛƪŀ ǎǘǳŘŜƴǘǎ ƛƴ bŜǿ 
Zealand schools will not change.  Duncan-Andrade and Morrell (2008, p.4) acknowledge this when 
they point out that if school achievement patterns had anything to do with intellect, we would 
ŜȄǇŜŎǘ ǘƘŜƳ ǘƻ άƳƻǊŜ ŎƭƻǎŜƭȅ ƳƛǊǊƻǊ ǘƘŜ ǊŀƴŘƻƳ ŘƛǎǘǊƛōǳǘƛƻƴ ƻŦ ƛƴǘŜƭƭŜŎǘ ƎŜƴŜǘƛŎ ǎŎƛŜƴǘƛǎǘǎ ǊŜǇƻǊǘ ƛƴ 
human populations.έ  Instead the results for schools are quite predictable.  They ǎǘŀǘŜΣ ά²Ŝ Ŏŀƴ ŎƛǘŜ 
a litany of research data and evidentiary claims to support the arguments that school is a rigged 
game, but what would be the point? How long must we argue over common sense? (2008, p.5). 
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Coloured -in Spaces  
 

We, the Indigenous peoples of the world, assert our inherent right to self-determination in 
all matters. Self-determination is about making informed choices and decisions and 
creating appropriate structures for the transmission of culture, knowledge and wisdom for 
the benefit of each of our respective cultures. Education for our communities and each 
individual is central to the preservation of our cultures and for the development of the skills 
and expertise we need in order to be a vital part of the twenty-first century (The 
/ƻƻƭŀƴƎŀǘǘŀ {ǘŀǘŜƳŜƴǘ ƻƴ LƴŘƛƎŜƴƻǳǎ tŜƻǇƭŜǎΩ wƛƎƘǘǎ Lƴ 9ŘǳŎŀǘƛƻƴΣ мфффύΦ 

 

Lessons L earned  

The development of a secure cultural identity which allows young people to live and learn as who 
they are has been the central theme of this research and this report. Developing a strong cultural 
identity however, does not ignore the complex, multiple, shared, and fluid identities our young 
people navigate both in and beyond school.  Knowing who they are in terms of their cultural identity 
is not to sentence young people to be forever trapped in a traditional cultural time warp.  In fact, in 
order to effectively integrate all those other identities, ǘƘŜ ǎŎƘƻƻƭǎΩ ǇƘƛƭƻǎƻǇƘȅ ōŜƭƛŜǾŜǎ ȅƻǳƴƎ 
people first have to have a strong sense of self, and cultural identity is seen as the thread that 
weaves through, and acts as their compass, in all of the other pathways our young people walk. A 
secure cultural identity in school  connects  ǎǘǳŘŜƴǘǎΩ ǎŜƭŦ ŀƴŘ academic learning to the many worlds 
beyond schoolτincluding the international and future spaces.   

This section describes social justice initiatives outside New Zealand. Although these exist in many 
countries, I will focus specifically on three programmes in the United States because these are 
communities and initiatives I personally visited and with whom our two schools have an ongoing 
association.  The connection with these programmes show our youth that they are not alone in the 
struggle for social justice and educational sovereignty, and that injustice, colonisation, assimilation, 
racism and white spaces transcend borders to marginalise and pathologise young people the world 
over. 

These initiatives add to the strategies outlined in the previous sections; to develop new ways to 
ŀŘŘǊŜǎǎ ǘƘŜ ΨǿƘƛǘŜ ǎǇŀŎŜǎΩ ǘƘŀǘ ŀǊŜ ƴƻǘ ŦǊŀƳŜŘ ōȅΣ ƻǊ ƭƛƳƛǘŜŘ ǘƻΣ 9ǳǊƻŎŜƴǘǊƛŎ ƴƻǊƳǎ ǘƘŀǘ ǾƛŜǿ aŀƻǊƛΣ 
tŀǎƛŦƛƪŀΣ ƛƴŘƛƎŜƴƻǳǎ ŀƴŘ ƳƛƴƻǊƛǘƛǎŜŘ ǎǘǳŘŜƴǘǎΩ ŜŘǳŎŀǘƛƻƴ ŦǊƻƳ ŀ ŘŜŦƛŎƛǘ ǾƛŜǿǇƻƛƴǘΦ   
 
At the Iǳƛ ¢ŀǳƳŀǘŀ aņǘŀǳǊŀƴƎŀ12 in 2001, Mason Durie set three goals for Maori education 
policies; that they should aim to equip Maori children and rangatahi (youth) to be citizens of world, 
to live as Maori, and to enjoy a high standard of living.  As noted earliŜǊΣ 5ǳǊƛŜΩǎ Ǝƻŀƭǎ ƘŀǾŜ ōŜŜƴ 
incorporated into the Maori Education Strategy, Ka Hikitia which identifies, as a broad student 
outcome ǘƘŀǘΣ άMaori learners gain the universal skills and knowledge needed to successfully 
participate in and contribute to Aotearƻŀ bŜǿ ½ŜŀƭŀƴŘ ŀƴŘ ǘƘŜ ǿƻǊƭŘέ όaƛƴƛǎǘǊȅ ƻŦ 9ŘǳŎŀǘƛƻƴΣ 
2008a, p.20).  In the introduction to Ka Hikitia, Apryll Parata, Deputy SecretaryτMaori Education, 
ǎǇŜŀƪǎ ƻŦ ŀ ŦǳǘǳǊŜ ŦƻǊ aŀƻǊƛ ȅƻǳǘƘ ǿƘƻ ŀǊŜΣ άŎƻƴŦƛŘŜƴǘΣ ŎŀǇŀōƭŜ ŀƴŘ ŎƻƴƴŜŎǘŜŘ ƭŜŀǊƴŜǊǎ ǿƘƻ ŀǊŜ 
supported by their respective education communities, at home, in te Ao Maori, in Aotearoa New 
½ŜŀƭŀƴŘ ŀƴŘ ƛƴ ǘƘŜ Ǝƭƻōŀƭ ǿƻǊƭŘέ όǇΦфύΦ IƻǿŜǾŜǊΣ aŀƻǊƛ ƻǊ tŀǎƛŦƛƪŀ ȅƻǳǘƘ ŎŀƴΩǘ ƭŜŀǊƴ Ƙƻǿ ǘƻ ōŜŎƻƳŜ 
effective and participating global citizens if we are not connecting them to the rest of the world in 
ways that enable them to see how their experiences fit into the big picture. 

                                                           
12   The first Hui Taumata Matauranga: Maori Education Summit was convened in Turangi and Taupo 23-25 

February 2001 at the invitation of Tuwharetoa paramount chief Tumu Te Heuheu.  
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Solidarity in the White Space  
 
There have been three prolonged efforts by parents in the Clover Park,  Otara, community, over a 
span of 20 years, to resist and reject alienating school environments in favour of a relevant, critical,  
culturally-located, bilingual, model of schooling.  Two of these campaigns have been successful after 
many years of protest.  The first saw the change from Clover Park Intermediate to Clover Park 
Middle School and the second, the establishment of Te Whanau o Tupuranga as a designated 
character, bilingual Maori secondary school. Both of these major changes were initiated by Maori 
parents. The outcome of the third, an application from Pasifika parents to enable their children to 
remain in their bilingual Samoan, Tongan and Cook Islands Maori learning environments through to 
Year 13, is as yet in process.  Unfortunately, each initiative has been met with exactly the same 
opposition from our education authorities.  These objections have very little to do with the 
ŜŘǳŎŀǘƛƻƴ ƻŦ ǘƘƛǎ ŎƻƳƳǳƴƛǘȅΩǎ ȅƻǳǘƘ ŀƴŘ ŜǾŜǊȅǘƘƛƴƎ ǘƻ Řƻ ǿƛǘƘ ƳŀƛƴǘŀƛƴƛƴƎ ǘƘŜ ǎǘŀǘǳǎ ǉǳƻ ƛƴ ǘƘŜ 
ΨƴŜǘǿƻǊƪΩ ƻŦ ŜȄƛǎǘƛƴƎ ǎŎƘƻƻƭǎΦ  Lƴ ƻŦŦƛŎƛŀƭ ƳƛƴŘǎ ǘƘŜ ŎƻǳƴǘǊȅΩǎ άnetworkέ of state-funded schools 
already provide an education relevant to all students and they have too much invested in that 
concept to give it up easily. 
 
The protest for educational equity and social justice may have different contexts, different ethnic 
communities, and different schooling systems and regulations to negotiate, but the following three 
examples from the United States resonate with the struggle and the solutions we have developed in 
Otara, New Zealand.  Together they provide a powerful example of ΨŀǳŘŀŎƛƻǳǎ ƘƻǇŜΩ ό5ǳƴŎŀƴ-
Andrade, 2009) and a model that challenges and resists the white spaces in our schools. 
 

Resisting and Changing the White Spaces  
 

1. ΨDoc Ur Block ȭ: Stepping to College and Consciousness in East 

Oakland Community High School  
 
I first encountered ά¢ƘŜ 5ŜŦƛƴƛǘŜ 5ƻȊŜƴέ (Figure 4) on the wall in Dr. Jeff Duncan-!ƴŘǊŀŘŜΩǎ ŀƴŘ 5ǊΦ 
²ŀȅƴŜ ¸ŀƴƎΩǎ ŎƭŀǎǎǊƻƻƳ ŀǘ 9ŀǎǘ hŀƪƭŀƴŘ /ƻƳƳǳƴƛǘȅ IƛƎƘ {ŎƘƻƻƭ ƛƴ нллтΦ  {ǘǳŘŜƴǘǎ ƛƴ ǘƘƛǎ Ŏƭŀǎǎ 
were not able to participate in the programme until they had committed The Definite Dozen to 
memory and their rendition had been approved by their classmates. Every lesson ended with the 
whole class saying The Definite Dozen in unison. At the end of our visit one of the gifts presented to 
us by the young people in the class was a framed copy of ά¢ƘŜ 5ŜŦƛƴƛǘŜ 5ƻȊŜƴέ which I brought back 
to students in our two schools, which now is displayed in our school Wharenui, and which staff 
subsequently translated into Maori. 
 
The Definite Dozen epitomises the spirit of the 11th Grade youth and the teachers I met that day.  I 
sat in on their urban sociology class where they were studying the ancient Chinese philosophy of the 
I Ching.  I rode the BART13 with them from East Oakland into San Francisco and attended their class 
at the university.  A few days later met up with a group of these young people again in Chicago 
where they presented the results of their research to a large audience of eminent critical educators 
for social justice at the American Education Research Association (AERA) Annual Meeting in a session 
entitled, Doc Your Block: Critical Pedagogy Through Youth Participatory Action Research.  This was 
their 10th Grade (NZ Year 11) research.   
 

                                                           
13     Bay Area Rapid Transport monorail  
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¢Ƙƛǎ ƎǊƻǳǇ ƻŦ ǎǘǳŘŜƴǘǎ ǿŀǎ ǇŀǊǘ ƻŦ ǘƘŜ ά{ǘŜǇ ǘƻ /ƻƭƭŜƎŜέ (STC) programme, initiated by San Francisco 
{ǘŀǘŜ ¦ƴƛǾŜǊǎƛǘȅΩǎ ό{C{¦ύ /ƻƭƭŜƎŜ ƻŦ 9ŘǳŎŀǘƛƻƴ άas a response to the disturbingly low levels of 
academic engagement, achievement, graduation, and college eligibility among poor and working 
Ŏƭŀǎǎ ȅƻǳǘƘ ƻŦ ŎƻƭƻǊέ (Hidalgo & Duncan-Andrade, 2009, p.2).  The STC programme partnered a 
university professor with a local high school, allowing students to cross-enrol each semester in a high 
school class and a university seminar class.  By exposing these young people to the rigor and culture 
of university courses the STC programme hoped to prepare them for college success (p.3).  In the 
video greetings the East Oakland Community High School class made to introduce themselves to 
senior students in Te Whanau o Tupuranga, almost every student proudly stated they were  a 
ΨƧǳniorΩ ŀǘ  EOC and a ΨŦreshmaƴΩ ŀǘ {ŀƴ CǊŀƴŎƛǎŎƻ {ǘŀǘŜ ¦ƴƛǾŜǊǎƛǘȅΦ 14    
 
The urban sociology class was made up of 30 studentsτ16 Latino and 14 African American. The 
overwhelming majority of the group would have been considered low achievers by conventional 
measures and approximately half of the class had been recruited due to their reputation as some of 
ǘƘŜ ǎŎƘƻƻƭΩǎ Ƴƻǎǘ ŎƘŀƭƭŜƴƎƛƴƎ ǎǘǳŘŜƴǘǎΦ  όIƛŘŀƭƎƻ ŀƴŘ 5ǳƴŎŀƴ-Andrade, 2009, p.6; Duncan-Andrade 
& Morrell, 2008, p.144).  The class met, with Professor Duncan-Andrade as their teacher, for a ninety 
minute block, three times a week. Hidalgo and Duncan-!ƴŘǊŀŘŜ ŀǊƎǳŜ ǘƘŀǘΣ άthe results produced by 
STC must be understood as the outcomes of an intense commitment to the development of 
pedagogy and curriculum that create meaningful relationships between teachers and students, while 

                                                           
14    Grade 10 is the equivalent of New Zealandõs Year 11, when NZ students begin NCEA Level 1.  In the USA 

grade levels are often referred to as follows: Grade 9 ð Freshman Year, Grade 10 ð Sophomore Year, Grade 
11 ð Junior Year, Grade 12 ð Senior Year.  When students begin college (university) these names are again 
used to describe each year, i n the same sequence. 

Figure 4:  òThe Definite Dozenó 

(Duncan-Andrade, 2005) 

THE DEFINITE DOZEN 
ά5ƛǎŎƛǇƭƛƴŜ ȅƻǳǊǎŜƭŦ ǎƻ ǘƘŀǘ ƴƻ ƻƴŜ ŜƭǎŜ Ƙŀǎ ǘƻΦέ 
TO ENTER YOUR REVOLUTIONARY STATE OF MIND 

1. Be responsible (To yourself, to your family, to your community, to our world.) 

2. Be respected, be respectful (Respect yourself.  Demand that others respect you.  Respect 

others.) 

3. Be honest ό[ŜŀŘŜǊǎ ŘƻƴΩǘ ƳŀƪŜ ŜȄŎǳǎŜǎΣ ǘƘŜȅ ƳŀƪŜ ƛƳǇǊƻǾŜƳŜƴǘǎΦύ 

4. Be loyal (Stand alongside those who have the least.) 

 

TO DISCIPLINE YOUR REVOLUTIONARY STATE OF MIND 

5.  Work (Every day, everywhere.) 

6. Study (To study is a revolutionary duty.) 

7. Character over reputation (Character is who you are when no one else is looking.  Reputation is 

who other people say you are.) 

8. Believe (Doubters never win, revolutionaries never doubt.) 

 

TO BUILD A SUCCESSFUL REVOLUTION 

9. Be self-critical (No revolution is complete without a culture of self-improvement.   There is no 

culture of self-improvement without a culture of self-reflection.)  

10.  Acknowledge the knowledge (Teach and be teachable.) 

11.  Build with allies, influence the enemy (Execute the 5 phases: identify, analyze, plan, implement, 

evaluate.) 

12.  Be relentless (Never, ever give up.) 
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maintaining a high level of critical intellectual rigorέ όǇΦсύ.  The Doc Ur Block research was an 
example of this commitment.  
 
The Doc Ur Block project took student sociologists through the five stages of critical praxis: 1) 
identify a problem; 2) analyze the problem; 3) develop a plan to address the problem; 4) implement 
the plan; and 5) evaluate the impact of the plan (Duncan-Andrade & Morrell, 2008).  In the first 
stage students were introduced to three key sociological terms, hegemony, counter-hegemony and 
habitus, through readings, films and lectures.  They then used those terms to analyse elements of 
popular youth culture, such as television shows, music, advertisements, video games, fashion and 
sports.  Students then identified their own homes on a map of the community and were divided into 
groups of five, based on their own neighbourhoods. Each group chose a fourth guiding sociological 
term that they had investigated through their reading and discussion, to add to the original three.  
Each group presented their research, explaining the absence or presence of these four terms in the 
aspect of popular culture they had studied.  This presentation, to members of the school 
community, included a literature review that forced them to explain the academic language they had 
encountered so it was understood by their audience. 
 
In Stage 2 the research moved to the community. Groups developed an hypothesis about what they 
would find when they studied their respective neighbourhoods and then were trained in the basic 
use of the tools of ethnographic research; digital video, still photography, observational field notes, 
formal and informal interviews, basic surveys and artifact collection.  They then spent three weeks, 
during lunch and after school, conducting field research in the community.  The requirements of the 
final presentation of their findings, at a research conference again attended by key stakeholders in 
the school community were: 
 

To prepare three main products for the conference: a twenty minute PowerPoint 
presentation, an eight-to-ǘŜƴ ƳƛƴǳǘŜ ά.ƭƻŎǳƳŜƴǘŀǊȅέ όŘƻŎǳƳŜƴǘŀǊȅύ ŦƛƭƳΣ ŀƴŘ ŀ ǘǿŜƭǾŜ- to 
fifteen-page research report. The division of labor for these products was the decision of 
the research group. The minimum requirements for each of the assignments were as 
follows: 1) the PowerPoint presentation needed to have slides covering their literature 
review of social theoretical terms, research methods, hypothesis, findings, and 
reconstructed theory; 2) the research report needed to have sections covering the same 
ǘƻǇƛŎǎ ŀǎ ǘƘŜ tƻǿŜǊtƻƛƴǘΤ ŀƴŘ оύ ¢ƘŜ ά.ƭƻŎǳƳŜƴǘŀǊȅέ ŦƛƭƳ ƴŜŜŘŜŘ ǘƻ ƘŀǾŜ Ǿƛǎǳŀƭ ŜȄŀƳǇƭŜǎ 
of the social theoretical terms, counter-instances, and reconstructed theory (Duncan-
Andrade & Morrell, 2008, p.146). 

 
IŀǾƛƴƎ ǎŜŜƴ ōƻǘƘ ǘƘŜ ΨōƭƻŎǳƳŜƴǘŀǊƛŜǎΩ ŀƴŘ ǘƘŜ ǇǊŜǎŜƴǘŀǘƛƻƴǎ ƻŦ ǘƘŜƛǊ ǊŜǎŜŀǊŎƘ ǘƻ άŀ ǎǘŀƴŘƛƴƎ-room -
ƻƴƭȅ ŀǳŘƛŜƴŎŜ ƻŦ ƳƻǊŜ ǘƘŀƴ мрл ƎǊŀŘǳŀǘŜ ǎǘǳŘŜƴǘǎ ŀƴŘ ǇǊƻŦŜǎǎƻǊǎέ (p.148), who gave these young 
scholars a standing ovation at the AERA Conference in Chicago in 2007, I can attest to the raw 
honesty and academic rigour of this work.  Duncan-Andrade (p.149) comments, άThe real value of 
this project rests in the way it helped students re-envision their communities and their roles in 
creating and contributing to counter-narratives that promote hope and self-determinationΦέ As 
Assata, told the AERA audience: 
 

¢ƻ ōŜ ŎƻƳǇƭŜǘŜƭȅ ƘƻƴŜǎǘ Χ ǿŜ ŘƛŘƴΩǘ ǘƘƛƴƪ ǿŜ ǿŜǊŜ ƎƻƛƴƎ ǘƻ ǎŜŜ ŀƴȅ ŎƻǳƴǘŜǊ-hegemony in 
our community because we believed the hegemony just like everybody ŜƭǎŜΦ ¢ƘŀǘΩǎ ǿƘȅ 
our key data, the stuff we just [presented], is so important because it proves us wrong 
about our own community (p.147). 

 
In Grade 11, their Junior year, the research by this same group was to develop an East Oakland 
Youth SARC (School Accountability Report Card). California public schools annually provide 
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information about themselves for these reports to the community allowing the public to evaluate 
and compare schools for student achievement, environment, resources and demographics. The 
sociology class provided their own SARC based on their perceptions of their school and created a 
plan for school improvement.  Again these young people presented their findings at the AERA 
Annual Meeting in New York in 2008.  During their 12th-grade year they researched the presence 
and/or absence of human rights in classic literature and popular films, as well as within their schools 
and the Oakland community, analysing why these human rigƘǘǎ ŀǊŜ ŜǎǎŜƴǘƛŀƭ ǘƻ ŀ ǇŜǊǎƻƴΩǎ ǉǳŀƭƛǘȅ ƻŦ 
life and how to fight to gain access for those who are denied their basic rights (Hidalgo & Duncan-
Andrade, 2009, p.22). 
 

Beginning ñand Ending  
 
The East Oakland Community High School (EOC) opened in 2004, part of a wider community school 
ǊŜŦƻǊƳ ƳƻǾŜƳŜƴǘΣ ƛƴƛǘƛŀǘŜŘ ōȅ ŀ ƎǊƻǳǇ ƻŦ ƳƻǘƘŜǊǎ ŦǊƻƳ ǘƘŜ άŦƭŀǘƭŀƴŘǎέ ƻŦ hŀƪƭŀƴŘ ǿƘƻ ǎŀǿ ǘƘŀǘ 
their children, in large, overcrowded, poorly resourced schools were receiving a vastly different 
education from children in the affluent hills suburbs where schools were smaller. In May 2000 the 
Oakland Unified School Board unanimously adopted the New Small Autonomous Schools (NSAS) 
policy. BayCES (the Bay Area Collaborative for Equitable Schools) received a $15.7 million grant from 
the Gates Foundation to support the Oakland small schools work.  From 2000 to 2005 BayCES led the 
incubation of 26 new small schools, one of which was East Oakland Community High School.  
 
By 2007-2008 the Oakland Unified School District, under state control since its bankruptcy in 2003,  
ƘŀŘ ƻǇŜƴŜŘ пф ƴŜǿ ǎƳŀƭƭ ǎŎƘƻƻƭǎ ŀƴŘ ŎƭƻǎŜŘ ǘƘǊŜŜ άōŜŎŀǳǎŜ ƻŦ ƭƻǿ ŜƴǊƻƭƳŜƴǘ ŀƴŘ ƻǘƘŜǊ ǇǊƻōƭŜƳǎέ 
(Vasudeva, Darling-Hammond, Newton, & Montgomery, 2009, p.5).  Unfortunately, one of those 
three was East Oakland Community High SchoƻƭΦ  aŀƘŀǊŀƧ όнллтύ ǊŜǇƻǊǘǎΣ ά{ǘǳŘŜƴǘǎΣ ŦŀŎǳƭǘȅ ŀƴŘ 
parents claim there are political motivations behind the shut down. School district officials point to 
ƘŀǊŘ ƴǳƳōŜǊǎΦέ  ²ŀȅƴŜ ¸ŀƴƎΣ ŀ Ŏƻ-founder of EOC, while agreeing there was room for 
improvement, asked for time to embed the changes already making a difference.  The closure meant 
that the STC class, embarked on such a transformational trajectory to college, were ousted from 
their successful environment unable to complete their important senior year, and their junior year 
was disrupted by the threat of closure hanging over their heads:  
 

²ŜΩǾŜ Ŧƛƴŀƭƭȅ ŎǊŜŀǘŜŘ ǘƘŜ ŎƻƴŘƛǘƛƻƴǎ ŦƻǊ ǿƘƛŎƘ ǎǘǳŘŜƴǘǎ ŀǊŜ ŀŎǘǳŀƭƭȅ ƛƴǾŜǎǘŜŘ ƛƴ ǎŎƘƻƻƭΧ 
¢ƘŜȅΩǊŜ ƛƴǾŜǎǘƛƴƎ ōŜŎŀǳǎŜ ǘƘŜȅ ŀŎǘǳŀƭƭȅ ƘŀǾŜ ƘƻǇŜΦ ¢ƘŜȅ ƘŀǾŜ ŦŀƛǘƘ ǘƘŀǘ ǘƘŜǎŜ ŀŘǳƭts will 
ƴƻǘ ƭŜǘ ǘƘŜƳ ŘƻǿƴΣέ ¸ŀƴƎ ǎŀȅǎΦ άL ŀǇǇǊŜŎƛŀǘŜ ǘƘŜ ŎƘŀƭƭŜƴƎŜ ǘƘŜ ŘƛǎǘǊƛŎǘ ƛǎ ǘƘǊƻǿƛƴƎ ŀǘ 
ǳǎΧΦ²ƘŜǘƘŜǊ ƻǊ ƴƻǘ ǿŜ ōŜƭƛŜǾŜ ƛƴ ǘŜǎǘ ǎŎƻǊŜǎΣ ƛǘΩǎ ǎǘƛƭƭ ǘŜƭƭƛƴƎΦ ²Ŝ ōŜƭƛŜǾŜ ǘƘƻǎŜ ǘŜǎǘ ǎŎƻǊŜǎ 
ǎƘƻǳƭŘ Ǝƻ ǳǇΦ ¢ƘŜȅΩƭƭ ƴŜǾŜǊ ōŜ ŎƻƳǇŀǊŀōƭŜ ǘƻ ǘƘŜ ǇƻǇǳƭŀǘƛƻƴ ŦƻǊ ǿƘich the tests were 
ŘŜǎƛƎƴŜŘ ǘƻ ƳŜŀǎǳǊŜΣ ōǳǘ ƻǳǊ ǎǘǳŘŜƴǘǎ ǿƛƭƭ ƎŜǘ ƛƴǘƻ ŎƻƭƭŜƎŜ ŀƴŘ ǘƘŀǘΩǎ ǘƘŜ ŘƛŦŦŜǊŜƴŎŜ ό¸ŀƴƎΣ 
quoted in Maharaj, 2007). 

 

Marching for Justice  
 
The decision to close EOC devastated students, staff and the community and they took action. On 28 
February, 2007, the school closed at 2.00pm and an estimated 250 students, teachers, and 
community members rallied to march over eight miles to the Oakland Unified School District 
administrator/trustee meeting where the decision was to be made about thŜ ǎŎƘƻƻƭΩǎ ŎƭƻǎǳǊŜΦ  Yang 
(2009b) describes the march: 
 

Their journey transgressed lines of representation, drawn by a state administration that 
had depicted the youth as disorderly, anti-school savages. It also transgressed colorlines 
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and hood-lines, very real social divides that structured ghetto space. On Macarthur 
Boulevard and 63rd Avenue, a group of DMBs (Dirty Mackin Boyz) locked arms to block the 
march as it crossed through their turf. The vice principal ran up to one young man, a 
former student. ShŜ ǎŀƛŘ ǳǊƎŜƴǘƭȅΣ ά¢ƘŜȅΩǊŜ ŎƭƻǎƛƴƎ 9h/Φ ²ŜΩǊŜ ƳŀǊŎƘƛƴƎ ŦƻǊ ǘƘŜ ǎŎƘƻƻƭΦέ 
The youth motioned, his set dropped their arms, and the marchers passed. State turf also 
had its gang. Police were hired in extra numbers to protect the administration from the 
community. But sometime near midnight, the cops joined hands with the youth to pray 
and weep in the hallways of central office after the decision to close the school was 
finalized (Yang, 2009b). 

 
   8 Mile March 4 Education Poster  

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
In spite of eloquent speeches from some 30 students, staff, parents and community members, they 
ǿŜǊŜ ǳƴŀōƭŜ ǘƻ ŎƘŀƴƎŜ ǘƘŜ ōƻŀǊŘΩǎ ŘŜŎƛǎƛƻƴΣ Ŧƛƴŀƭƭȅ ŀƴƴƻǳƴŎŜŘ ǾŜǊȅ ƭŀǘŜ ƛƴ ǘƘŜ ŜǾŜƴƛƴƎΣ ǘƘŀǘ ǘƘŜ 
school would officially close in June, 2007, the end of the school year.  Maharaj (2007) quotes Jeff 
Duncan-!ƴŘǊŀŘŜΩǎ ǿƻǊŘǎ ǘƻ ǘƘŜ ȅƻǳǘƘ ƛƳƳŜŘƛŀǘŜƭȅ ŀŦǘŜǊ ǘƘŜ ŘŜŎƛǎƛƻƴΥ 
 

¢ƘŜ ǇŜƻǇƭŜ ǘƘŀǘ ƳŀŘŜ ǘƘŜ ŘŜŎƛǎƛƻƴ ŀǊŜ ƴƻǘ ŦǊƻƳ ƻǳǊ ŎƻƳƳǳƴƛǘȅΦ ¢ƘŜȅ ŘƻƴΩǘ ƭƛǾŜ ƛƴ ǘƘƛǎ 
ŎƻƳƳǳƴƛǘȅΦ !ƴŘ ǘƘŜȅ Ǉŀǎǎ ƧǳŘƎƳŜƴǘ ƻƴ ǳǎΚέ 5ǳƴŎŀƴ-!ƴŘǊŀŘŜ ǎŀȅǎΦ άLΩƳ ƴƻǘ ǎǳǊǇǊƛsed by 
ǘƘŜ ŘŜŎƛǎƛƻƴ ǘƻƴƛƎƘǘΦ LΩƳ ǊŜŀŦŦƛǊƳŜŘΦέ  

άL ƎǊŜǿ ǳǇ ŀǎ ŀƴ ŀǘƘƭŜǘŜ ŀƴŘ L ŀƭǿŀȅǎ ǿŀƴǘŜŘ ǘƘŀǘ Ŧƛƴŀƭ ǎŎƻǊŜΦ .ǳǘ ŦǊŜŜŘƻƳ ƛǎ ƴƻǘ ŀ Ŧƛƴŀƭ 
ǎŎƻǊŜΦ CǊŜŜŘƻƳ ƛǎ ŀ ƧƻǳǊƴŜȅΧ hǳǊ ŦǊŜŜŘƻƳ ƛǎ ƛƴ ƻǳǊ ŘŜŎƛǎƛƻƴ ǘƻ ŦƛƎƘǘ ŦƻǊŜǾŜǊΣέ ƘŜ ǎŀȅǎΦ 
ά¢Ƙƛǎ ƳŀǊŎƘ ǿƛƭƭ ōŜ ƛƴ ǘƘŜ Ƙƛǎǘory book. Look in any history book for hundreds of students 
ƳŀǊŎƘƛƴƎ ŦƻǊ ŦǊŜŜŘƻƳ ŀƴŘ ŜŘǳŎŀǘƛƻƴΣ ŀƴŘ ȅƻǳΩƭƭ ǎŜŜ ǘƘŀǘ ŎƘŀǇǘŜǊ ƛǎ ƭŀŎƪƛƴƎΦ ¸ƻǳ ƘŀǾŜ 
ǿǊƛǘǘŜƴ ƛǘ ƘŜǊŜ ǘƻŘŀȅέ όaŀƘŀǊŀƧΣ нллтύΦ 

 
tŀǊŜƴǘǎ ǿŜǊŜ ǘƘŜƴ ƭŜŦǘ ǿƛǘƘ ŘƛŦŦƛŎǳƭǘ ŘŜŎƛǎƛƻƴǎ ŀōƻǳǘ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ education choices.  Wayne Yang 
ŜȄǇƭŀƛƴǎ ǘƘŀǘΣ ƛƴ ǿƘŀǘ ƘŜ Ŏŀƭƭǎ άǘƘŜ 9h/ ƎƘƻǎǘƭƛŦŜέ ǎƻƳŜ ǇŀǊŜƴǘǎ ŎƘƻǎŜ ǘƻ ƭŜŀǾŜ ǘƘŜ ŘƛǎǘǊƛŎǘΣ ŜƴǊƻƭƭƛƴƎ 
their children in charter schools, and some chose not to send them to school at all. Some 
(specifically, the parents of students working in the STC programme) chose to enrol in a charter 
school and to send them each morning to class in a converted house in the westside ghetto.   Yang 
(2009b) states: 
 

It is difficult to express without understatement, the risk taken by these students and their 
parents, the trust they had to muster in the volunteer adults staffing the program, and 
their total distrust of the Oakland school district. The state administrator saw these 

The 8 Mile Marchers, 2007  
























































