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Abstract

Whenwe look at anew page in O KA f RQ&a 02t 2dzNAy 3 0 2D wWilip@eSy R G 2
G2 0S5 0O2f 2 dzNB R cohsjfiidrthe fact$hatik B gle@dy caodiréd Sgyvith white. White

Aad GKS WAYy@ArAaArotSQ 02t 2dz2NE 06 S Ol Ala Sreadyiofthe pagaza (1 Wil
are lines¢ boundaries that tell you where you are allowed to put, and confine, any colgaus

choose to add Mystudy suggests thatGK 2 2 f a | NB QlIKNIG S2 B LB OB&E M) a2 OA
spacesThe KA 1S A& 2dzad WIiKSNBQ Fa GKS oF O]l 3aINRdzyR 4&¢€
important, what success looks like, what achievement matters, how the spacgasised and who

has the power¢ KI 1 Q& NI OA &Y ®

2 KSYy ¢S GFLt1 lo2dzi a0K22fa 0SAy3 taNdghboutisddzt § dzNJ f ¢
colourof 1t KS & (i dzR § yhé Batkgrduhd@Saur stays whitt F i Sy S &a4SS WRA QS|
problem or a challenge we have to come to terms with, so we address the issue from a deficit
perspective We all know oschoos where all thechidrenare brown 6 dzi G KS a0K22f Qa O3
the sameg invisible white.¢ K I (i Qa K\8e&n8g¥tas/ véekbpuour colour around the edges of

the pageg because they make no difference to the way the school opergtédél G Q& Y I NHA Yl f A :

l'a GKS SRdzOFGA2y LINPFSaarAzylfa FyR (KS 3IMWER gy dzla
R2y Qi { KAy {the ¥aalrKof olir séhoadi PageQand therefore we are complicit in
perpetuating the status quahrough what happens to our Maori and Pasifika youth in our schools

and classrooms every day.

Dr Stuart Middletondrawing on his research as one of 36 int¢io@al educators in the 2062008
Fulbright New Century Scholars Programme identifies 18 features we share with the other four
Engliskspeaking education systems the United Kingdom, USA, Canada, and Australia. These
features include:

¢ changing demographi¢ where the white population will be in the minority

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

¢ education systems failing indigenous and minority children

e changing economies, where there will no longer be a placeriskilled 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 adeluig
continues to grow. If New Zealand does not addressati@evement of those at the
bottom of the pile, its international standing Wnot survive at a high level. New Zealand
g2y Qi KI @S | adz00S&aa¥FfdzZ SRdzOF A2y &aeaidsSy dzyi:

This research looks specificalllythe 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 subtopic that comes out of this research is what sort of school leadershiggisired 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? o Matter how many new curriculum
documents strategies or testing regimesge introduce, schooling will not become more equitable
dzy A€t LI N RAIY aAaKAFGA KIFLIWISY Ay GKS gl & 4SS GKAY]
how can we change our cume 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, technicahndlimited academic focus now rampant in our schools.
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Background

As thePakehaprincipal of two schools in Otara, where thereasely more than two or thre®akeha
students in either school, the issue of Maori and Pasifika learning is absolutely crucial in my daily
work. This is a longstanding research interestiarttie topic of my doctoral thesiddowever,this is

not purely a professional interestAs GloriaLadsonrBillings 2000, p.272k0 powerfully describes
Fff 2F Y& WasSt gSa® the plfessiofalssIfthiatSstan édycatadr, i fesiberga2 NJ
school principal and member of the Clover PagkMWhanau dupuranga community, as well as the
personal self that is a mother and grandmother of Maori childrarhose own school experiences
have led to my personal stake in the education of ind@es and ethnic minority students. Sadly,
access to high quality Maetentred education options in their local schools is no more accessible to
my elevengrandchildren than it was to my children over 25 years ago.

¢CKS AaadzsS 2F al 2NBYIJWR tOaAFMY[dzSaa I IOXKA SGI f Sy 3
32BSNYYSyildQa al 2 NKaHkifRdrdisiiyloRBAucdtianNOOBE R ¥ a2 (22X a Syl
al 2NA adGddzRSyida G2 Syecz2eée SRdOFIiGA2y &adz005aa +a al
Educaton mRS Of SI NJ GKIG NBFfAAAY3I an2NR LRGSYGAlf X

1
aeaisSyo X!'ftf a0K22fax Fftf LINAYyOALItasz ff GSI OK
from Ka Hikitiawill be relevant to Pasifika students as well, allayvithem to enjoy education
success as who they agavithout 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 bauk lllame secondary schools for what happens to

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

and middle school principand now the principal of two schoolsne classified as primary, (Years

7-10) and one secondary €ars 713), and both including Year 7 and 8 students, Irawin the

luckyposition of being able to see both sides of this issiibe realityisthat as teachers, as school

leaders, or as education policy makers and officials, e at f £ LJ NI 2F Sl OK OKAf R
If some children are failed by our education system we are all complicit in that systemic &aitlire

we all need to take responsibility for changing it.

Naming the O0White Spacesd

The title of thisreportislt { Sy FNRBY GKS GAGES 27F YOvlouring & thd KS a
White Spaces: Developing Cultural Identity in Mainstream Schools. b I YAy 3 GKS&aS ¢
important in progressing understanding of the realities for +vante students in ehool.
Fitzsimmons and Smith (2000) explain the importance of naming:

Aa
KA G

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 rigiat 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
languageto control conditions of existence through cultural definitions of the world

(p.39).

Report to ASB/APPAJ Travelling Scholarship 2009: Ann Milne
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David Gilborn (2005, p.48 uses this quote from bell hooks (1989) to sliate his gradual
realisation of the role of education policy in the active structuring of racial inequity:

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

DAff02NY olLJnyyo0v LIRAYydGa 2dzi dKFdG I ONARGAlLdzS 27
rather it is an assault on the sally constructed power of white interests and the constant
reinforcement of thesel S 0 Sf AS@Sa GKIGX aAdG Aa LlRaairoftsS F2N
NEEfS Ay RSO2yaiNUzOGAYy3a ¢gKAGSYySaa odzi adzbik WNI OS
FaINBSAYy3 GKIFG aNIOS (iNBlFazyéeé Aa | RSTAYAGS OK2A(
explains that, without accompanying structural changes even those whites who do reject and work
against white privilege still benefit from that prege. He uses the analogy of Scheurich (1998) that
GoSAY3 gKAGS Aa 1Ay (G2 ¢glf1Ay3a R2gy (GKS adGaNBSi
@2dzNJ {y26f SRISDE

This is a difficult concept for those who have grown up without ever needing to quekiimawn

whiteness, to grasp, as Peggy Mclintosh, (1988) explains in her @ off @ & Ay 6KAOK dalL
unearned skin privilege and have been conditioned into oblivion about its existence, unable to see
GKFG Al Lizény WEy, otputing peBp® K S | Rididtosh describes white privilege as

'y aAy@AraAroft S o SpechKpiotishisamapsy gadshotis@ebooks, visas, clothes,

tools, and blankOK S O1 & d ¢ { KS RS fthbse SoNditinS that aldD®@R a 8 &4 # ¢S d R Iadli
more to skincolor privilege than to class, religion, ethnic status, or geographic locatimugh of

course all these othefactors are intricately intertwined. { 2theSonditidns inher list of the

daily effects of white privilege include:

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

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

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

4. | do not have to educate my children to be aware of systemic racism for their own daily
physicalprotection.

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

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

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

8. | can be pretty sure that if | 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 colleaguedisagree with me.

9. | 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. | can be late to a meeting without havittge lateness reflect on my race.
11. If | have low credibility as a leader | can be sure that my race is not the problem.

Report to ASB/APPAJ Travelling Scholarship 2009: Ann Milne
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12.1 can chose blemish cover or bandages in "flesh” color and have them more or less match
my skin.
13. | have no difficulty finding neighborhds where people approve of our household.

14. My children are given texts and classes which implicitly support our kind of family unit and
do notturn them against my choice of domestic partnership.

15. 1 will feel welcomed and "normal” in the usual walks of pubfe, institutional and social.

aOLyili2aK o0StAS@Sa GKIFIG G2 AaNBRSaAdy az20Alf aea.i
dzy 4 SSy R A AhBvi/Akdm2(30@65E89) observes that many of the leading theories of social

capital are silent on the igge 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, idehtised frameworks; copkt

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 blagkmancipation. | am hopeful (p.90).

¢2 ayl YS (KSingukdclio8s we hiveOt§ Bage 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 aédes 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. W&etbav

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, amibsqustice. 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
GKFG 6GoéKAEES YR NRIMS FTNRBY GKS LISNRLISOGAGS 51 OAR
LI22N) LIS2LX S 2F O2f2NJ gKIFG (GKS@ a2 RSALISNIraGasSte vy
the conversations we must have to effect real change for-wbite children in our school system.

Identity however is never a simple white/navhite 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 mavigate the white spaces successfullyentity and schooling is
discussed in more detail later in this report.

Setting the Scene: Literature and Contexts

The National Context: O0Gaps6 and the oO0Tai

One of the four key focus areas Kk Hikitigisd , 2dzy 3 t S2LJX S 9y 3l ISR Ay [
8SINE ¢ YR mMno ®é ¢2 a4SS GKS adlFN] NBFazy F2NJ
can create a snapshot of 100 Maori students who would have started secondary school in New
Zealand in 204, and use 2008 data (Ministry of Education, 28)a8 plot their educational pathway

or the pipeline from school through to higher academic qualifications (Fiure

Report to ASB/APPAJ Travelling Scholarship 2009: Ann Milne
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Figurel: Maori Educational Pipeline, 2062008

18 graduate from
100 Maori secondar secondary school with
school students university entrance
L qualifications

l '

10 enter L1-3 'bridging
certificate courses to 6 enter university at
complete school Bachelor degree level

i qualifications

8 are removed legally l i

through early exemptions 3 enter tertiary

at age 15 or due to education at L4 2 complete Bachelor
expulsion or exclusion Certificate or L5/6 degree
Diploma level

l '

2 complete L3 or L4 1 completes Masters
qualifications level degree

'

.4 achieve Doctorate

60 drop out of school
before age 17.5

Of the®e 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 (7.398 pei7 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 tiary 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
d0K22f NBIdZANBYSyia (2 WONARISQ GKSANI Safi NBE Ay
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 qualifinatin 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 furthepostgraduate study we can predict that one (41%) will complete a Masters
level degree and less than one (.4%) will achieve a Doctbrate.

! 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.
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CKS WLALIStAYSQ FTNRY a0Kz22f (2 KAIKBMbaditréhSEYAO f
profile inthat 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 completiegtiary qualifications become very similar to,

or evenfewer than, those for Maori.Thedata in Figures 1 and&e the nationaMaori and Pasifika

totals. If we break these statistics down into see@nomic areas by school decile, the pictige

significarly worse.

Figure2: Student Alienation and University Entrance eligibility 2008, by ethnicity. (Ministry of Education, Bp08

Student Alienation and University Entrance qualification, 2008, by Ethnic
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K.Wayne Yang (2089 L2 Ay i a 2dzi aiGKS | OKASOSYRY¥KYIYiJ AlaLID:
He believes these amnore aptly described athe exclusion rate the rate by which students are

removed from the classroomand theinclusion rateé the rate by which students matriculate to

higher educatiof 6 LJPp m> S Y LIK | atates thasy rat@siBoddibyg kef indicatayghey 3 &
assessment of overall school climate

Entering tertiary education directly from school is obviously only one of the options available to
learners. Certainlyin recent years there has been growth in thenmoers of Maori who enrol in

al 2NRA GSNIOALFNE ORE YOG @QiMasyDNGE RYOD tEbSt€s2nyS Browthto

GGKS AYyRAISyAal A2y 2F KAIKSNI SRdAzOF GA2yhreday bSg
wanangZ G g KA OK $o@& gotmyf iall MadriN@rtiary students and have been largely
responsible for the transformational increase in Mauaiticipationiy’ G SNIi A I NB S RdzOF G A2y
(p.5). Compared to other student profiles, Maori students tend to be older than 25 yehes they

first enrol and are more often studying on a péirhe basis (Ministry of Education 2087 Durie,

2009). ¢ KS ONXzOA I f [[dzSaidAz2y F2N) aSO2yRINE a0Kz22fta &
opportunities they offer working so ineffectivellgr 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 literacydamumeracy scores for Maori and Pasifika childgevhich seems

to be the primary focus of our current solutions and interventigngve would expect that our
emphasis in recent years on this strategy would have made a difference by now., Mifastry 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 statibiicéear 10. The answer

is obviously more complex than a singténded focus on techical 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 obvigusbt worked for themand the problems began long before

their entry into secondary schoolThe issue therefore, déa Hikitiapoints out is the responsibility

of the whole schooling community.

Ly GKS AYGNRRAZOGAZ2Y O drigifakRasifilka AEdukaliah NeEan 28@B12%9 R dzO | G A
& dzo ( AFiofn §dRdto gieat: Stepping up for Pasifika educdtioni KS 2 LISy Ay 3 &adGlF GSYS

bS6 wSItlyYyRQa&a SRdz@lkss. Eey yoardy NéwS2éalardar can ey hng

deserves to be, part of its succe3he Pasifika Education Plan 26R812 sets out what

ySSRa (G2 0SS R2yS aaid®kld SRXOFENIMOistHESFAIY Wihc
Education 2008c).

hyS 2F GKS F2dz2NJ 1Sé (GKSYSa Ay GKS LXFy Aa odzAf
students participate, engage and achieve at each stage of their education, and make good

0N} yarxdGArAzya FTNRY 2yS adGr3s G2 GKS ySEG»é | 26S D
question the implication that the status of Pasifika educatidnd&v ¢ 322 R¢ Ay (GKS TFTANEI
RFEGlI aK2gy 020S> yR (2 OKIFfftSyasS (GKS aidl Gd§SYSyl

The International Context: Comparison with International Data

The Programme for International Student Assessm@iSA)Js an international study that assesses
how well 15yearold 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 Zealandowever when this result is analysed by ethnicity
(Figure3d) it can be seen that Pakeha and Asian students performed well abev@rganisation for
Economic Coperation and Developmer{fOECD) mean, whiMaori outcomes werewell belowthis

level, and Pasifikaresults were lower still. The same pattern was repeated in both reading and
mathematical literacyresults, with New Zealandanked fourth and sixth respectively in 2006
(Telford & Caygill, 2007).

¢tKSaS RIGF aK2¢ GKFG 2dzNJ NBLMzilF G§A2y F2NI I G662 NI |
with Maori and Pasifika learners featuring at the lowest end of the range oéwaetfnient, in what

KFad 0S02YS 1y26y SdzZIKSYAAaGAOFffte & 2dzNJ f2y 3 Wil
Langley & Sauni, 2007).

5SaLIAGS bSs %SHEFIYyRQa AYOASNYFGA2Yy It NBLMzGF G A
there is a long tail inHe distribution of achievement. Maori and Pasifika students from

low decileschools are over represented in this tail. The diverse urban schools of South

Auckland whichhave high proportions of Maori and Pasifika students have long been

identified as sitegor low achievement, particularly in literagirini, 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 oto concentrate on those areas which willdl make the greates
Government initiatives such as National Standards in literacy and numeracy, which will help raise achievement in read ing,
wr i ti ng aMaistenaf Edusation AnneTolley, Press Release, 27 November, 2009).
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Figure 3: Analysis of PISA 2006 Outcomes by Ethnicity
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580
560 B
v 540 ——H =
é)? 520
g 480 -
460 e e L
T IN
440
420 . .
Reading Maths Science
- ¢= OECD Mear @ Pakeha Asian Maori == Pasifika

School Reform : Norms and Benchmarking 3 the real pandemic in
schools

In order to discusschool reform and schooling improvement initiatives for Maori and Pasifika
students that have been implemented in mainstream New Zealanddsht is important tostate

that the context that initiates, support@nd determines the shape of these initigssis still a white

space. As Huia Tomligl Ky 1S o6nHnnt0 SELX AYAS a6KIFG O2dzyia
knowledge is organised, resourced, taught and evaluated, the underlying codes that structure such
knowledge, access to and legitimationdOK2 2f {1y 26f SRIS A& RSISNXYAYSR
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 aiodnmewhich 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 initiges largely persist in seeing the white space as neutral and the goal is

G2 NIXAasS al2NR FyR tFaAFA|{l &aGdZRSydaqQ | OKAS@SYS
Dyson (1999, p.219) calls this finifent of the fantasythat the white norm isneutral andobjective,

GO KAUSGAAKAYIDE

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 researchedand evaluatedn their terms. Not only is the focus of these reforms generally

G2 AYLINRGS 2N Wifrdomel 1 88 GCEAX RREBYIRSARS FROMAE LI 2 W
so we have initiatives like family literacy programmes, to teaatepts how to better support their

OKAf RNByQa NBFIRAY3IZ FYyR LINRP2SOGa GKFG LINRPDARS A
homework and reading. We thus imply to parents and whanau that the natural, noisy, busy,
environment of a large extendei@mily is not conducive to learning, and to parents that they lack

GKS alAffta (2 &adzZJl2 NI GKSANI OKAf RNByQa fSIFNyAy3a
to equal trouble to learn about Maori and Pasifika norms and incorporate theseWi#ioOK 2 2 £ A y 3
AYLINRGSYSYGQ AyAlGAl G ANGtSrydoes thikpkadticeArginfondd ttNBabréandi KS Ol
Pasifika families that the problem is of their own making, it robs children of exposure to their own

cultural norms in their daily lives athool. Corson (1995) describes the impact ofttiking
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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 jat miscommunication results. Over time, culturally different

children are deprived of the everyday reinforcers of values that are central to their

Odzf GdzZNBQa 62NI R GASHT YR OKAfRNBY RSLINAGSR A
view have less undstanding 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).

alazy 5d2NAS oOoHnnoX LIPHAHO &A1& agKIG Aa GKS o
LINE ANB & aKe lcdnpadistrdcl Baoil &ith to IF 2 NA = G LINBAadzLILl2 aSa Gk
aiming to be as good as Pakeha when they might well aspire to be better, or different, or even

Y N] SRt & &dzLISNR 2 NIbé 5d2NAS o0StAS@PSAa Al A& YAaf

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 educatiore fautir

points out present trendsg KSNB al 2 NA @& 2ddimil Kestydes M aré Mdsedniialfy
incompatible with healthy growth and development and will struggle to participate in either te ao
al2NRA 2NJ GKS 6ARSNI Ft20lf O2YYdzyAideé O6LIPHNOL P

5dzZNAS | aaSNIax SRdzOFGA2Yy aK2dzZ R.19)y IThi ¢al wdas2 NRA
subsequently incorporated into the goal K& Hikitar dal 2 NA Sy 22eéAy3 SRdzOlF GA2
The stated purpose dfa HikitiasA & (G2 G UGNF YyATF2NY 2dz2NJ SRdzOlF GA2Yy &aéa
teachers who want to make change their practice will look to the document for guidelines that

YIE1S Gl & al@NR&E SAELI ATOMYIR K26SOSNE fAGGHES Y2NB
cultureare 8 a Sy Al f AYy3INBRASyldla 2F adzO0S&aazéigqugeyR NBT
LROGSYGAIFIfQ o0aAyAad ®NE a2 B29YR&OINAS2YE nmo Ay LIODMppO A ?
statesY Sl yasz adG2 KFE@S | 00Saa §a&cessH lahgags cuRuNfntarad) KS a |
...tkkanga (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 benash 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 beween the mainstream perspective and Maori aspirations was highlighted in Te Whanau

0 Tupuranga in 2008 when weosted a visit from twdJSA critical educators, Dr. Jeffrey Duncan
Andrade and Dr. K. Wayne Yanlyst before their visithey advised me theyvanted to bring a gift

with them, in the form of a scholarshjgo donate to two graduatingstudents in Te Whanau o

¢ dzLJdzNJ y 3l & ¢KS &AO0K2fFNBKALI ¢4 RSaA3aySR (2 NBO?2
education under oppression is a revolutioh® dzy RSNIF {1 Ay3a¢é FyR G2 | O1ly
revolutionaries who embody the historical struggle of oppressed peoples to liberate their minds and

0 KSAN O2 YTephsketia® ta e the award so it reflected the values of our school

3 Personal email
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| put that question to our Maori staff, who named the awarfice Poho o Kia Arohwith the subititle,
Ka whawhai tonu matou mo ake tonu atuKia Arohais the name of our school maréeln their
written explanation of why thenaraewascentral to the name of theward, Maori staff described
the role of the marae where a child is

Qustained 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 theatéati of

their aspirations, and dreams.

CKA& adrasSYSyid Ol LWidzZNBa 5dz2NASQa oHnnoI LIdmdpdy |
about preparation for participation in Maori society as it is about participation in society generally.

There was o suggestion from the university professors that these prestigious scholarships, should

be for specific academic achieveme®.ELJX AOAl Ay (GKS 61 NRQa AyidSy
O2YYdzy A (i A S& 2 ¢of regprockyEclel& P indefstbd yh our twechools, to give back to

the school and the whanau.

l'da | FdzNIKSNJ SEFYLX S al OFFENXLyS SiG t d6nwnnyo O
to align them with a Maori cultural worldviewThey felt that Maorknowledge, values, beliefs and

ako (learning and teaching), could inform and critique not ahly ve key competencies, but

could also enricthe development of the national curriculum itselfhey concluded:

While there was some commonality in meaning between particular key competencies and

particular Maori constructghere is more @idene of where the Maogonstructs did

y2i WYFG0KQZ 0SOl dza S { K &#at knowdelde and galid hasks, T N2 Y  |j c
and their maning within a Maori worldviewvas both wider and deeper than the meagi

within the majority Europeasultural worldvew (p.123)

Ly GKSAN) RA&AOdzaaA2y 2F aYlylF3aAay3a aStFé al OFF NI |
individualism and individual achievement with the Maori constructs of whanaungatanga and
rangatiratanga which require individuals to fulfil the@sponsibilities to work for the webeing of

the group.

Pasifika Perspectives

An alternative paradigm is also recognisedhia literature reviewcommissioned by the Curriculum,
Teaching and Learning Group of the Ministry of Educat@orinski & Faser, 2006). It is
backgroundedby the Pacific Islands ScheBhrentCommunity Liaison (PISCPL) Projgach was
launched by the Ministry in 1996, to support the more effective engagement of schools and Pasifika
parents and communities in education imder to raise the achievement of Bifika students in
mainstream New Zealand schools. The review explores both the conceptual and research based
literatures on homeschool relationshipslt highlighs the need for a fundamental change of thinking

and pratice in schools, from a monocultural to a multicultural lens, in order to promote effective
parent communityg school engagement in Pasifika contexts

4 TePohomeans literally O6the bosom. d Te Poho was also the name of

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 threggronged thematic overview of the international, as well as Pasifika
referenced literature related to homachool relationships. These themes include the monocultural
paradigm, highlighted by the dominanceafakehaducation systenwhichworks to disadvantage
families from cultures with differing values, beliefs and first leages to the dominant culture
(Harker & McConnoc&il985; 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, ohildschools, teachers, and
communities are involved in the amnstruction of shared knowledges. Proponents of an
alternative paradigm (Airini, 1998ishop, 2003; Podmore and Sauvao, 2003), propose a
bicultural/multicultural perspective, which includes &quity 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, 260p.1)

Yang (2009, p.51) calls tlieopout and school alienation realitieshown at the beginning of this
section, & LJdza Ksatigiicg Scheurich and Young (1993l the context that drives our school
policies and reformepistemological racism

Efdstemological racism means that our current range of research epistemologies
positivism to postmodernisms/poststructuralismsarise 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 oftaknative perspectives however, does not mehat academicsuccess is

not an important goal or that Maori and Pasifika learners should have some alternative

achievemengoals Durie (2003, p.203) states that the three goals he proposes as relevantdn; Ma

enabling Maori to live as Maori, facilitating participation as citizens of the world, and contributing

026 NRa 3I22R KSFIfGK FyR | KA3IKT aparkeydRgodiull 2 F f A JA

GKAOK &aK2dZ R 0SS LlJz2NAJdZSR (RAFGKENKES WKPHRIREIGXEYSHE
S |

NEBRdZOSE OKFyOSa 2F 5d200S8aa Ay lye 2F (KS (KNB

In Te Whanau o Tupuranga and Clover Park Middle Scéhomtans that academic achievement
alone, as defined by hegemonmainstreamnorms, is not enoughSr Ken Robinson is a world
leader in the field of creativity in education and businedde was the keynote speaker at the
International Confederation of Principals Conference in Auckland in 2007. Robinsont(20k1}

is time we really examined # relevance of wat we call academic achievement. He belietlhes
problem we face in ZLCentury schooling is to do with the whole idea of academic ability, which,
involves particularand limited he says, types of verbal and mathematical reasoning, ey be
essential, but there is much more to human intelligence, which is creative and di¢Ehgcation
should develop the potential in our different ways of thinking

Robinson urges us to challenge, question and resist the whole concept of gouggdanto the 21st
Century, trying to cling to concepts and learning that came from the paggt. S KI @S (G2 NBG K]

5 Video interview between Sir Ken Robinson and New Zealand Minister of Education, Steve Maharey, 2007)
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aleasz GKS TFdzyREYSyGlf LINRYOALIX S &e réinforcesithe goitt 6 S | N
that academic achievement alone is tanger enough. Employers want people who can think
creatively, adapt to change, work in teams and communicate. The ordinary academic curyicalum
believesjs not cesigned to develop these things (Robinson 200/ states:

This is because our educaticsystems 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 passedti dzZ3K G KS gK2tS 2F GKSANI SRdzOF GA2Yy (KA
the system is an intellectual caste system, which is educationally bankrupt, economically
inadequate and culturally corrosive (Robinson, 2008, p.5).

Mainstream Contexts

Although curent 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 resultse innovative
research/professional developme project, Te KotahitangdBishop,Berryman, Cavanagh & Teddy,
2007).

Beginning in 2001Te Kotahitangagathered narratives of classroom experience from a range of
engaged and noengaged Years 9 and Idaori 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 profesginal development intervention with 11 sedelecting teachers in four schools. One of

the major findings of this first phase of tfiee Kotahitangaroject was that the major influence on

al2NRA aGdzRSyGaQ SRdzOFGA2yl f I OKdf $heiStyahgrd. 1 A Sa A
particular the research exposed, and addressed through professional development, a predominant
discourse of deficit theorising by dehers about Maori students which resulted in low teacher
SELISOGIGA2y & 27T an 2 Ndlfladipdaphdsiesicifailure.y R ONBF SR &St 7

Phase 2 of thél'e Kotahitanggroject identified that the focus should shift from small groups of

teachers to aprofessional development process that involved the whole staff, to integrate the
OKIFIy3aSa ONRaa (UKS ¢gK2fS aoOKz22ft |yR ONBIGS | WO
professional developmenprogranme was implemented in 12 schools with 42€athers in 2004

and 2005 over a full range of curriculum subject® Kotahitangaschools are beginning to show

significant improvements in Maori student engagement with learning and achieve(fenperley,

Wilson, Barrar & Fung, 2007, p.263)

The key dference betweenTe Kotahitangand many other school reform initiatives is that it puts
culture and culturally responsive pedagogy at the centre of classroom practice and creates
relationshps-based classrooms founded orkaupapa Mori theory of selfdetermination 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 thie 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, 200944)
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Other Mainstream Initiatives

As well asTe Kotahitangathere are other initiatives in the mainstream which seek to change the
education experience of Maori and Pasifika learnefaere is potential in the intent oKa Hikitia
There is also poterdl in the intent of the newly reviseblew Zealand Curriculumind its partner
document for Maori medium school§e Marautanga o Aotearoa

However, as theTe Kotahitangaresearch clearly shows, the shift from deficits, monocultural
dominance, and epistetnf 2 3A OFf NI} OA&ayYX FANRG KlFra G2 aGFr1S L
thinking and understanding. Earl, Timperley, & Stewart, (2068xluating a research project,

initiated by the Ministry of Education, to understand more about quality teachingvfaori and

Pasifika studentsO2 Y FANY GKIF G Odzt GdzNIF t NBalLRyaiagdSySaa Ac:
considerable further attention and study to clarify the conceptlarify the concept and engage the

teaching profession in ongoing dialogue about witameang 0 LJOMH O ® ¢ KS LINRP 2SO
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, interradiate, 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
602YLX SE FYyR OKIftSyaayaé F2N G§SIF OKSNE ® ¢tKSe af

Cultural responsiveness is a habfo YAYR (KFd Ay@2t @Sa GKS (S (
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 practie is a complicated and sometimes problematic undertaking that

is not wellestablished in education, generally.97)

Recognising this need for teacher professional developnieniTere Aurakis awork programme

initiated by the Ministry of Education wdti encompasses four separate projects, includireg
Kotahitangaand Te Kauhua Over the last evenyearsTe Kauhuéhas engaged more than 30
a0K22f&a FYyR opn (0SIFOKSNB Ay FOUA2y NBaSINOK (2
abouthowtolinke® Ol A @St & GAGK gKnyldz Ay ¢F&a GKIFG O2ydN
students.Te Kauhudelieves that for teacher change to be sustainable it must facilitate and enable
GSIFOKSNEQ ONRGAOI NEFfSOGA2Yy 2ye @didéniSyESa Ay
Ministry of Education research finds evidence of evidence of improved achievement results, increase

in learner confidence and reduction in suspension and stdman rates, as well as positive teaching

and learning changes within clasgroda | YR LINR RdzOG A @S LI NIy SNBEKA LI
community(Unitec, 2008 cited in Ministry of Education 208P

The involvement of the Ministry of Education in initiating and contracting these developments
however, also ensures they are designeith 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.

bSé %S| f-yoyeRidg cotmrBunifgriven 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 Pasifikadestts 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 MaoriseeTablesl and2).
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Table 1: Maori Learners involved in Maori Medium Education: July, 2008
(Ministry of Education, 2005

Percentage
of all Maori
[FEES

Level (percentage of time per week when Number of

Maori is medium of instruction) students

Level 1 (81100%) ingludes 3.6% who attend 11,664 7 0%

Kura Kaupapa Maori

Level 2 (58B0%) 4,890 2.9%

Level 3 (3150%) 4,338 2.6%

Level 4a (up to 30%) 4,834 2.9%
TOTALS 25,726 15.5%

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

Percentage
Level (percentage of time per week when a Number of of all
Pasifika language is medium of instruction) students Pasifika
learners
Level 1 (81100%) 240 0.3%
Level 2 (58B0%) 551 1.7%
Level 3 (3150%) 839 1.2%
Level 4a (up to 30%) 1203 1.7%
TOTALS 25,726 3.9%

Ka Hikitia: Lost in Translation

alAyadNBlIY SRdzOFGA2yQa 3I2Fta&a F2NJ al2NR S NYSNE
aAyAadNE 2F 9RdzOl G A 2 yKa &ikita.Ka2HkRkiasagsRat 204 wiorkl2we wduld NI (G S 3
hope to see in a pathway towards Maori success #redintent of the strategyis difficult to fault.

However, in the goal oKa Hikita,d al 2 NA OKAf RNBYy Sy c®dMagrEx SDOReOL (0 A
emphasis) the twody words,WI & aate théldho&t important words in the whole document, and

gAff 0SS GKS (g2 62NRA Yz2al AIy2NBR o0& alOkKz2z2fa gk
f221 tA1So® G!'a al2NRé Aa RSailAyShHer reingentad&@2 YS |y
aSSy a y2 RATT §WiERy2008)THs istndt aecesdarily$ Keliseiate 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 Gorenwho spent six months in New Zealand in 2009, onamAxford (New Zealand)
Fellowshipin Public Polic§ choseKa Hikitiaas the focus of his researchHis report echoes the
concern about the difficulty in changing both the rhetoric and teacher praaitd the danger of
reducing the intent to a compliance checklist:

The challenge with a policy framework liKa Hikitiais to change attitudes, thinking, and
behaviours in order to improve outcomes for all Maori learners. This means changing
hearts and ninds rather than solely instituting new compliance requirements. There have
been attempts to change Ministry organisational processes to reflect KaeyHikitia
components in areas such as business planning and report writing. Yet, there is concern
that KaHikitia 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

5 lan Axford (New Zealand) Fellowships in Public Policy were named in honour of Sir lan 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.
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Ministry is to engage in processes that change attitudes, thinking, and behavidiies ra
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 irkant of

Hikitiais a huge undertaking and one the ra¢e 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 inKa Hikitiaitself, ¢oo many combined targets, goal statements, strategies and actions
forthosewhoard 221 Ay 3 F2NJ | LI | €&8opriedt ard intplNidieatatién lofdkay 0 @ ¢
Hikitia cost the Ministry of Education $817,000 from its early development in-260Brough its

release in the 20008 fiscal year (Goren, p.21). No additional operating dollars however, were set

aside to implemenKaHikitia,as itisi SSy & LI NI 27F {KAsAgnydRazataf Qa O2
Ministry of Education Deputy Secretary fdiaori Education toldGoren dKa Hikitiais not about a

shift in resources, but a shift ipehaviour and attitudes. Whave to usehe money we hawe(p.21).

Ka Hikitiawas launched alongside at least fourteen other Ministry of Education strategic initiatives

and actions during the 2007/2008 year, including thew Zealand Curriculuand the Pasifika

Education Plan, 2068012 Gorencites an email from one principal which tells of a meeting with 12
LINAYOALI £ O2fftSk3dzSa 6KSNB 2yS KFER 3IABSY (G(KS R2
20 KSNA KI R¢p@3) AsothiS griddipal Atiiggt to find Ka Hikitiaas he showd Gorena

box where he kept the mandocuments and strategic plansceived from the Ministryandnoted

GKIFG aeéS Kinhiti&thesd (Bke) ¥ flayodir of the month(p.37). There is also confusion in

the Ministry of Education about where the regmibility for the implementation oKa Hikitiadies:

It is not clear in the Ministry who implements what. Not clear how it woNe clear rules
of what to do. It is hard to figure out. (There is) a complete Gfdkought on how to help
things happen. Whout implementation, nothingwill happen. Implementatiorshould be
part of design (Ministry of Education staff member cited in Goren, p.38).

Goren cites an internal Ministry of Educatibeadership Tearmemo in which Deputy Secretary
Parataechoes theseoncerns

| have become increasingly concerned abkatHikitiad SAy 3 a[ 2ad Ay ¢NIF yaft |
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 havea focus on the outcomes

sought at either a learner or system level. | 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 thistise 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 developmenHiKitiawill languish in
thea ¢ 2 5 2 ée bdxdsdandibattor drfwers IINA Yy ided, &nd Ktle change will happen
AY SRdzOF 12NBQ (KAY{Ay3o
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Cultural Identity in Schools
Shape -Shifting: Changing Identity , Identity as R esistance

C2NJ Iy SEI YLX S & KA Fitletiyyiheeddy @any fandiligaskilnesi$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 fattdéd &aARST | Y20 KSNE 6AGK 2yS {l Y2y |
whose parents were also English and Scais so the family thought, until well after his death when

a direct Maori whakapapa to Ngai Tahu and a network of relatives, was discovefed KA a T (G KS
FlLYAf@ GKNRdAAK Y& 26y NBASEFNOK Ayid2z 2dz2NJ OKAf RNBYy

LF 6S 6SNB G2 FGGSYLW G2 ljdzryiAaxFe Y& OKAfRNBYyQa
of the family. However, my four children identify first and foremastMaori. 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 grandchiddeegrowing up

educated inMaori immersion or bilingual settings and are all fluent speakers of Maori. How has this
happened?

In our case there arelearly noeldersin our whanau passing down cultural knowledge, and their

father was unaware of his Maori heritage until well afur 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 aBool principal. None of us can recall any family discussions about, or any
RStEAOSNIGS AyFtdzsSyOS 2yx 2dzNJ OKAf RNByQa OK2AO0S i
our experience. This has not meant that their other cultural identities daried. They are

O2YF2NIiltofS Ay tIF{1SKIFI FyR {lFY2Fy &aStGiAay3azr K25S¢
¢tKS AyFtdsSyOS 2F Y& OK2A0Sa aARST GKSNB A& I )
Maori identity. Russell Bishop (1996, p.38S 8 ONA 06 S&a GKS &AAYAf I NI aG2NB
gKI1F LI LI YR GKS aGaAYySE2NIofS LINRPOSaa 2F 9dzaNRL

GOAIAYSGGS 2F bSs %SEHEFYyRQA KA&(2NEPE b2 2yfte
gandF I § KSND&a al 2NA FyOSadaNeE (G2 RA&FLIISENI FEG23S0F
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 dezdainie clear to me on the

day | found her massaging my d&$ R Rl dzZ3KiSNR&a y2asS G2 SyadaNB Al
identify her features as Samoan. Having taken real pride in the fact she had maWiédrafshea A Q

was horrified to later learn of kiMaori heritage, which she then also strenuously denied.

¢CKdzax GAGKAY Gg2 3ASYSNI A2y as ( Keen condplets.(TBeyfA y 3 Q
commitmentto resist, reject, and reverse this process through their strong identification as Mgori i
something | celebrate. The results of this resistance are evident in my mokopuna. This same
counterhegemonic conscientisation, resistance and transformative action can be seen in Maori
families who seek education for their children in Kohanga Reo aralkaupapa Maori.lt 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?

tKS bS¢g %SIHtlyR D2@S NiéS8calliReport 2098yedifies terNBsciteNI >
components of wellbeingvhich are referredto a8 RSaA NBR a4 zZO0XLidonddei OzhyWwHa 2 F
domains is cultural identityThe desired outcome forultural A RSy G A& A& RS&AONRKOG:
Zealanders shara 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

Z.oAa 2 4 oA~

I YR LINE Nis@®yioSIRdial Dievelopment, 20089).

ThereAd fAGGES R2dz00X K26SOSNE GKFG FFENI FNRY o0SAY
youth in New Zealand schools is in crisis. Tord@imke (2007) suggests that tipattern of

consistent Maori underachievement over many decades seems to cordiroertain level of
Government tolerance of the crisis in Maori educatiom 20, Maori students were2.6 times

more likely than Pakeha to be stood down from sch8d;times more likely to be suspended;5

times more likely to be frequent truantg;7 times more likely to leave school with no qualifications,
and2.3times less likely to attain a university entrance qualification (Ministry of Educatio®pb200

The Ministry of Education states explicitly thatsuring the success ofddri in edu@tion is a key

priority. [ Sa& SELX AOAG A& | RSTFAYyAGAZY 2F 6KIG GKFG
of success centre on improvement of literagyin English¢ and of numeracy scores, national
gualifications results and entrance to uaigity. These might well be Maori and Pasifika aspirations,

but DuncarAndrade (2006) asks, what is the cost we are prepared to pay for these outcomes?
DuncanAndrade(2006) states that niddle class white children tend to come toh®ol with faith

that the system will reproduce itself to theiehefit, a sense ofurposein the larger society and a

sense ofhope that their purpose will be fulfilled.Nonwhite children tend to comeo school with

big questions in each of those areas.

Our definition of achievement and success might be the pampuohtional measuressuch as the
National Certificate of Educational Achievement (NCEAgredits literacy, numeracy university
preparationor university enrolment, but there is little doubt that without theiman measuresuch
as a psitive self identity aitical awareness purpose and lope, young people will become
disengaged and disillusioned with school, and find the national goals unattainable.

Otero and West Burnham (2006) state thae success criteria we are focused on currently are

those of aLINB @A 2dza 3ISYSNI A2y d ¢KS&@ o0StASOS GKIFGZ anh
bonding, introspection and detachment, which compromises engagement and netwagking

oFaira 2F GKS ONBIFGA2Yy 2F &a20Al t OHindathak & séchire 5 dzNJR -
identity is a necessary prerequisite for good health and-eihg. 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 succesand 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 colonisatiorssanilation,integration, multiculturalism and ibulturalism

are those of indigenous people wondde. The following section provides a snapshot of some
examples of where a secure indigenous identity is framed astantimmemory 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 atlentity rushes toward my skin as the aroma of ocean air fills our
memory. (Meyer, 2001, p.125)

Donaldo Macedpin his introduction to the 30 anniversary edition oPedagogy of the pressed
OCNBANBX HnncX Ldmm0 I RSéobnehesiSance that B almastiindaly S G 2
GOKAT 2LIKNBYAOY o0SAy3 LINBaSyid FyR &SG y20 @GAaroft
through first reading this book in 1971 he finally had the critical tools and language to understand,

& i K SessINBugh which we came to know what it means to be on the periphery of the intimate

880G FTNIIAES NBfFIA2YyaKAL 6SG6SSy GKS O2ft2yAl SNI
indigenous people throughout the world.

In 2009,thanks to the ASBIPPA Fellowshipl visited schools and listened to the experiences af

Razd in Tucson, Arizona, First Nations people in Vancouver and on Vancouver Island in Canada, and
indigenous Hawaiian educators. | also met long term Aboriginal activists and naicadéom
Australia and was able to compare the struggle of Maori with these international indigenous
counterparts. To discuss indigenous identitiesll of these settings to discussecureidentity as a
memory, something lost that is grieved for, ardso to discuss anger and resistance over
generations.

In Tucson Iwastold 2S RARY QU ONR&aa GKS o&2MaERySphke ofiipSarfo 2 NR S NJ
what they referred to ast ¢ K S onnheigparents and grandparentsnitiated in Southern Arizan

in the early 20th centurythe 1Cprogramme segregatedegerations of languagminority students

for the next 45 yearspften with tragic results. In the Tucson Unified School District, for example,
between 1919 and 1965 the Hispanic dropout ratas alvays above60 percent.Spanish was
F2NDARRSY Ay GKS OflFaaNeR2yY 2N 2y GKS LX F&@3aNRdzyR
and academic deficiencies of Mexican children who, regardless of their ability, had to follow this low

level educationtrack that focused on vocational and homemaking skills. The memories of families

K2 KIR 0SSVhed¢/ 02 IS Ra Nt @ OSNE NI 6@

In Port Alberni on Vancouver Islant,was welcomed with
ceremonial drums byhe Nuuchanalth Tribal Council and was
afforded a wonderful meal of salmon caught in the river right
outside the traditional House of Hupacasah where Ihad been
invited to present a talkto community elders anddistrict
educators. Over luncltHuupachesahFirst Nation elder, KKen,
told me about the residential schools and the experiences of the
370 people he interviewed in his researfcn the book he wrote

in 1996, dndian Residential Schools: the Nuuchahnulth
Experiencé. People told himabout the loss of family ties,
culture, languag, the physical and sexual abuse, and a mistrugiénpresent gstems designed to
supportNuuchahnulthchildren, families, andommunities. His study showbkow the schools failed
to prepare thestudents for life outside of school, while stripping theildten of their cultural
knowledge and identity. He described the whole generation of First Nations petipdse who had
0SSy Ay GKS ad0K22tax ¢gK2 RARYQl 1y26 K2g (2 0SS 1

" People of Mexican ancestry
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families and had no parents as ratedels. The youngest of a family of eight and the only one who
glayQiad dGFr1Sy lgre G2 NBaAaARSYi(dAlLf &a0Kz22t KS RSa
siblings felt, that his experience had been better than theirs.

Edward¥¢ | G Q

¢ I G 2fremi e Hupagasath FiRktINEtldald me of the loss of a language,
GKS f2aa 2

|

F NBaLISOG FTNRY @&2dzy3 LIS2LX S GKS f2a
KA&ad2NEO® GLGQAa OSNE KFNR®E KS awhHafhappenddis@at | O2y
SPSy Lldzof AaKSRdPéE ¢KSNB gla + aSyasS 2F al OSR2Qa
324G Yeé t)\yadz AaGAdOa RSANBS |G GKS ! yAOGSNmRAGe 27F
f Ay 3dz & I 24 2F GAYSao®dé

In primary and secondary schools in Vancouver and on Vancouver Island | sawtemtibned

teachers and principals genuinely trying to provide a culturally responsive environment for First
Nations students. However, none came close to the Haahuupayak Indemte8dhool situated

within the traditional territory of the Tseshaht First Natioand on the Tseshaht Reserve. The
a0K22ftQa o0dzAf RAY3A:Z GKS Odzf GdzNF £t & NAROK Of I aaNR?2
saw the children engaged in, alirongly representectultural identity and pride, which was also
embedded in their mission statement (belowAs is the case in New Zealand, schools that try to

provide authentic, critical, culturally responsiwatning for indigenous students, unfortunatelyut

inevitably have to step outside the mainstream system.

Haahuupayak Independent School ,
Tseshaht Resery&/ancouver Island.

ith care.” :
fr et their potentnal,

tion of their culture.

hi
"contmuous teac
k children aré guidedtome

k while gammg knowledge and'apprecia

e -

Back in New Zealaridspoke with Dr. Bob Morgan, Conjoint Professof\atllotuka, the School of
Aboriginal Studies ahe Uniwersity of Newcastle in New South Wales in Australiho was visiting

our two schools Bob Morgarchaired the 1993 World Indigenous Conference in Education (WIPCE)
and following that conference, initiated the Task Force that drew up the now farfBootangatta
Statement on Indigenous Peoples Rights in Educa(it®99). Dr Morgan spoke of the{ G2t Sy
D Sy S NJanil bfsbefr@ lined up with all the other Aboriginal children at his primary sdboloé

G2t R o0& THKS I @ KBl © K S NallyowdK\My WHite) yiHeyviduldins\rybe capable

2F £ SIENYyAy3ID 2KSy KS NBO2dzyiSR GKAd SELISNASYC
he couldeitherf A @S G KS GSIFOKSNR& RNBIFY 2NJ KS O2dzZ R f A
Through the forcible removal athildren 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 thefragmentation 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 areoccurring 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 camdculum on
indigenous knowledges and identitiesas 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-white children. Omi and

Winant (1994, cited imApple, 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 ifu&iz G A Y KSNAGSR T
LI ad FyR O2yGAydzZ ffeé NBLNRRIdZOSR Ay (KS LINBaSyisé

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 Tatum3(200.11,12)likens thesechoices

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 actly 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 &uistarn 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 plagebut unless you are prepared to actively walk in the opposite
direction, at a pace faster than the ocagyor belt¢ unless you are actively antiracistyou will still
inevitably be carried along with the others.

The ommon thread running through thee different perspectivesare; the issue of powerthe

ideology of cultural superiorityand the politicsof knowledge A Maori perspective is strongly

F NOAOdzZE F SR 068 [AYRF {YAGK ompdpdpE Llpmo K2 adl i
scientific discoveries, economimpulses, and imperial power enabled the Wesinake ideological

Of FAYa G2 KIFI@GAY3I | AdzLISNA2NI OAQAf AAl A2y D¢ { KS
AdzLISNA2NAGE 20SNJ {y26fSR3IST I y3Adzr 3S | yR Odz  dzNE

hy8 SEFYLES 2F b8s w&usd whifeRedsias NBblenizdidiih yddationiie RA &

inherent in theQuality Teaching for Diverse Students in Schooling: Best Evidence SyB&ES8§is

(Alton Lee,2003. This report is one of a series of best evidence syntheses commissioned by the

Ministry of Elucation, intended tdnform educationpolicy and practice in New Zealand. The term

WRAGSNERAGEQ Ay GKAA aedyikKSaia 2F SOARSYyOS FyR o

economic background, home language, gender, special needs, désabilit 1 YR JAFISRy Sa:
AGKA

1] a i
Ay Ot dZRSR Ay G(KS RSTAYAGAZY A& RAOSNEAGE 6 y
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students influenced by intersections of gender, cultural heritage(s), smnaomic background, and
GFfSyidé 6LIDOO & definitidh bfadiveksi®y YardIne yveralldocus 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 explidtthépa
Hingangaro&mith, Smith& McNaughton,1992Durie, 200} the Best Evidence Synthedises little

to specifically name the inherent Eurocentri@hour education system and does little to challenge
Pakehaeachers to address power mlons in their classroomsChristine 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 fraweryday 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-aveied with
misinformation and stereotypes learned over the years...Wsuage 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 AfricaPAmerican students (p.82).

Privilege or Su premacy

TheOxford DictionanRS FAY S& LINAGAE SIS a alF &LISOAIFE NRIKGS
LISNE2Y 2NJ INRdzLIZé | yR &dzLINBYlF Oé |a aGkKS adlds
Fdzi K2NRAG@&X LR gSNE 2 NJ (BedriardodZDOBEMcintdsh, deRS Mciareh, 008 K A G Sy
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)

ctSa alOLydG2akKQa |aaSNIiAz2y GKFd O2YAy3a (2 GSN¥a ¢
of ' YSZ akKlFYS 2N 3dzat oé 'S I NHdz2Sa K2gS@OSNE (KL
it is daily recreated by whites on both the individual anditosonal 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 restablished and reconstructed by wadtfrom 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 ju§tid@, 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 secamonic communities in

New Zealand and internationally. However, in our determination to remedy the reading and writing
WRSTAOAGAQ 2F @&2dzy3d LIS2LIX S Ay d KK & Progisghnvierinzy A G A S 3
Arizona (seearlierin this report), and ourown historical practice of punishing theausf Maori

language at schoolew schoa$ consider there may be a countearrative to the literacy percentage

increases they proudly publiciséd strive for with such energy and commitment

8 T h elCoprogramme segregated generations of language-minority students , in Arizona, forbidding the use of Spanish,

aimngto 6fi x® the |l inguistic and academic deficiencies of Mexican
tracks.
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Linda Smith (1999p.33) directly implicates schools in the redefinition of indigenous worlds and
RA&40dzaasSa GKS RFEY3ISNB AYLXAOAG Ay NBFIRAY3 FyR g1
obooks aredangerous to indigenous readers when:

(1) they do not remforce 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).

DN} OS A& &LISOAFTAOILIfte NBFSNNAy3a (G2 ao0OKz2z2t GSEGa
illustrations used in New Zealand stgieoduced beginning reader plibations over a span of 89

8SINA aK2¢gSR GKIFGX dal 2NRA LINBaASyOS KIFa 06SSy I NJ
dzy I O1y2¢6f SRASR Ay (KS LINBaSyidé¢ oLIOMHY UL D ¢KS @S
single determining ethnic chatali SNA a G A O @ ¢CKAAd dzaS 2F GRdz A 2dza ¢
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 aaedt home with young

children.

2 {YAﬂK OM

yiodé {

2NAGAY3 OFly ©6S RIFEy3ISNRdzAaZ | OO02NRAY3
A S
YFE3AAYIl GACG

aietsS 2F RAaO2dzNBRS GKI G Aa yé@ém
legitimisation of texts, it OF RSYAOX 22 dz2Ny I f A &adA
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 ap@rch to literacy that reduces it to a

GO2YLISAISYOR alAtfta oFylAy3a | LILINBI OKdE 'S | a4
popular goal of the current back to basics drive in our education systems. In this model the rewards

32 (2 G(XBdzZRIRER 6K2 YIe o6S | FdzyOdazylrtfte O2YLIS
AYF2NXYIFGA2YE YR A& NJNEfé GFdAKIGI GKS afiAatta (2
aéyéNJﬂéé G§KS ySSR T2NJ NBI RAY Ibe kffectivielK lGerate bNBE G LI |
YS@SNJ GFdzaAKG G2 ljdzSadAazy L]KS GNJ} OAaid yR RA&ONXR
O2YYdzyAide G €I NBS®E IS OFrftfa GKAa | GLISRI3I23A
Tom Paxton song as anexa®pl 2 F Gl 3I22R a0 dzRSyid oodd gK2 gAf Td

fASa¢y

What did you learn in school today, dear little boy | learned that justice never ends

of mine? | learned tha murderers pay for their crimes

of mine?
| learned our government must be strong

| learned that Washington never told a lie . .
It's always right and never wrong!

| learned tha soldiers seldom die ,
Our leaders are the finest men

| learned that everybody's free

'YR GKFGQa 6KIFIG GKS GSI

'YR GKFGQa 6KIFG L tSENYy

¢CKIGQa ¢KIFG L £SFENYSR A

| learned the policemen are my friends

And we elect them again and again

| learned that war is not so bad

| learned othe great ones we have had
We fought in Germany and in France
And some day | might get my chance.

? The beginning readers analysed included Part 1 School Journals and the original and revised Ready to Read series.
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'YR (KFGQa 6KFG L fSINYy
¢CKI{iQa o6KIFIG L t€SFENYSR A
(Paxton in Macedo,1995, p.82)

Critical and New Media Literacies

Thechallergeto this instrumentalist approach to literacy is critical literacy, particularly critical media
literacy (Blackburn & Clark, 2007; Morrell, 2007; Durgadrade & Morrell, 2008; Lea &ims,

2008. DuncarAndrade (2008, p.149) explains the high use @kctronic media by youth and the

YSSR F2NJ I GONRGAOIE YSRAIF fAGSNY O& LISRII23e 0
media narratives, develop muateeded academic and cultural literacies, and create their own
counter narratives to those of te media, which largely are negative depictions of urban youth and
GKSANI O2YYdzyAlASaodé ¢tKAd KAIK dzasS 2F YSRAI o@
report jointly commissioned by th#linistry for Culture and Heritage and Te Pufhkik™ in 2009

(Fryer& Palmer 2009, p.24sampledl,827 people aged 15 years and older. This research found

that young people and Mdori are two population groups that are ovegpresentedamongst a group

of New Zealanders who are heavy and extensiwrausf electronic medidevices

The Curriculum as a White Space: The Politics of Knowledge

The most essentialchallengehowever, if the implementation of The New Zealand Curriculum

(Ministry of Education, 2007b)n mainstream schools igoing to effetively support the
RSOSt2LIYSyd 2F al2NR |yR tlFaATAll &aBEngiBhSigracy Q Odzt (
levels or eventhe number of Maori and Pasifika language learning opportunitids.is how to

support teachers,and school leadersiot to just rethink their classroom practice in terms of
curriculum delivery, but to fundamentally examine the white space ideoldgt drives the
development of the curriculunand identify their own personal viewpoints within that paradigm

(Helfand, 2009 Kincheloe & Hayes, 2007; Sleeter, 2001, Swartz, 1992). As Michael Apple (1993)
explains,d& he thing is perfectly clear. The national curriculum is a mechanism for the political

control of knowledgé o LJdPHoO N UL Y

What countsas knowledge, the ways in whiahis organized, who is empowered to teach

it, what counts as an appropriate display of having learned it;jastlas criticallywho is

allowed to ask and answer all of these questions are part and parcel of how dominance

and subordination are reproducedyaR I f  SNSR Ay (G(KAa a20ASG&dQ
politicsof 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 whildisempowering 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
GOGKS (y2e¢6fSR3IS GKFG 320 Ayld2 aokz2z2fa Ay GKS LI a
2004, p.60). Rather, it is organised around a set of values and principles that represent particular
GrS6a 2F Yy2NNFtAGeE YR RSOALYOS FyR 2F gKIG G323
existing social and economic arrangememégjuire that some people are relatively poor and
dzyalAfft SR IyR 20KSNE IINBE y2i0Ké¢ oO6LIbcns SYLKIFAAE |
may help to maintain this set of arrangements. Schools preserve and distribute what is perceived to

0S Wit SIAISWRASIE HWYR gO2Y TSN WOdzf GdzaNF £ € SIAGAYI O8

' New Ze alidstrydoBMaoriNDevelopment
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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 apdognic 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 irady school practice. Antonia Darder (1995, p.331) describes

GKA& & GOdzZNNR Odzf dzy GKIFIG Aa AYyF2N¥SR o0& ARS2f?2
NBELINB RdzOS GKS R2YAYylIyl a20AaSieQa | aadzyLiikz2ya |y
2F a0Kz22fta (G2 NBO23IyArasS GKS AYLERNIFYyOS 2F Odz G dz
FYyR SftAlGAal AyGSNBada 6KAOK akKFLIS AyadAddziazyl f
WNHz Sa 2F GKS 31 YSQ NBLHMBEOSL HKI 208NBKEf YAVRI t
a0NHZA3tS gAGK SOSNEB RIFEe&X NBadzZ GAy3a Ay 6KFG 51
consciousness and voice, carried out in part by the best intentioned and well meaning teachers and
educational leaders® 2 dzNJ G A YS d¢

Determining success: Whose knowledge is of most worth?

Huia TomlindVl Ky 1S o6wnny 0 aGl dSaz aAyYyRAISy2dza SRdzOl A2
and measured against national and internatidhahorms, benchmarking tests and surveys

embSRRSR Ay 6SaiSNy KS3ASY2yA O @l tdsSa yR ARSIt aodé

aAOKIFSt 1 LILX S O6HnnnX LIDEAEOD 4148 GKS ljdzSadAazys «
that not only do our educational institutions function to distribute ideological values and knowledge,

& (i K Baultitnately help produce the type of knowledge that is needed to maintain the dominant
SO2y2YA0TX LREAGAOIET IyYyR Odzf GdzNI £ | NN y3aSyYSyiaa
legitimates the existing distribution of economic and cultural power.

Simhf F NJ [jdzSaiGdAz2ya FNB L2aSR o0& tSGSNI aO[FNBYy OHAnN
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 cultureAwhS 2 G KSNB Of SI NI &
McLaren identifies three types of knowledge constructed in schools: technical knowldugecan

be measured and quantified, practical knowledge, that is useful in our daily lives, such as functional
literacy and numeracy, @l social interaction, and emancipatory knowledge. Emancipatory
1y26ft SRIS GONBIF(GSa (GKS F2dzyRFiA2y FT2NJ a20Atf 2dz
goal of the critical educator and critical pedagogy.

It is technical knowledge however, thigtthe primary goal of our education system. The Ministry of
9 RdzO | Stat@mém af Intent2009-2014 (Ministry of Education, 20DP 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
achievemat for these students, the overall performance of the education system will
improve.

The plan identifies the six primary outcomes expected:

% |n 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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=

The opportunity to participate in high quality early childhood education

Every child achieves litgcy and numeracy levels that enable their success

3. Every young person has the skills and qualifications to contribute to their and New
%S tFyYyRQA& Fdzi dzNB

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

5. Maori enpying education success asaii

6. The Ministry is capable, efficient and responsive to achieve education priorities

N

The language of market forces and economic goals is clear. Having identified in the preamble, the
disparity in our system, the plan to adaethis is to focus on participation, literacy and numeracy,

retention to meet labour market needs, and the goalskaf Hikitia the limitations of which have

been discussed earlier in thisport. Further stipulated, in the indicators the Ministry wileuto

track the progress of the literacy and numeracy goal, is the implementation in 2010 of the
I32PSNYYSyiaQa ySé bl iaGA2yl f {dFYyRIFENR& Ay NBIRAY3
intermediate schools.

Michael Apple (2004, pp.335) explains the corattions between this technical, high status,
knowledge and the economy. Technical knowledge is required to keep the economy running
effectively and to maxinse opportunities for expansionhowever the widespread distribution of

this knowledge is not redred by everyone. As long as this knowledge is continually and efficiently

LIN2 RdzOSR> G(GKSy aoOKz22fa NS aSSy Fa R2Ay3 (GKSANI ¢
GKS LI NI 2F WYAY2NARAGEQ 3INRdAzZL) alideR$ BN T SBREET RISDY
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 stratifig individuals according to academic criteria easier.

Duncar! Y RNI RS g a2NNBftft ownnyo fA1SYy (dKAa az2NIlAy3
everyone supposedly starts at the same place with the same amount of Monopoly money:

Like Monopoly therhetoric of schoobased meritocracy suggests that everyone starts at

GD2¢ ¢AGK SljdzZt OKIFIyoOoSa (2 Y20S | NRdzyR (KS o6
that abound. ... Whereas the outcomes in Monopoly are largely random, heavily

influenced by the rolbf 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 dgeof rules, but they afford themselves a supplemental bankroll that

guarantees an unfair competition, one that for centurless produced the same unequal

outcomes in schools and in the larger society (p.3).

If schools are producing the outcomes they ardact designed to daand we continue to stratify

and sort young peoplexclusivelyaccording tathis high status technical knowledge, moatter how

many school reform initiatives, strategic intent priorities, new curriculum documents, or National
Standards we develop, or how much we euphemistically expect Maori studenitsaebiieve these

same goals butd & al 2NAZ¢ (GKS NBFIfAGASE FyR 2dz2i02YSa
Zealand schools will not change. Dunéardrade and Morrel(2008, p.4)acknowledge this when

they point out that if school achievement patterns had anything to do with intellect, we would
SELISOG GKSY (2 aY2NB Of2aS8Sft& YANNRNI 6KS NI yR2Y
human populationg Instead the reslis for schools are quite predictable. Thieyi  § S~ a2 S Ol y
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 taetfmination in
all matters. Selfletermination is about making informed choices and decisions and
creating appropriate structures for the transmission of cultlmowledge 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 vitalrtpof the twentyfirst century (The
/22t FLy3Ladlr {GFrdSYSyld 2y LYRAISy2dza tS2L) SaQ

Lessons L earned

The development of a secure cultural identity which allows young people to live and learn as who
they are has beethe central theme of this research and thiseport. 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 thiey are in terms otheir cultural dentity

is not to sentencgroung people to be forever trapped intiaditional cultural time warp. In fact, in

order to effectively integrate all those other identitied KS aO0OK22f aQ LIKAf2a2LKe

people first have to have a strong sense oflfsand cultural identityis seen aghe thread that
weaves through, and acts as their compass, in all of the other pathways our young peopl& walk.
secure cultural identity in schoatonnectsd @ dzR S y (i datadeinBdaringlto/tiie many worlds
beyond schoat including the international and future spaces.

This sectiordescribes social justice initiatives outside New Zealand. Although these exist in many
countries, | will focus specifically on three programmes in the United States because these are
communities and initiatives | personally visited and with whom 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, anditijastice, colonisation, assimilation,
racism and white spaces transcend borders to marginalise and pathologise young people the world
over.

These initiativesadd to the strategies outlinedn the previoussections to develop new ways to

I RRNB A al 3 KELIWGKRAQ GKFG NS y2i FNFXYSR o0& 2NJfA
tFAAFALFS AYRAISY2dza YR YAY2NRAGA&ASR aiddRRSyidaQ
At the | dzA ¢ | dzY' | G | * in AOD1, Mhsbnpufié set three goals for Mari education

policies that theyshould aim to equip Mori children andangatahi(youth)to be citizens of world,

to live as Mwori, and to enjoy a high standard of living. As noted &NiE 5 dzNA SQ&a 3I21 f &
incorporated into the Maori Education Strategga Hikitiawhich identifies, as a broad student
outcome K I Niabri |l@arners gain the universal skills and knowledge needed to successfully
participate in and contribute to Aear2 I b S¢g %SIfl YR YR GKS @2NIR¢
2008, p.20). In the introduction t&a Hikitia,Apryll Parata, Deputy Secretaryvlaori Education,

Ny =<

aLISF1a 2F | TFTdzidzNB TFT2NJ al 2NR @82dziK 6K2 FNBI &O3

supported by their respectiveeducationcommunities, at home, in te Ao Maori, in Aotearoa New

LSEEFYR YR Ay GKS Jt206Ff 62NIRE OLIPPO D | 26 SGSNI

effective and participating global citizens if we are not connectirgtho 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 beenhree prolonged efforts by parents in the Clover Ra@tara, community, over a

span of 20 years, teesist and reject alienating school environments in favour of a releaiitical,
culturally-located, bilingualmodel of schooling. Two of these campaigns have been successful after

many years of protest The first saw the change from Clover Patiermediate to Clover Park

Middle Schooland 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. Tie outcome of the thirdan appliation from Pasifika parents to enable their children to

remain in their bilingual Samoan, Tongan and Cook Islands Maori learning environments through to

Year 13js as yetin process Unfortunately, echinitiative has been met with exactly the same

oppostion from our education authorities These objections have very little to do with the

SRdzOF GA2y 2F (GKAAa O2YYdzyAdGeQa &2dzikK |yR S@SNRGK
WySig2N] Q 2F SEA&AGAY 3T & OK2dadtwod of statgfunded FchoBld | £ Y A~
already provide an education relevant to all students d@hdy 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 exampl# bfdzRI OA 2 dza K2 LISQ ¢
Andrade, 2009) and a model that challenges and resists the white spaces in our schools.

Resisting and Changing the White Spaces

1. Poc Ur Block & Stepping to College and Consciousness in East
Oakland Community High School

| firstencounteredd ¢ KS 5 S T A (Figuted orstiee iwallynéDr. Jeff Duncany RN> RS Qa | yR
2l gyS [ Fy3aQa OflaaNe2y 4G4 9Fad hlF1ftlryR /2YYdzyAl
were not able to participate in the programme until they had comedtiThe Definite Dozeto

memory and their rendition had been approved by their classmates. Every lesson ended with the

whole class sayinghe Definite Dozeim unison.At the end of our visit one of the gifts presented to

us by the young people in the ctawas a framed copy of ¢ KS 5 S F A whichil rougit hadky ¢

to students in our two schools, which now is displayed in our scidwhrenuj and which staff
subsequently translated into Maori.

The Definite Dozeepitomises the spirit of the 11th Grad®uth and the teachers | met that day. |

sat in on their urban sociology class where they were studying the ancient Chinese philosophy of the
| Ching | rode the BARTwith them from East Oakland into San Francisco and attended their class
at the univerty. Afew 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 (A&R&) Meeting in a session
entitled, Doc Your Block: Critical Pedagogy Through Youth Participatory Action ResHarchas

their 10th GradgNZ Year 1Iesearch.

13 Bay Area Rapid Transport monorail
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0The Definite Dozenbo

(DuncanAndrade, 2005)

¢ KAa

Oof I

THE DEFINITE DOZEN

G5Aa0ALX AYyS e2dNBSEF a2 (KIG y2 2yS8S S§tasS Kl a
TO ENTER YOUR REVOLUTIONARY STATE OF MIND

1.
2.

Be responsibl€To yourself, to youramily, to your community, to our world.)

Be respected, be respectfiRespect yourself. Demand that others respect you. Respect
others.)

Behones [ S RSENE R2y Qi YIFI1S8S SEOdzasSas GKS& Yl
Be loyal(Stand alongside those who have the least.)

TO DISCIPLINE YOUR REVOLUTIONARY STATE OF MIND

5.
6.
7.

Work (Every day, everywhere.)

Study(To study is a revolutionary duty.)

Character over reputatior{Character is who you are when no one else is looking. Reputatic
who other people say you are.)

Believe(Doubters never win, revolutionaries never doubt.)

TO BUILD A SUCCESSFUL REVOLUTION

9.

10.
11.

12.

aa

Be selfcritical (No revolution is complete without a culture of séffiprovement. There is no
culture of seHimprovement without a culture of seheflection.)

Acknowledge the knowledgéTeach and be teachable.)

Build with allies, influence the enemg{Execute the 5 phases: identify, analyze, plan, impleme
evaluate.)

Be relentlesgNever, ever give up.)

IANRdzZL) 2F aidzRSy G a BTG pragtaiNdiaitiatdd byiFarSFrandiscoS LI § 2
{GFGS | YABSNRBAGE QA 0O asCq responsk Pof the JIBt&binglyF lowleRedzCof G A 2 Y
academicengagement, achievement, graduation, and college eligibility among poor and working

& 2 dz{Hitlalgd & Dub@ubrirbide, 2009p.2. The STQrogrammepartnered a

university professor with a local high school, allowing students to epsd each semester in a high
school class and a university seminar cld®g exposing these young people t@thigor and culture
of university courses the STC programme hbp®e prepare them for college succefs.3). In the
video greetings theeast Oakland Community High School ciaasle to introduce themselves to
senior students in Te Whanau o Tupuranga, atmevery student proudly stated they were
YReigt) EQandaMashma/ Q 4 {Fy CNIydradz2 {41 GS

' VA BSNEA G

The urban sociology class was made up of 30 studebfsLatino and 14 African American. The
overwhelming majority of the group would haween considered low achievers by conventional

measures and approximately half of the class had been recruited due to their reputation as some of

l.j

minute block, three times a week. Hidalgo and Duntayi R NI R S

KS

a0K22tQa Yz2ad OKIF ff Sy Ihdfade, 2000d6SHuhcaddraded | A R
& Morrell, 2@8, p.144).The class met, with Professor Duneandrade as their teacher, for a ninety

| tNEredits producey &

STC must be understood as the outcomes of an intense commitment ealélelopment of
pedagogy and curriculum that create meaningful relationships betweachers and students, while

14

Grade 10 is the equivalent of New Zeal andd.sintheUA 11,
grade levels are often referred to as follows: Grade 9 & Freshman Year, Grade 108 Sophomore Year, Grade
11 8 Junior Year, Grade 12 & Senior Year. When students begin college (university) these names are again
used to describe each year, i n the same sequence.
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maintaining a high level of critical intellectual rigor 6.LJbhedoc Ur Blockesearch was an
example of this commitment.

The Doc Ur Bick project took student sociologists througthe five stages of critical praxis: 1)
identify a problem; 2) analyze thgroblem; 3) develop a plan to address the probjethimplement

the plan; and 5kvaluate the impact of the plan (Duncémdrade & Morrdl, 2008). In the first

stage students were introduced to three key sociological terms, hegemony, ceuegemony and
habitus, through readings, films and lectures. They then used those terms to analyse elements of
popular youth culture, such as telein 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 preasah, 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 arthegimabout 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, dsic 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 Keshstders in

the school community were:

To prepare three main products for the conference: a twenty minute PowerPoint
presentation, an eighto-i Sy YAy dziS d. f 20dzySy i NB ¢ -t R2 OdzY Sy {
fifteen-page research report. The division obda 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, researcmethods, hypothesis, findings, and

reconstructed theory; 2) the research report needed to have sections covering the same
G2LAOCA a GKS t26SNI2Ay4T YR o0 ¢KS a.f20dzyS
of the social theoretical terms, countémstances, and reconstructed theory (Dunean

Andrade & Morrell, 2008, p.146).

Il F gAy3 4SSy 020K GKS Wof20dzySy il NASaQ dognk (KS LI
2yte FdZRASYOS 2F Y2NB GKIyYy wm(p.h48)INd dgaditese Fourdgll dzR Sy
scholars a standing ovation at the AERA Conference in Chicago in 2007, | can attest to the raw
honesty and academic rigour of this work. Dunéardrade(p.149)comments,dThe real value of

this project rests in the way it helped students-emvision their communities and their roles

creating and contributing tacounternarratives that promote hope and seleterminationd &s

Assata, told the AERA audience:

¢2 0SS O2YLX SiSte Kz2ySaid X 6S RARgE@honihnKAy{1 685
our community because we believeet hegemony just like everybodyt a Sd® ¢ KI G4 Q& 4K

our key data, the stuff we just [preated], is so important becaudé proves us wrong
about our own communityp.147)

In Grade 11, their Junior year, the researchtlig 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 themselve$or these reportsto the community allowing the public to evaluate

and compare schools ffostudent achievement, environment, resources and demographics. The
sociology class provided their own SARC based on their perceptions of their anbdooleated a

plan for school improvement.Againthese young people presented their findings the AERA

Annual Meeting in New York in 200®uring their 12thgrade year they researched the presence

and/or absence of human rights in classic literature and popular films, as well as within thmitssch

and the Oakland communitgnalysingwhy these humanrigéi a ' NB8 SaaSydAialt G2 |
life and how to fight to gain access for those who are detiesdr basic right{Hidalgo & Duncan

Andrade, 2009p.22.

Beginning fi and Ending

The East Oakland Community High School (B@€edin 204, part ofa wider community school
NEF2NY Y2@0SYSyidiz AyAdGAFGSR o0& | 3ANRdzL 2F Y23KSN
their children, in large, overcrowded, poorly resourced schools were receiving a vastly different
education from children in the affluerills 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 Gdes 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 20072008 the Oakland Unified School District, under state contralesits bankruptcy in 2003,

KFR 2LISYSR ndod ySg avlff aoOKz2z2fa IyR Of 2aSR (KNEB:
(Vasudeva, Darlinglammond, Newton, & Montgomery, 2009, p.5). Unfortunately, one of those

three was East Oakland Community High Schod al KINI2 oHnnt0 NBLRNIDA:
parents claim there are political motivations behind the shut down. School district officials point to
KFNR ydzyoSNE®E -feuhderyd® EQC) wiHiex agreéeingCOtilere was room for
improvement, askedor 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,tleid junior year

was disrupted by the threat of closure hanging over their heads:

2 5Q@S TFAylLtte ONBFGSR G4KS O
tKSe&QNBE Ay@SaidAay3a oS zaS
y2i tS4G GKSY R2gys¢ Yy

dza X ®2 KSGKSNJ 2NJ y2d ¢S o0St A
AK2dz R 32 dzlJd ¢KSeQff ySOSNI acht
RSAAIYSR (G2 YSIadaNB:z odzi 2d
guoted in Maharaj, 2007).
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Marching for Justice

The decision to close EOC devastated students, staff and the community and they took ac&8n. On
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 abo8t tha OK 2 2 f Waig Of 2 & dzl
(2009b)describes the march

Their journey transgressed lines of representation, drawn by a state administration that
had depicted the youth as disorderly, asthool savages. It also transgressed colorlines
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and hoodlines, veryreal social divides that structured ghetto space. On Macarthur

Boulevard and 63Avenue, 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. S8 A AR dz2NHSy(dfeé>x G¢KS@QNB Of 2aiy3a 9h/
The youth motioned, his set dropped their arms, and the marchers passed. State turf also

had its gang. Police were hired in extra humbers 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

The 8 Mile Marchers, 2007

In spite of elguent speeches from some 30 students, staff, parents and community members, they
GSNBE dzyl 6ftS G2 OKIFIy3aS GKS 02FNRQa RSOA&AAZ2YI TFAy
school would officially close in June, 2007, the end of the school year. r&jgBa07) quotes Jeff
Duncan! Y RN} RSQ&a ¢g2NR&a (G2 (GKS @2dziK AYYSRAIFLGSte& ¥

¢CKS LS2LX S GKIFIG YFIRS (GKS RSOA&AA2Y FINB y2i0 FN
O2YYdzyAlléed ! yR (KSé LI-AYRBHARIYSYVE agyiiydzIKE y 3 dzy
GKS RSOAaA2Yy (2yA3dKId LQY NBIFFTFFANNSR®E

GL 3INBg dzZLJ +a +y FGKESGS FyR L Fftgleéea o6l yaSR
A02NBd® CNBSR2Y Aa | 22d2NySeéXxX hdz2NJ FNBSR2Y A&
G¢KAA YI NOK érkbhobk. Lodk in &ny higioky Doolkfar &uindreds of students
YFENOKAY3 F2NJ FNBSR2Y |yR SRdZOFiA2Yy> FyR &2 dz
GNAGGSY Al KSNB (2RlI&¢ d6al KINI2X HAATO®

t I NByida 6SNB GKSyYy STl 6A0K dicaidgnicldides.iWand Yangi A zyé
SELX Aya GKFIGZ Ay 6KIG KS OFrftta aGKS 9h/ 3IK2a0Gf
their children in charter schools, and some chose not to send them to school at all. Some
(specifically, the parents aftudents working in the STC programme) chose to enra aharter

school and to send them each morning to class in a converted house in the westside gheitg.

(2009b) states:

It is difficult to express without understatement, the risk taken by theselents 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
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