
CHAPTER EIGHT

Maori Education

INTRODUCTION

This chapter seeks to examine the subject of Maori education. In this process it
draws, where relevant, from the more general discussion of pluralism and educa
tion policy in Chapter 7.

As indicated in Chapter 7, the relative educational under-achievement of ethnic
minority groups is a common problem in many countries. Certainly this is true of
the Maori population in New Zealand. The educational performance of Maori
students is considered later in this chapter. However it should be noted that poor
educational achievement is only one of a number of indicators that together paint
a depressing picture of Maori disadvantage. Unemployment figures reveal a
similar pattern of under-achievement and inequity. Based on provisional 1986
census data, 14.9 percent of the Maori labour force is unemployed compared with
5.8 percent for the non-Maori labour force.

Education and employment differences are also reflected in Justice Department
statistics. While Maori people comprise 12 percent of the population, in 1984
nearly half (47.4 percent) of male prison inmates (males constitute 95 percent of
the total prison population) were Maori. Statistics on conviction and sentencing
for crime in general show that Maori offenders were also over-represented in these
areas.

What emerges from such statistics is a clear picture of social and educational
disadvantage. And, as Wagemaker ' observes, 'Given the positive relationship
which has been almost universally established berween educational achievement,
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socio-economic status and equality of (educational) opportunity, it is not surpris
ing that one of the main areas to receive critical attention from both 1faori and
non-Maori is education.' However the reasons for Maori educational under
achievement and the appropriate policy responses are not nearly so clear. This
chapter seeks to address these issues, though necessarily, mainly because of
absence of adequate research data, in a very tentative way. The following two
sections are largely descriptive-of the history of Maori educational policy and of
current debate in the area. The subsequent two sections outline Maori/Pakeha
educational outcomes and some theoretical considerations. Finally some conclu
sions are drawn from the preceeding discussion.

Policy on Maori Education'

It is a common place that today's solution becomes tomorrow's prob}em. In a
sense this is true of Maori education: today's problems stem, at least to some
degree, from the successful implementation of yesterday's 'solutions' of Euro
peanisation and assimilation. This section looks briefly at the 'solutions' of
yesteryear.

From the earliest stage of New Zealand's colonial history, the education of
11aori people was seen as an important part of the process of peaceful colonisa
tion. Lord John Russell, the Colonial Secretary, in a letter to William Hobson,
the first Governor wrote:

The education of the youth among the aborigines is of course indispensible to the
success of any measures for their ultimate advancement in social arts, and in the
scale of political existence.'

Daglish-1 notes that Russell was content that provision of an education service
should, as it was in England, be entrusted to the religious agencies and that his
views were acted upon by his successors FitzRoy and Grey. 'FitzRoy believed that
the chief aim of the education provided should be the assimilation of the Maoris
into the Pakeha population whilst Grey, with his 1847 Education Ordinance,
implemented his predecessors' views by providing government funding to only
those missionary schools which contained in their curriculum religious education,
instruction in English and industrial training, and \vere prepared to submit to
inspection' .

By 1840, Beaglehole5 reports, 'a large proportion of the Maori population
could read and write in their own language.' Gorst, writing in 1861 of the 11aori
village schools in the Upper Waikato, observed 'the children are well informed in
the elements of religion and read their own language well; their knowledge of
arithmetic varies with the genius of the teacher; there is an universal attempt at
English, though the results as far as pronounciation is concerned, most eccentric."
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For various reasons, Maori schooling declined significantly over the next decades.
Harker' lists the major factors as including growing rvIaori nationalism, the
reluctance of Maori parents to be separated from their children, and the Land
Wars. By 1865, he notes, 'it was estimated that only 22 11aori pupils were
attending any form of school in the colony.'s

Until the 1860s, schooling for :Maori children was almost exclusively provided
by missionaries. The Native School Act 1858 made grants of money towards
Maori education and thereby inaugurated significant state involvement in 11aori
education. From the parliamentary debates on 11aori education after the 1860s if
is clear that social control and Europeanisation were seen as important compo
nents of Maori education. The Land Wars no doubt considerably enhanced the
interest in social control. Major Heaphy argued in parliamentary debates that:

It was hardly surprising that they should hear so much of Hauhauism when this
retrogression (in Native schooling) was considered . . . Any expenditure in this
direction would be true economy, as the more the natives were educated the less
would be the future expenditure in police and goals. (PD 1867 p863)".

'Civilisation', through education was seen, by some at least, as an alternative to

control by military action-and a cheaper one at that.
The pressure for Europeanisation through education was also very much

present-no doubt seen, in part at least, as within the social control objective, as
well as having the more laudable aim of enabling Maori social progress. Harker'"
quotes the following excepts from parliamentary debates on the 1867 11aori
Schools Bill:

J C Richmond.... for a people in the position of the Abori race it was a first
condition of their progress to put them in the way of learning the language of the
inhabitants and Government of the Colony. (PD 1867 p862)
Hall .... (the Government's) great aim was the civilisation of the remnant of a
noble race.

Harker" notes that many Maori people acquiesced in the Europeanisation
process and that this was illustrated by the participation by Maori MPs in the
passing of the 1871 amendment to the Maori Schools Act. He comments that the
suppOrt of Maori MPs 'may have strengthened the beliefs of Pakeha members
that what they were doing was in the best interests of all.' Walker" sees the
development of Native Schools in a less charitable light, as a 'campaign against
Maori culture' based on the 'pakeha's assumed superiority over the Maori (which)
was built into the institutions of the new society, including education.'

Europeanisation remained, according to Harker," present within the state
education system as the underlying function of Maori education well into the
nventieth century. In the 1930s there were some changes in emphasis in Maori
schooling, including changes in the curriculum to give it a practical, vocational
(agricultural) bias, but 'it is doubtful if any of these (changes) seriously affected
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the underlying function of Europeanisation.'l~Indeed such changes could be seen
'as instrumental and manipulative with clear implications for social control and
occupational placement. '15 In terms of the functions of education as developed in
Chapter 2, the integration and economic appear to have been dominant. More
over integration was in terms of Pakeha society, rather than a Maori or even a
bicultural society. Similarly the economic function was limited to a narrow range
of rural vocational occupations, notwithstanding that anumber of lvIaori people
had reached positions of considerable eminence in public and professional life. It
was, of course, also the case that economic production of New Zealand was
predominantly agricultural and associated servicing, and employment for both
Pakeha and Maori centred around a relatively narrow range of occupations.

An interesting shift from assimilation to integration is indicated in a Depart
ment of Maori Affairs publication of 1962. It advocated 'integration' which it
defined as:

... a dynamic process by which Maori and Pakeha are being drawn closer together,
in the physical sense of the mingling of the cwo populations as well as in ,the mental
and cultural senses where differences are gradually diminishing. Remembering that
the dictionary definition of the verb 'to integrate' is 'to make whole' we regard the
integration of Maori and Pakeha as the making of a whole new culture by the
combination and adaptation of the cwo pre-existing cultures. ,(,

This appeared to envisage a combination of the two cultures into a new
culture." However, as Harker'H comments, when the balance of power between
two cultures is unequal, it is the less powerful that tends to do the adapting.

In the nineteenth century, the Maori language was used as the language on
instruction in junior classes, with an early transfer to English encouraged. Policy
towards the Maori language changed early in the present century. The speaking of
Maori in classrooms and playgrounds was actively discouraged. Whether the
punishment meted out for speaking Maori in schools was official policy is
disputed. On this question, Sir James Henare commented to the Waitangi
Tribunal'9 'the facts are incontrovertible. If there was no such (official) policy there
was a very effective gentlemen's agreement!' Whether official or not, this policy
has contributed to the promotion of English as the living language of the l\1aori.
However it is doubtful if the 'policy' per se would have much effect; it probably
only re-inforced what was perceived to have been in the economic best interests of
Maori people. The consequences for te reo Maori were either not foreseen or, if
they were, were nonetheless accepted by many Maori people as well as Pakehas.
The active discouragement of Maori language and culture in schools was espoused
by Maori leaders and parents as well as by teachers and Educational Department
Officers who genuinely saw this as being in the best interest of Maori children.
Walker20 notes that 'Ngata, the greatest Maori leader of this century saw facility
in English as the means of gaining access to taha pakeha (European culture). At a
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conference in 1936 he stated that if he were to devise a curriculum for Maori
schools he would make English four our of the five subjects of instruction. 2! Three
years later Ngata changed his view point \vith his perception that education was
subverting Maori culture by producing Maoris who were unable to speak their
own language.'

The first half of the twentieth century sa\\' some accommodation of Maori
language. It had become a matriculation subject in 1918 and was listed as a BA
subject in the calendar of the University of New Zealand in 1929. In 1934 it was
included as a subject for the school certificate examination. However, the decline
of the Maori language continued. Walker" notes that whereas in 1900, over 90
percent of Maori school entrants spoke Maori, by 1960 this had fallen to 25
percent. 2

' Dr Bruce Bigg's evidence to the Waitangi Tribunal gave similar figures:
in 1913 90 percent of Maori school children could speak Maori, 26 percent in
1953 and less than five percent in 1975. 21 Bur school practice, whether official or
not, was not the only factor at work in undermining Maori language and culture.
The Land Wars, land sales and the drastic decline in the Maori population must
have combined to cause considerable cultural decline and malaise in the late
nineteenth and early twentieth century. The rural to urban drift after the second
world war must also have hastened Maori cultural decline.

Since the middle of this century, there have been increasing departmental
efforts to teach Maori language and culture at all levels of the education system.
In the late 195Os the teaching of Maori in secondary schools was increased. By
1980 a majority of New Zealand secondary schools offered Maori language as a
regular academic subject. Elements of the 1hori language were included in the
work of many primary schools in terms of arrangements announced in 1974 by
the then Minister of Education. However nor all developments in this period were
seen as helpful to the Maori cause. Fitzgerald2

' notes that in 1956 the decision
was made to terminate Maori schools 'despite research evidence that indicated
that most successful Maoris-according to University Entrance, academic success,
leadership roles, and so forth-came more often from Maori schools than other
public (regional Education Board) schools.' He considered that even more signifi
cant was the fact that Maori opinion was 'completely ignored in favour of the
Government's homemade notions of the inevitable evolutionary laws of "accul
turation'" as evidenced in] K Hunn's 1961 Report on the Department of Maori
Affairs. 2(, Fitzgerald sees the same pattern in the lack of attention given to the
recommendations of Richard Benton 2" and others on bilingual education.

Departmental efforts clearly did nor satisfy the lvfaori community. Their con
cern at what they saw as the imminent demise of the Maori language l,ed them to
establish the Kohanga Reo language nests. Over a hundred Kohanga Reo were
established between "1982 and 1984; they now number nearly 500. This move
ment involves the families of participating children as well as other Maori
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speaking adults in the community. As Benton2S observes: 'Many of the parents of
these children wish them to continue to be able to use Maori in their formal
education. This has led to an increased and persistent demand for the establish
ment of Maori/English bilingual schools, or units within schools, in both rural
and urban areas.' This demand remains high on the current education policy
agenda. At the university level, Maori people have also felt the absence of an
institution geared to their own needs, and they established their own university at
Otaki-Te Wananga 0 Raukawa.

Appendix I to this chapter provides a brief summary of the main departmental
activities aimed at promoting the use and retention of Maori language and culture
since the 1950s.

It is not yet clear what relationship is emerging between lYfaori and Pakeha or,
more particularly, what role the education system can be expected to play in this
developing relationship. Clearly, though, 'Europeanisation,, 'assimilation' and
unequal integration play no part of conscious educational policy. The following
section looks at some of the concepts in current discussion.

Current Discussion on MaorijPakeha Relationships
as they Affect Educational Policy

A number of official and semi-official documents have been produced in recent
years on Maori/Pakeha relationships and their consequences for education policy.
The variety of 'models' or emphases which emerge from such documents is
indicative of the complexity of the subject and, perhaps, of the still fluid nature of
the debate. This section draws substantially on Benton's 1984 article. 29

Multiculturalism-with a Dominant and Several lVIinority Cultures

The Department of Education, in its report 'Educational Policies in New Zea
land' prepared for the 0 ECD examiners in 1983, \0 identified nine 'major issues
with clear implications for organised educational effort.' The first and second
were:

The development of a national cultural identity. The last decade has
seen a fundamental change in New Zealand culture reflected in an
emerging awareness of identity as an independent South Pacific nation.
The arts and literature display a vigour and diversity which are altering
the country's self-perception. The total development is leading to
considerable shifts in emphasis within education.
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11 Ethical and cultural diversity. This diversity is seen, for example, in the
resurgence of a sense of Maori identity by Maori New Zealanders, and
the growing awareness of the rights of ethnic minorities ...

Benton31 comments, in reference to these issues as identified by the Depart
ment, that 'Despite its apparent importance, however, neither the Department of
Education's report, nor the OECD Examiners' response to it, .makes clear in
practical terms what developing a national cultural identity is likely to req~ire

from the education system or from those who are affected by it.' Benton" goes on
to write that the examiners instead directed themselves to issues such as 'multicul
turalism' on which they stated:

... there is a real, and as far as we are able to ascertain, entirely genuine concern
that the peoples of New Zealand should learn through schools and colleges to live
tOgether in peace and harmony, to respect one another's values, and to create a
genuinely multicultural society based on a core of shared values, and yet offering
adequate means for the expression of cultural diversity. II

Benton34 notes that the examiners' report seemed to reflect similar assumptions
to those of the 1976 Task Force on Economic and Social Planning particularly in
the Task Force's listed priorities of 'greater awareness of the multicultural nature
of New Zealand society' and 'recognition of the special place of cultural activity
in building New Zealand's identity.'''

Benton36 sees both documents as giving the impression of the need to prevent a
Pakeha majority from gobbling up minorities. The model is one of a Pakeha
majority having to reach an accommodation with a number of ethnic minorities,
including the Maori. The question that arises, therefore, is how to contain this
tendancy on the part of the majority and to 'give the oth'er inhabitants of the
country an opportunity to be themselves.' Interestingly he sees the barriers
(' colour feelings' and the ethnocentric character of the Pakeha) between Maori
and Pakeha as being not always withour advantage to both groups in this respect.
He quotes Watson!7 on this point:

The Maori people are not inflamed by white exclusivism. If anything they are
uneasy about inclusivist policies, for while they have adopted much of the culture
of the pakeha they are not yet willing to have their Maori culture assimilated our of
eXIstence.

Partnership

The existence of a special and unique relationship between the Crown and the
.Maori people has been affirmed by the Treaty of Waitangi Act and by the legal
status given to the Treaty in various other statutes. In its recent finding on te reo
Maori, the Waitangi Tribunal addressed the question whether giving Maori
official recognition will necessarily lead to a requirement to similarly treat other
minority ethnic languages, as follows:
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We do not accept that the Maori is juSt another one of a number of ethnic minority
groups in our community. It must be remembered that of all minority groups the
Maori alone is parry (0 a solemn treaty made with the Crown. None of the ot~er

migrant groups who have come (0 live in this COUntry in recent years can claim the
rights that were given (0 the Maori people by the Treaty of \X!aitangi.
Because of the Treaty Maori New Zealanders stand on a special footing reinforcing,
if reinforcement be needed, their his(Orical position as the original inhabitants, the
tangata whenua of New Zealand, \vho agreed (0 allow our European forebears (0

come and setele here with them. is

The Tribunal did not feel able to make particular recommendations on many
of the educational issues raised. Instead, they recommended that an urgent
inquiry be conducted into the way Maori language and culture is taught at school.
The main focus would be on the ' ... serious complaints of practice, procedure
and attitudes on which the claimants have produced such a body of evidence ... '
The Tribunal was in no doubt that the education system is failing Maori children.
'The promises in the Treaty of Waitangi of equality in education as in all other
human rights are undeniable. Judged by the system's own standards Maori
children are not being successfully taught, and for this reason alone, quite apart
from a duty to protect the Maori language, the education system is being
operated in breach of the Treaty.' W

The Tribunal did not specifically identify the reason for Maori failure at school.
It came closest to such an identification in its conclusion (6.3.2) where, immedi
ately after saying that the education system is at fault in respect of the education
of Maori children, it said that it 'suspect(s) that somewhere at some influential
level in the Department, there remains an attitude-it may be in planning or in
education boards, or at the level of principals or head teachers, we cannot say-a
vestige of the attitude expressed by a former Director of Education who wrote in
the middle of the first half of this century:

... The natural abandonment of the native (Ongue involves no loss on the Maori

... (See Maori and Education, Ed, P M Jackson 1931 at p 193)

We have no reason to think that such an opinion is held in the topmost levels of
the administration in the Education Department today, bur whether it does exist
at other strategic points in the system is a matter of concern. We say that opinion
is wrong and should be rejected.' Also, in its discussion of evidence given to it on
Maori education, the Tribunal seems to accept the view that the monocultural,
Pakeha, nature of schooling is a major reason for Maori educational failure. '"

The Tribunal takes an optimistic view of the potential of the school in
reducing racial tension. 'If the people of New Zealand want to avoid racial
tension and racial violence in the future the place to begin is in the schools. The
more Pakeha New Zealanders grow up knowing Maori culture and history (for
which they must be familiar with the language) the more will adult New
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Zealanders relate warmly to one another as Pakeha and :Maori come to show each
other mutual respect.'"!

Although, as noted above, the Tribunal declined to make specific recom
mendations on education (this was left to the inquiry) they do appear to

encourage movement in a number of areas: the eradication of attitudes among
teachers and administrators disparaging of Maori language and culture, the
teaching of Maori culture (including some language) and history to all children,
and greater leadership by the Department in meeting Maori educational needs
which might include more bilingual schools, alternative (Maori) schools, special
schools for Maori children, and more flexibility in recognising the qualifications of
Maori language teachers.

Professor Hirini Mead in a contribution to the New Zealand Planning Coun
cil's publication He mataptma developed the theme of 'twO people, one nation'
calling for autonomy for Maori New Zealand with Maori as an official language
and a partnership of complete equality between Maori people and subsequent
immigrants.;2 Benton argues that such a perspective rests on the assumptions that
the tangata whenua status of the Maori is still a valid concept and that the Treaty
of Waitangi guarantees that status. Further, this status, Benton considers, carries
with it the implication of the right to a deciding vote in the disposition of
resources and the regulation of social affairs: fundamental to the acceptance of this
argument being the notion of Maori seniority in relation to all new comers, and
the understanding that the Treaty transferred administration to the Crown with
sovereignty and associated Mana being retained by the Maori people.

In discussing the concept of partnership it is important to bear in mind that the
partnership expressed in the Treaty is between the Crown and the Maori people
and not between European immigrants and the Maori people. It is true that Mr
Justice Cooke stated at one point in the Appeal Court judgement on the State
Owned Enterprise case that 'The Treaty signified a partnership between races.'
From one viewpoint this is true if the Crown, in 1840, is seen as the embodiment
of the British people. However, his other references, and those of the other judges
to the Treaty partners being the Crown and the Maori people seem to be more
precise in a legal sense. The distinction is not merely pedantic since, if the
partnership were truly between peoples, there could be objections to the Crown
using taxpayer funds (contributed by Maori as well as non-Maori people) to

compensate for breaches of the Treaty. There would also be the practical difficulty
of deciding who would speak for the Pakeha partner. It seems therefore prefera
ble, and legally correct, to understand the partnership as between Crown and
certain chiefs qualified by the long-standing convention that the rights and duties
accepted by the chiefs apply to Maoridom in general. It also seems clear that
government passed to the Crown without any suggestion that the aboriginal
inhabitants would always retain a 'deciding voice'. In the Court of Appeal
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judgement on the State Owned Enterprise case, lvfr Justice Bisson stated that 'it is
in accordance with the principles of the Treaty that the Crown should provide
laws and make related decisions for the community as a whole having regard to
the economic and other needs of the day' (emphasis added). However in exercis
ing the right to govern, the Crown should not unreasonably infringe on the
property rights of the Maori people that were guaranteed by the Treaty. The
question of sovereignty, as distinguished from government, is a complex one.
According to the Maori text of the Treaty (as translated by Professor Kawharu) it
was chieftainship (rangatiratanga) that was retained by the Maori people. The
two texts taken together would seem to indicate that, subject to certain safe
guards, both government and sovereignty were ceded to the Crown.

Notwithstanding the cautions that need to be borne in mind when using the
word 'partnership' in relation to Maori and Pakeha in terms of the Treaty, the
concept can provide some helpful perspectives. As Benton'; points out, while
multiculturalism tends to submerge Maoridom in a 'pot-pourri of "minorities"',
the two-nations theory recognises that New Zealand does have a 11aori history
extending well back beyond recent European, Asian and Pacific immigration. 'It
also asserts that this historic and mythological past is relevant both to the present
and the future.' However Benton is careful to warn against the danger of other
ethnic groups feeling 'put down' as a consequence of a restoration of the Maori
language. He considers that the need is 'to create (or recreate) a climate where
Maori language is obviously part of the New Zealand scene.'l'

Although he doesn't develop a specific programme, Benton writes with appro
bation of the suppOrt of Maori language study in primary and secondary schools
by many non-Maori New Zealanders. This development, and the symbolic use of
Maori language in greetings and on formal occasions does, he suggests, show how
the Maori language can 'transcend ethnic boundaries, and act as a unifying force
at the national level. '45 Similarly the use of Maori designs 'demonstrate that New
Zealand's uniqueness in the family of nations is enhanced by and partly depen
dent upon the country's Maori heritage.'l6

The Committee which recently reviewed the school curriculum47 also affirms
the tangata whenua status of the Maori people, and refers to 'Historical neglect of
Maori people as citizens of equal status and rights .... ' This view of equal
citizenship is enshrined in the third article of the Treaty which refers to the
protection of the ordinary people of New Zealand by the Crown and states that
their rights and duties are the same as those of the people of England. It may
therefore be surmised that certain basic rights are available to all New Zealand
citizens and that these include freedom from racial or cultural discrimination.
Equally, the Treaty would appear to endorse the principle of non-compulsion in
matters of language and culture: this being in keeping with both its spirit and
letter. The Curriculum Review Committee does, in fact, advise against making
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Maori language compulsory in schools. Yet, it also considers that 'Schools must
help all their students live effectively in society. This should involve all students,
Maori and non-Maori, in learning the basics of Maori language and cul
ture. ,48Apart from specific teaching of Maori language and culture, taha Maori is a
,"Maori dimension" which is meant to permeate the school .... '<9

Maori Language and Culture for All

The report Race against time produced by the office of the Race Relations
Conciliator and published by the Human Rights Commission in 1982 50 made a
number of recommendations and comments that appear to suggest that the aim
should be equality of Maori and Pakeha in terms of language and culture. It calls
for Maori language and Maoritanga to be 'placed within the (education) system
on a par with Pakeha traditions-not just an extraneous subject to be taught if
principals feel like it, but as an integral part of the curriculum. '51 It added that
'The depth of the culture must be taught. Things Maori should not be just seen
as something for Maori people, but as something that is shared by and is relevant
to all New Zealanders.' The sharing of Maori language and culture by all New
Zealanders is a recurring theme. 'It (a multi-cultural New Zealand) will also
mean that the minority groups, particularly the Maori, will need to invite the
Pakeha to share aspects of their culture. '52

Race against time sees the Maori language as not just for Maori people and
criticises official recognition of the Maori language in the Maori Affairs Amend
ment Act 1974 'as the ancestral tongue of that portion of the population of New
Zealand of Maori descent.' Much more than this, the report 55 considers that
Maori should be seen as a conversational language for all people of New Zealand.
It also made specific recommendations on the availability of bilingual schooling
and for Maori or a Polynesian language ability to be made mandatory over a 20
year period for a wide range of occupations.

Benton54 notes that Race against time is 'one of the few official or quasi-official
documents which clearly accepts the consequence of tangata whenua status for the
Maori population, and the associated implication that New Zealand culture and
identity, as they develop, must be rooted in, and derive inspiration from, the
Maori culture and identity which have preceded them.' He does, however, have
some serious cautions to make. Firstly, he warns that 'an excessively enthusiastic
interest in a minority culture by a dominant majority may lead to an appropria
tion of the minority culture, which will rob the minority of its identity as
effectively as any other process of assimilation. It is in fact by resisting "sharing"
that the minority maintains its existence: it is like a drop of water constantly
threatened by the presence of a sponge. A sudden conversion of the mass of
Pakeha New Zealanders to the cult of multi-culturalism could be quite disastrous
for minorities in New Zealand.'55
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Secondly, Benton warns against compulsion in regard to bilingualism as a
prequisite for a wide range of occupations as this could lead to 'a rapid deteriora
tion of inter-ethnic and race relations, and lead to a severance of Maori language
from Maori culture.' Furthermore, the language requirement 'would discriminate
almost as effectively against people of Maori ancestry as it would against those
from the so-called Pakeha majority.' Moveover in any contest, the Pakeha major
ity with numerical supremacy and greater command of educational resources
might well prevail over the Maori. Quite apart from these reasons and those set
our in on page 224, it is important to strongly endorse the principle of non
compulsion in the interests of social harmony. Instruction in language and culture
is usually intended to broaden understanding and promote social harmony.
Compulsion could have the very opposite effect. An obligation on the parr of the
Crown to help in the preservation of Maori culture where this may be threatened
is one thing, but any alleged obligation on the parr of non-Maori persons to learn
the Maori language (other than perhaps a basic minimum in a social studies
context) is quite another.

Maori Language and Culture as 'First and Foremost' Maori

A view which contrasts with the preceeding one of sharing of Maori language and
culture, including elements of compulsion, is one which accords with mana
motuhake (a Maori political philosophy emphasising Maori control over Maori
Affairs) and the spirit of the Treaty of Waitangi. Benton illustrates this view with
a quote from the then Minister of Maori Affairs, the Hon M B R Couch:

If we want the Maori language to flourish, I believe that the remedy is in our own
hands. We have our Maori speakers. We have our own whanau programmes, our
whanau wananga where we can learn our tongue, speaking our own dialects, and
using Maori words whenever possible . We speak it on the marae. We are doing
that in the wananga, in the homes, at the tangi, wherever we meet. We must not
make our language a special separate subject, bur what it was before: a language of
love, home and friendship, a symbol of our nationality. The way should always be
open for other New Zealanders to join in, if they want to; bur they must do so
through real interest, and not because of compulsion. Our pride in being Maori
must come from freedom, our heritage, and our own self-reliance and culture, and
I believe we are accomplishing this. We cannot expect anyone else to do it for us.

Bentons
(, sees much wisdom in these remarks. They emphasise that 'the Maori

language should remain first and foremost Maori: it is this quality which validates
its claim to be also the New Zealand language. This means that the task of
revitalising and perpetuating the language belongs in the first place with the
Maori people.' This does not, he adds, mean that Maori people should not accept
help from all New Zealanders (including, inter alia, education institutions) in
carrying out this task.
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The Waitangi TribunaP' also takes a firmly non-compulsory line as regards
Maori language in school or its use on public occasions. 'Official recognition (of
Maori) does not imply compulsion' and 'We do not see that compulsory educa
tion of this kind (that is, Maori as a compulsory subject at school) necessarily
follows official recognition.' However it does consider that when Maori is made an
official language for use in courtS, and in dealings with government departments
and all local bodies that it will be appropriate to require bilingual qualifications in
many positions in the public service. 58

Maori Educational Attainmene9

It was noted in Chapter 7 that, as regards ethnic educational attainment, most
educational programmes in OECD countries have been 'by and large disap
pointing from every point of view' and 'Children from minority ethnic groups are
over-represented among low-achievers everywhere.' It has also been noted that, in
contrast to other OECD countries, New Zealand remains remarkably optimistic
about the potential of formal education to contribute to, inter alia, social equity.
This optimism seems to spill over into expectations for Maori children. Inspite of
a more accommodating official attitude to Maori language and culture since the
195 Os, Maori educational achievement remains depressingly low. Yet the authors
of the Curriculum review appear to have strong expectations that the implementa
tion of changes contained therein will substantially improve attainment levels of
Maori pupils relative to that of Pakeha pupils. Apparently (,xpectations have also
been expressed that the change in school certificate grading procedure from a
pass/fail system to one of grades will especially benefit Maori pupils.

It is important to appreciate the size of the educational attainment differences
that currently exist between Maori and Pakeha. School certificate statistics for
1985 reveal that while about 53 percent of non-Maori pupils who were sitting
the examination for the first time passed at least four subjects, about 24 percent
of the comparable group of Maori students passed at least four subjects. Thus,
proportionally, more than twice as many non-Maori as Maori pupils passed at
least four subjects in the 1985 school certificate examination. When some indi
vidual pass rates are examined, it is clear that for this cohort there are dramatic
differences in achievement between Maori and non-Maori:
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TABLE 8.1: School Certificate Pass Rates-Select Subjects* 1985

NZY3EY

Subject

English
Mathematics
Science
Maori (Language/Cult)
Geography

(percentages)

Maor/

37.5
40.6
39.5
60.4
35.2

Non-Maori

60.9
65.8
64.8
56.0
62.0

Difference

-23.4
-25.2
-25.3
+4.4
-26.8

NZY3E3 is the group of students sitting English and at least three other subjects in their
first year in form 5 and represents 91.0 percent of all first year form 5 students

Ethnicity until 1985 was determined by teacher identification-in 1986 a method of self
identification allowing multiple identification was used.

'*' Reproduced from Wagemaker 1987

The preliminary result of the 1986 school certificate examination results (see
Appendix II) indicate a rather similar result. Certainly there is no significant
alteration in Maori attainment levels relative to Pakeha levels. This is particularly
so, as Wagemaker60 notes, when it is remembered that progress to the sixth form
in a subject is restricted by many schools to those students who have achieved at
least a B2 pass in that subject.

On an 'all subjects' basis, it will be seen from Appendix II that 21. 5 percent of
Pakeha candidates scored A passes whereas only 7.4 percent of Maori (AM)
candidates scored passes at this level. What is more significant perhaps, is that
only 26.5 percent of Pakeha candidates scored below B2 (the level required to

proceed in a subject) compared with 51.5 percent for Maori (AM) candidates.
'Thus nearly twice as many Maori candidates as Pakeha candidates received what
in the educational and perhaps economic market place will be deemed a restrictive
pass. '61 For most individual subjects, the results translate as a modal Grade of B1
(56-67 percent) for Pakeha students compared with C 1 (31-44 percent) for
Maori students.

As could be expected, differences in the school certificate examination results
for Maori and Pakeha are reflected in different school retention rates. The
following table (and Appendix III) show that, while between 1960 and 1979
(inclusive) there has been a significant increase in the retention rate from form 3
to form 7 for both groups, there are substantial differences between the twO
groups.
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TABLE 8.2: Apparent Retention of Third Form Secondary
School Entry Cohan Through to Form seven 1960 to
1979

Entry Cohort Total Maori

% Yc

1960 8.1 1.0
1961 7.8 1.2
1962 8.1 1.0
1963 8.8 0.9
1964 9.9 1.1
1965 10.4 1.5
1966 11.2 1.4
1967 12.4 1.7
1968 12.6 ') ~

_.)

1969 12.4 1.9
1970 12.5 1.9
1971 12.9 1.9
1972 13.6 2.2
1973 13.5 3.0
1974 14.1 3.0
1975 14.3 3.9
1976 14.5 3.6
1977 15.5 ~ ')

).-

1978 15.6 3.8
1979 17.5 4.1

l\'oll-Maori

Yc

8.7
8.4
8.7
9.6

10.9
11.4
12.4
13.7
13.9
13.8
13.9
14.5
15.3
15.2
15.9
16.0
16.5
17.9
17.8
20. 1

Source: Pole: (forthcoming) derived from Education Statistics of Ne\\' Ze:t\and 1961-1984. Reproduced
from \'Vagemaker 1987.

It will be seen from Table 8.2 that in the 20 years, 1960-1979, the Maori
retention rate went up four times from 1.0 percent to 4.1 percent while the
Pakeha retention rate went up two-and-a-half times from 8.7 percent to 20.1
percent. However what is significant is that the gap has increased in favour of the
Pakeha-from 7.7 percent in 1960 to 16.0 percent in 1979. As Wagemaker ("
observes this 'situation is a matter of considerable concern when consideration is
given to the fact that in terms of school leaving qualifications large gaps in
attainment exist between the twO groups (for all levels of qualifications) and in
particular when it is recognised that as recently as 1985, while overall one-third of
school leavers had no formal qualification, nearly two-thirds (62.3 percent) of
Maori pupils left school without any formal qualification.' Of all the Maori
students who left public and private secondary schools in 1984, 23 percent were
in their first or second year and so were not eligible to sit school certificate. The
corresponding figure for non-Maori students was 6 percent.!';
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The trends in the Maori attrition rates are, overall, far from encouraging.
Appendix IV illustrates trends in the proportion of Maori and non-Maori students
succeeding in external examinations and awards. Appendix V compares retention
rates from form 3 to forms 5, 6 and 7. The differences in retention rates to forms
5 and 6 have remained large but fairly stable. However the difference in retention
rates to form 7 has widened. The retention rates from. form 3 to form 5 are of
special interest because, while a ceiling of 90 percent enrolment appears to have
operated for non-Maori students, for Maori students there has been an effective
ceiling of less than 70 percent. Thus, under present conditions, the chances of the
percentage of the Maori form 3 cohort completing form 5 significantly exceeding
70 percent is very low.

The choice of subject taken by Maori and Pakeha at secondary school also
indicates differences with Maori pupils tending to take 'softer' options which are
less likely to lead to further education or to the more profitable jobs in the labour
marker. It is not known to what extent subject decisions are taken by Maori
children themselves, and to what extent teachers act as 'gate-keepers: guiding
children to subjects they, the teachers, deem suitable. Maori male and female
secondary school students as a percentage of all male and all female secondary
school students taking various subjects in 1985 were as follows:

TABLE 8.3: Maori Secondary School Students as a Percentage of
all Secondary School Students Taking Various
Subjects in 1985

English
Maori
French
Latin
Maths
Applied Maths
Physics
Art HistOry
Physical Education
Technical Drawing
\Y/orkshop Technology
Engineering Shopwork
Woodwork
Bookkeeping
Typing
Maori and Polynesian Studies
Social Studies

C'/r

13.3
64.1

4.5
1.8

12.9
3.8
4.7
6.9

13.7
11.8
24.8
13.9
16.0
8.7

16.4
39.3
15.3

,\It/ori Felllt/le
c;r

13.6
63.7

4.5
2.0

13.4
3.3
4.2
2.8

14.1
15.1
45.4
24.8
21.8
10.2

15.3
31.9
15.5

SOl/rce: Subjens selected from 198G Educarioo Srarisrics of New Zealand
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The take-up rates of pre-compulsory education also indicate wide variations
berween Maori and Pakeha which may contribute to differing success rates at
school. The Fenwick, Norman and Leong (1984) studl4 found that, whereas
84.7 percent of European children entering primary school in 1980-1 had
attended some form of pre-school, only 59.2 percent of Maori children had had
such experience. Fenwick et ai, drawing on a social indicatOrs survey undertaken
by the Department of Statistics, also found a strong relationship between parental
occupation and pre-school attendance. 'Four year olds whose fathers and/or
mothers were in employment in the production, transport and labouring category
were least likely ro attend pre-school; 23 percent of children with fathers in this
category and 42 percent of those with mothers in such work did not attend pre
school. For those with fathers and mothers in the professional, technical and
related fields category the figures were 2 percent and 3 percent respectively.' This
indicates a class bias in pre-school usage which mayor may not be related to
ethnicity. It should be noted that the Fenwick et al survey was undertaken before
the establishment of Te Kohanga Reo. Because of this and increases in. take-up
rates since the survey, the current situation for Maori pre-schoolers may now be
signficantly better.

Separate figures on Maori and Pakeha enrolment at university level are not
available. However, clearly wide disparities exist. Older'" calculated that in the
Auckland and Waikato areas alone, if Maori students were to go on to university
at the same rate as their Pakeha counterparts some 2,000 Maori students could
have been expected to enrol for university in 1976. In fact only 64 did so. Jones,""
in a study of enrolments at the University of Auckland, estimated that Maori
students were under-represented by a factor of 3-4: 1, and concluded that ethnic
background was some form of barrier to access to university.

While Maori participation rates at university level are undoubtedly very much
lower than Pakeha rates, Maori students with UE are, according to Nash,'" mote
likely to proceed to university than non-Maori students with DE. Further, Nash's
inspection of the 1981 New Zealand Census (10 percent sample) revealed no
difference in the value of credentials to Maori and non-Maori young people. Nash
concludes from this that 'qualified Maori school leavers were just as likely to
obtain higher occupations as other groups. They are not, to be sure, as likely to
obtain those credentials, but that is another matter. ",s

Unjustified absence from school is another reason for lack of academic attain
ment. Here tOo there are considerable differences between Maori and non-Maori:
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TABLE 8.4: Unjustified Absence Rates

Non-Maori
Maori
Total

Primary

Non-Maori
Maori
Total

Monday in
October 1966

%

0.31
2.53
0.49

0.22
2.10
0.47

Secondary
,\fol/day II!

Oct/No I , 1977
%

1.32
2.89
1.53

0.3
2.41
0.59

SOl/rce: Derived from Taylor A ], Sturrock F 1,,1 and \\?hite ] E. Absence jiwl/ schoo! (Supplementary
Report), Department of Education, 1982.

The gap between Maori and non-Maori reduced during the 1966-77 period but
the differences remain very large. The difference in justified absence rates is also
very large: in 1977 the approximate rates were:

TABLE 8.5: Justified Absence Rates

Maori
European
Pacific Island

Primary
%

6
4.5
5

Secondtll)'
%

8
5
6

SOl/rce: approximate readings off graph in Taylor et a!, 1982

A feature of Maori absence rate is the difference in both justified and unjusti
fied rates between schools according to type of location-particularly between
rural and urban.
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TABLE 8.6: Approximate Absence rates-Maori students:
According to Location

Main Centre
Other Urban
Large Town
Medium Town
Small Town
Rural

JlIStified
%

9
8
9
7.5
7.5
6

Unjustified
%

6
4
4.5
5.5
4.5
2

Source: approximate readings off graph in Taylor ff ttl 1982

While there is a similar trend for Pakeha students, it is not nearly so marked as
that for Maori students.

To improve the relative performance of Maori children, progress will be needed
on a number of fronts. As Wagemaker('9 observes, a strategy of simply encourag
ing retention rates may not improve any future comparative analysis in terms of
academic achievement if it is assumed that the currently retained Maori cohort are
academically more able. Further, he notes that 'It is also l,nlikely that a strategy
to improve retention rates through the senior school will be successful if there is
no visible improvement in comparative rates of achievement.' It will also be
important to increase Maori participation rates in the 'harder' more academic and
more marketable secondary school subjects. Any relative improvement in aca
demic performance will necessarily also involve a substantial narrowing of absen
tee rates. Increased Maori uptake of quality pre-school provision may well
enhance subsequent school success, and this may already be happening through
engagement with Te Kohanga Reo.

Ie is too early to assess whether the new school certificate grading system will
encourage more Maori children to stay longer at school and to gain, or at any rate
attempt, higher level qualifications. The replacement of the pass/final method by
grading will not per se do any thing to improve Maori school attainment levels or
subsequent employment prospects-nor, of course, will it necessarily change the
mix of subjects taken. Changes in the curriculum and the change in school
certificate assessment procedures may lead to a desirable increase in Maori student
retention rates. However this may initially result in an even larger contrast
between average achievement rates for Maori and Pakeha students.
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Educational Theory and Research with Reference to
Ethnic Attainment Differences

This section seeks to consider the possible reasons for the significant differences
between Maori and Pakeha in educational attainment. No claims are made here
to expertise in this area or to independent research. Hopefully what follows is,
nonetheless, a helpful contribution to a very important area of public policy, in
which there are, potentially, very considerable public resource implications, partic
ularly as regards language, as well as implictions for social equity and harmony.

It is clear that a number of Maori students, irrespective of socio-economic
status, do very well at school and at the tertiary level. As an ethnic group,
however, they do very poorly. Thus as Wagemaker'o points Out:

The dilemma for research . .. lies in the challenge to explain the differences
between macro and micro level analysis of Maori school achievement.

The differences must have something to do with the student, or the culture of the
homejethnic group from which the student comes or the school or some
combination.

An early explanatory hypothesis for ethnic under-achievement was that of
cultural deprivation. Harker" and Walker" refer to the currency of this hypothesis
in the 1960s. This hypothesis appears to have been widely rejected. 7

\ Harker"
cites McDonald's75 Hawkins,'r, and McCallum's 77 language research results as
dearly rejecting this hypothesis. Harker 'H also refers to St George's (1975-1977)
review of the studies of cognitive or performance tests. '') St George concluded,
inter alia, that it is an unwarranted assumption that Pakehas would out perform
Maori students on measures of intellectual ability (verbal or non-verbal).

The rejection of the cultural deprivation explanation of differential achievement
does not, of course, exclude ethnicity as an explanatory variable. Harker''''
reviewed a large body of research inco the complex relationships between environ
mental variables, ethnicity and school achievement. His summary of this material
is as follows:

In summary then it is clear that there are a number of environmental variables
which relate to ethnicity on the one hand and to school achievement on the other.
In most cases these environmental variables exacerbate the achievement differences
between Maori and Pakeha-at the statistical level Maoris tend to have more child
health problems, larger famiiies, to live in more depressed areas with poorer
schooling environments and lower social status in the community. However, in the
studies where such factors have been taken into account (admittedly no study has
taken all of them into account simulaneously) there is usually still some variance
left ro ethnicity, which points to the probability that cultural difference itself (the
difference between the culture of the child's home and community, and the culture
inherent in the curriculum, organisation and teaching methods of the school) is an
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independent causal factor in the lower achievement of 1faori children in New
Zealand schools.

The importance of socio-economic status as an explanation of variations in
educational achievement is clearly important for both Pakeha and Maori. Yet,
with some exceptions (notably the work of Hugh Lauder), the sociology of
education in New Zealand has largely concentrated on attainment differences
between ethnic groups rather than between social classes. This may be due, to

some extent, to the emphasis in the past on Europeanisation and assimilationist
policies. Wagemaker~1 suggests that 'In parr this may be attributable to the fact
that while, as in almost all countries, New Zealanders, have for many years
placed great faith in education as a means of reducing social inequality and
achieving social justice, it has also been seen by many as one of the primary
mechanisms whereby a harmonious multi-cultural society may be achieved.'
Nash~2 notes that 'Educational inequality between classes seems no longer to be a
matter of public concern in New Zealand but there is, of course, a great deal of
concern with educational inequality of Maori students.'

The work of Lauder et al HI shows that there is a strong relationship between
school leavers' class origin and class destination. For example, while over 13
percent (of their surveyed group of nearly 2,500 1982 school leavers in Christ
church) with a working class background entered an upper class work destination,
51 percent of those from an upper class background did so. More importantly,
they showed that this pattern can not be explained by differences in scholastic
ability between the classes. They divided the surveyed group into high, average
and low scholastic ability groups. They found that:

At each level of ability the children of Upper Class parents are more likely to enter
the Upper Class than their Middle and Working Class peers. So, for example,
while 75 percent of leavers from Upper Class backgrounds, with high scholastic
ability, enter their parent's class, only 34 percent of leavers from Working Class
backgrounds, with the same ability, enter the Upper Class. In other words, those
from the Upper Class have over twice the advantage of those from the Working
Class even though they are within the same ability range. The difference in
advantage between the classes is increasingly magnified as one descends the ability
ranges. The results are similar whatever ranges of ability are chosen and they are
similar for both sexes.

In seeking to explain what happens at school and in the transition from school
to work to produce this result, Lauder et al xi noted two points. Firstly, working
class children do not achieve as highly as their upper class counterparts, even
when ability is taken into account. Secondly, working class pupils are less likely to

enter the upper class even when they do attain DE.
Lauder et al,X\ while noting that educational attainment is significandy related

to race, believe it a mistake to view the problem of educational failure solely in
terms of race. They pointed out the significant differences in school certificate
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results as between classes-only 12 percent of upper class students left school
without school certificate passes compared with 36 percent of working class
students. They also note that, as only about 3.5 percent of their sample group
were Maori, the differences that exist have little to do with race.

The question which the work of Lauder and others on educational differences
between classes in New Zealand raises is whether :Maori under-achievement is due
to factors relating to their ethnicity or to the fact that, by and large, they belong
to lower SES groups. In Chapter 7 the view was expressed that inequalities
basically lie within the public, economic and political domain and are influenced
by factors ourside the school. In other words schools may merely reproduce
inequalities the origin of which lie outside the school. If this is so, then only
applying more resources to the education of ethnic groups may prove to be a
disappointing solution in terms of improving ethnic, in this case Maori, educa
tional attainment relative to that of the majority group. Further, as Lauder et a/ 8

('

point out, 'So long as failure is seen as merely related to race and to different
racial cultures, policy makers do not have to examine inequality within the
economic system and so the privilege of those who have profited from the
economic system remains untouched.'

While acknowledging the importance of class as an explanatory variable, many
educationalists have pointed to cultural differences as another important variable
(see Harker's survey of research referred to on page 246). The higher absentee
and attrition rates of Maori children may point in this direction but do not
necessarily indicate ethnicity rather than class. There do not appear to be any
studies available of absentee and attrition rates by class-bur it could reasonably
be expected that they would indicate similar results to the MaorijPakeha studies.
The much more marked difference between urban and rural locations for Maori
students may, however, indicate the greater difficulties Maori people have in
urban, essentially Pakeha, New Zealand. Also the fact that students who identify
themselves as Maori only do rather worse at school certificate than students who
identify themselves as of Maori descent may indicate a degree of cultural aliena
tion (see Appendix II). 87

The Waitangi Tribunal, in its finding on te reo Maori, said that it suspected
that attitudes disparaging of 1'Iaori culture and history exist somewhere in the
education system. In context, the Tribunal clearly considers that this is one reason
for Maori children not being 'adequately educated' (6.3.2-see also page 222).
Such suspicions are very hard to verify. However Harker"K reviewed research into
attitudes at the level of the classroom. He found that 'In summary the research
(he reviewed) shows that while teachers may more often than not be quite
ignorant of many aspects of Maori culture, there is little evidence of discrimina
tion in classroom practices'. However, Harker did go on to suggest that there
might be more fundamental forms of discrimination arising from the 'facts that
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Maori culture is clearly of little interest to teachers, and the Ivfaori value system
(is) of such little significance in the organisation of the schooL' The monocultural
nature of the state school system was also of concern to the Waitangi Tribunal in
its findings on te reo Maori,89 and the Tribunal clearly saw it as a factor in lvfaori
under-achievement.

Educational sociologists have, in recent years, increasingly turned to this matter
of cultural difference in an attempt to explain why equal educational opportunity
has not, by and large, led to equal educational attainment. As mentioned in
Chapter 7, the work of Halsey and others had documented, as Nash90 observes,
'the relative impotance of educational systems to interrupt established patterns of
social reproduction-and disappointed hopes for social reform predicated on the
egalitarian agency of the school .... '

According to Nash,91 it is now widely accepted that the relatively poor levels of
educational attainment by Maori students 'are primarily a consequence of their
poor conceptions of themselves as people unable to succeed in Pakeha society
. . . . In children this tme cultural deprivation is manifested as a negative self
image that actively inhibits the development of cognitive structures required for
the acquisition of what is, in any case, regarded as a culturally alien scholastic
knowledge, transmitted by a culturally alien pedagogy, and evaluated by cultur
ally alien procedures and standards. It follows from this theory that if Maori
students can be provided with a cultural and educational environment in which
they can develop vigorous, ethnically based, conceptions of self-identity the level
of Maori educational attainment will rise.' Nash goes on to comment that this
'dominant theory of educational and social inequality in New Zealand is thus a
theory of primary effects with specific reference to ethnic differences.' Here
primary effects refers to actual differences between social groups in educational
attainment. Secondary effects refers to differences in educational attainment
caused by the tendency of equally qualified students of different social origins to
make different educational decisions.

This dominant theory largely depends for its theoretical underpining on the
work of Pierre Bourdieu. Harker91 summarises Bourdieu's views as follows:

According to Bourdieu the individual who is socialised in the family context
acquires linguistic and social competencies as well as the qualities of style, manners
and know-how. The family equips the child with expectations about its future,
with criteria by which to judge success and failure, and through its culture and
language with a particular disposition toward the values which dominate the
schools. Hence, in the New Zealand context a middle class Pakeha child acquires a
code with which to decipher the messages of the dominant culture. Bur those who
do not acquire such 'cultural capital' from their family are left with the school as
their only link into the dominant culture. It follo'ws then that anyone from a group
other than that whose culture is embodied in the school is disadvantaged. In
consequence, for many Maori children there is a discontinuity between home and
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school, between the academic knowledge of the school and the common sense,
everyday knowledge of the home community. It is this cultural rift which Bourdieu
sees as the fundamental cause of the perpetuation of social divisions. Education for
Bourdieu is not an equaliser because its curriculum, methods and ethos are derived
not from the generalised culture of a society, but from the culture of the dominant
group in that society. Hence anyone who succeeds in the schools becomes accultur
ated into the dominant group. Thus education may facilitate the transfer of
individuals across social and cultural boundaries, but through itsacrions reinforces
the existence of those boundaries between groups.
Bourdieu's concept of 'cultural capital' covers all groups within a society, not juSt
ethnic groups, hence it allows us ro examine provisions for Maori Education and
those for working class, Pakeha children within a single theoretical framework.
Further, this framework, concerned as it is with dominant economic and political
groups must deal with power and with social control (Bernstein, 1977 p196).9;

Further, according to Nash,')l Bourdieu does not see the school as a passive
instrument that recognises and 'objectively' certifies the dominant cultural code.
'For in (Bourdieu's) theory, schooling does have its own power to shape con
sciousness, over and above the power of the family and it is clear that the role of
the school is acknowledged as active, and not merely passive in its "legitimation"
of family acquired (cultural code).'9)

In Bourdieu's theory the school's failure is located in its structured refusal to
develop a 'universal pedagogy'-a pedagogy that takes nothing for granted
able to succeed with relatively unprepared working class pupils. However, as
N ash')!' notes, there is little in the literature to encourage the view that such a
univeral pedagogy can be devised and implemented in such a way as to eliminate
ethnic and class differences in cognitive structures by advancing the progress of
students from lower class or ethnic origins to the level of middle class children.
Further, Nash observes that 'it is difficult to imagine a way of imparting numer
acy and literacy, a developmental imperative in a technical society, in such a way
that those already cognitively and socially prepared to assimilate this instruction
will not move ahead and stay ahead of those not so prepared.'

Another French theorist, Boudon, appears to regard secondary effects as more
important than primary effects. According to Nash,'r Boudon is interested in the
game of social mobility, or social reproduction, and the part education systems
play in that game. Boudon seeks to explain a seemingly contradictory phenome
non-whereas over the last 30 years educational inequalities have lessened in
most advanced countries, rates of social mobility have remained relatively
unchanged. One important observation he makes is that, if individuals improve
their level of educational credentials in the hope of maximising employment
prospects, this will have a collective effect, if all or most people adopt such a
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strategy, of raising overall expenditure on education and inflating levels of qualifi
cation while leaving every one in the same relative position. This, as Nash
observes, appears to be a universal feature of educational systems.

Boudon argues that the statistical over-representation of upper class children at
the highest educational levels is due to rational cost-benefit analyses made by
upper and lower class students. 'At successive choice points it becomes ,more
rational for lower class students to settle for the gains they have made, whereas for
upper class students only the highest level of education will improve or maintain
their position. '98 N ash99 summarises Boudon on this point thus:

Boudon suggests that socially differentiated choices by equally qualified students at
the point of entry to higher education can be accounted for by the fact that it is
rational for working class students to enter courses with a relatively low status
destination, for example technical work, since, for such students, such a destination
nevertheless represents a gain and may open up further opportunities, and, in a
similar manner, it is less rational for middle class students to choose a course of
study that, for them represents or threatens relative downward mobility,. and hence
their aspirations are more likely to be directed towards the higher level courses,
accountancy, law, medicine, and such like. Working class students, however, stand
to gain even from less prestigious courses of study, general arts, applied technology,
and so on, and also stand to lose more, in terms of family solidarity and such like
considerations, by choosing to enter a higher course.

Boudon thus sees analysis based on different decision processes as constituting a
more convincing account of the rigidities in social stratification than explanations
in terms of the opposition of a dominant and a dominated class (or, presumably,
in terms of opposing ethnic groups).

Nash applies some of Boudon's statistical tools to model the flow of .Maori and
non-Maori pupils over time and between occupational classes. One basic aspect of
the model is that educational attainment does not automatically lead to high
occupational status. For example, in any cohort of top credentialled school leavers
some will go straight into employment or be unemployed and will not go onto
further education. On certain asSltmptions, the parameters of such models indicate
that they will lead over time to equality of Maori educational attainment and an
equal distribution of positions in the class structure. This happens because there
appears to be no secondary effects operating on Maori access to higher educa
tion-in fact, as already noted (see page 23 1) Maori students with DE are more
likely to proceed to university than non-Maori students with DE. Nash lf

)() com
ments on this 'Whether this relative privilege nullifies the effects of class is not
known. It would be particularly interesting to know whether working class Maori
students with DE are more likely to enter university than non-Maori working
class students with DE, for if that is so, as it may be, then the strategies of ethnic
consciousness and affirmative action may be proving effective.'
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It should be emphasised (as Nash does) that the models are extremely simple
and intended primarily for illustration. However, on the basis of such data as can

,be observed, Nash considers that, in the absence of cultural bias, the parameters
of the model indicate a move towards equity of attainment and' class distribution.
He goes on to point out that evidence of cultural bias is, in fact, rather hard to
find. '... qualified Maori school leavers were JUSt as likely to obtain. higher
qualifications as other groups .... Most non-Maori students with UE do not
enter further education but a large proportion, perhaps even a majority, of
similarly qualified Maori students do.'lol However many questions remain unan
swered, and it is certainly not yet possible to confirm that the Maori population
might, indeed, even now be gradually moving towards a situation of equality.

This section began with a comment to the effect that research is required to
explain the differences between the high level of achievement of some Maori
students and the generally low level of attainment of Maori students as a group.
Clearly a substantial research effort is still required. One key area is to determine
to what extent environmental factors such as SES are responsible for low 'levels of
Maori educational achievement and to what extent there are ethnic related
matters. The outcome of research to date indicates that SES and other environ
mental matters do not entirely explain Maori under-achievement. When genetic
and cultural deficiency explanations are rejected, we are left with explanations in
terms of Maori self-esteem and/or the education system. Research does not yet
enable us to determine the relative importance of their various explanations, that
is, environmental (SES notably), self-esteem and the education system.

It is a matter of urgency that more research effort is made into these questions.
Public policy response will be a hit-or-miss affair, probably based on pressure
group pronouncements, if this is not undertaken and the results heeded. At
present, the chance of expensive policy misses seems to be considerable, with
continuing poor levels of Maori achievement and consequential problems of
societal harmony resulting from disappointed expectations. Some research is in
place. For example the Department/University of Auckland joint project focus
sing on the pre-school socialisation experiences of matched groups of Maori,
Pacific Island and Pakeha pre-schoolers. Wagemaker 102 comments that 'One
significant factor of this research is that it attempts to take into account differences
in perspectives that may be attributable to cultural diversity.' However, more
research would seem to be indicated. One obvious area would seem to be into the
effects of attendance at Te Kohanga Reo on subsequent school performance.
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Some Conclusions

The brief survey of the history of educational policy in New Zealand suggested
that some, at least, of today's problems in terms of 1faori educational achieve
ment stem from yesterday's solutions of Europeanisation, assimilation and inte
gration. With the benefit of hindsight it is clear that this must be the case.
Educational policy, until quite recent times, has been detrimental to the preserva
tion of Maori culture and self-esteem and, thereby, it seems, to Maori educational
attainment.

It would be all too easy to conclude that if the early educationalists had got it
right all would have been well. Clearly, though, there were other factors
powerfully at work in undermining Maori language and culture. The Land Wars,
land purchases and the drastic decline in the Maori population were mentioned.
Also the opinion of the majority Pakeha group was inimical to taha Maori-often
for blatantly opportunist and racist reasons. At base there was a powerful clash of
cultures and the dominant culture, in terms of numbers and technology,
progressed while the other declined.

It is important to stress these other factors because they suggest the rather
limited role that formal education may in fact play in preserving-or destroy
ing-ethnic cultures. It is tempting to conclude that present difficulties are only,
or even predominantly, due to past educational policies and that ergo if only we
get present educational policies rig~t all will be well. Unfortunately things do not
seem to be quite as simple.

One important observation from the brief historical survey is that the most
important policy initiative (perhaps the only really important one) in recent
decades aimed at preserving Maori language and culture was taken by Maori
people themselves, and that the programme-Te Kohanga Reo-is being run
outside the state system by Maori people themselves albeit with state funding
assistance. The Department has been criticised for slowness to act and for not
itself producing a programme such as this. Whether this is justified or not is now
immaterial. But it may well be the case that, for success, Maori people had
themselves to act, and that it is just as well that it was Maori initiative and not
bureacuracy that produced the programme. Another important wholly Maori
initiative was the establishment of the Maori university-Te Wananga 0

Raukawa.
Official opinion, is clearly moving towards a greater recognition of the Treaty

of Waitangi. As a consequence, it is no longer possible (if it ever was) to view the
Maori people as just one of a number of minority groups. lvIaori people as the
only other signatory to the Treaty have a special place in New Zealand notwith
standing their minority situation in terms of numbers. Quite \vhat this means in
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terms of public policy, including education policy, is an ongoing process as Acts
of Parliament are interpreted by the Courts, as the Government makes decisions
on Waitangi Tribunal recommendations and so on. At the same time, many of
the lessons that are being learnt on the need to be more sensitive to Maori values
will also be useful in enabling other cultural outlooks to be better accommodated.
This accommodation could take the form of access to public resources in appro
priate circumstances.

Another issue is that of socio-economic class. To the extent that additional
assistance to Maori people is to those in the lower SES groups, there will be
questions about whether this constitutes unfair treatment of non-Maori people in
similar social and economic circumstances. There are no easy answers to these
questions. One answer, though only a partial one, is to ensure that programmes
designed for Maori people allow open entry to non-Maori people. This, in fact, is
the case for Te Kohanga Reo and the Maori Access schemes. But it may well be
that other minority groups should be allowed a fair share of resources to set their
own programmes subject to Government criteria and monitoring. WI This would in
turn raise the broader issue of assistance for non-ethnic groups who wish to
establish their own schools, for example those with religious and philosphical
views which they wish to permeate the school environment.

The sections on MaorijPakeha educational attainment and on theoretical
considerations highlighed both the size of the 'gap' and the lack of research data
to guide policy response. One important initial consideration is to specify objec
tives in this area. One broad objective that would seem to embrace most concerns
is to aim to achieve a distribution of Maori people across the economic spectrum
which is much more similar to that of non-Maori people. Since access to higher
economic status is largely dependent on educational attainment, this has impor
tant implications for the education system. But it is important to emphasise that
the education system has a restricted role. It may to some degree compensate for
inequalities that arise outside the system but it can, by no means, entirely remove
them. Again, to the extent that Maori educational under-achievement is due to
lack of self-esteem as an ethnic group, then the educational system can, likewise,
only playa restricted role. Certainly it can help to lessen attitudes disparaging of
Maori culture, and it can introduce all students to the richness of Maori history,
language and culture. But, as Chapter 7 emphasised, it is very doubtful that it
can 'teach' an ethnic culture in any real depth. An attempt to do so may not only
fail, but also could be counter-productive in terms of inter-racial harmony
especially if it is seen as being promoted at the expense of basic education. As
Richard Benton has emphasised 'the task of revitalising and perpetuating the
Maori language belongs in the first place with the Maori people' (see page 226).
But, as Benton has also observed, this does not, of course, exclude assistance from
the rest of the community.
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Policy initiatives for Maori education may have to proceed on three broad
froms. Firstly, the Maori community needs assistance to revitalise its own lan
guage and culture. Secondly, the rest of the community needs to acquire a more
appreciative attitude and understanding of the Maori heritage. Thirdly, the aim
should be to enable Maori individuals to have access to the skills, knowledge, and
attitudes that enable 'success' in the wider society which, as noted in Chapter 7, is
increasingly global and technological.

As regards the education system, the first 'front' will require ongoing assistance
for revitalising Maori language and culture. The discussion in Chapter 7 on
minority cultures generally and earlier in this chapter on Maori issues suggests
very strongly that this is primarily a task for Maori people themselves, though the
rest of the community can assist through the provision of resources as appropriate.
In practical terms this will involve continued assistance for Te Kohanga Reo.
However there will clearly be consequences for the school sector in terms of
greater provision of bilingual education. It may be that the essential homogeneity
of the state school system will continually undermine any attempt to achieve this
aim, and it can only be achieved through alternative institutions, possibly in terms
of the Private Schools Integration Act'°; or some other approval that permits some
diversity and control. The aim would be to assist the Maori community to
provide a solid cultural base for their children from which to 'take-on' the world
of modern technological society. This would mean Maori people learning to live
successfully in both cultures.

The second front will involve the state school system and will mean changing
attitudes towards, and knowledge of, other cultures especially that of the Maori.
Taha Maori in state schools may assist in this process, but will not assist to any
significant degree in revitalising Maori language and culture or in improving
Maori educational attainment (the first and third 'fronts'). Indeed, the promotion
of taha Maori in state schools will require sensitivity if it is not to be counter
productive and lead to a Pakeha reaction. It is likely to lead to a Maori reaction if
it is seen as undermining Maori culture or as part of a Pakeha 'takeover' of Maori
culture. lOj

As regards the third front, the school will need to address the issue of the best
way of transmitting to Maori pupils the knowledge that they need in order to
succeed in modern society. This last requirement will involve much more research
on educational process in terms of outcomes than has been undertaken hitherto.

The development of Maori education is likely to differ from that of Pakeha
education in that the model of partnership will be different. In looking at pre
school and primary education, the concept of partnership between the formal
educational source and the family was developed. In secondaty education, the
concept was of partnership between the formal educational source and the indi
vidual was suggested. At the tertiary level the individual was referred to as
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customer. The individual in partnership or acting as customer may, for Maori
people, wish to act more in a group or family context. Thus the institutional
framework of provision that enables a Pakeha, will not necessarily be an ideal
framework for a Maori individual. In moving to a state system that can be more
enabling and more responsive to the demands of families and individuals, the
needs of the Maori community may need to be reflected by specific institutional
devices to ensure that Maori aspirations are not filtered our by inapptopriate
Pakeha institutional frameworks.

A final point to make is that New Zealand's own identity is clearly developing.
This is more than just a changing ethnic composition-Maori people are increas
ing as a percentage of the total population. New Zealand is rapidly losing its
'piece of England in the South Pacific' image. With the UK's entry into the EEC,
other international trade changes, New Zealand's own internal economic restruc
turing and, perhaps, the change in defense relationships, New Zealand is more on
its own and acquiring a greater sense of independence as a nation. The Maori
component in New Zealand's identity is already strong, and is likely to increas
ingly influence the making of a distinctive New Zealand identity as New Zea
land's links with the UK lessen still further. As noted in Chapter 7 in relation to
minority cultures generally, the Maori culture provides, in contrast to the con
formity of modernity, a range of different interests and priorities that are essential
to progress. In particular the Maori component, with its emphasis on community,
acts as a strong counterweight to the individualism of the Pakeha.



APPENDIX I-CHRONOLOGY OF DEPARTMENTAL
ACTIVITES REGARDING MAORI LANGUAGE AND
CULTURE SINCE THE 19505

1955 The establishment of the National Advisory Committee on Maori
Education

1959 The establishment of the Advisory Committee for the Teaching of Maori'
1960 Commissioning of Hoani \\laititi to produce Te Rangcltahi Books I and II
1961 Establishment of the Maori Education Foundation (MEF):

-dollar for dollar subsidy from Vote: Education
-executive suppOrt from the Department of Education

1960s -Publication of Te Wharekura and Tautoko series in Maori language
-Revision of Williams Dictionary of Maori (ACTLvfL)
-Appointment of 1faori studies lecturers at teach;:rs colleges
-Appointment of departmental advisor for Maori Education

1970 Appointment of an inspector for Maori Education
1971 Appointment of an officer for Maori Education
1974 Appointment of district advisors for Maori Education
1978 -Maori language course set up at technical institutes

-Establishment of a Primary Maori Language Syllabus Committee
-Approval of Ruatoki as a bilingual primary school

1980 Three further bilingual schools approved
1981 Support for development of kohanga reo
1983 Establishment of a Secondary Maori Language Syllabus Committee
1984 -Formalising various school programmes which included aspects of

Maori language and culture under the descriptive title of 'Taha Maori'
-Recognising and supporting kohanga reo developments by introducing

a special training programme for teachers of junioc classes in primary
schools

-Four additional bilingual schools approved
1985 New policy approvals made grants available to suppOrt bilingual

developments at both primary and secondary level, and which included:
-establishment and resource grants
-in some cases, staffing assistance
-approval for 35 kaiarahi reo (language assistants)
-additional staffing for Maori education
-additional staffing to publish material in Maori
-10 additional itinerant teachers of Maori
-one further primary school was approved as a bilingual school

1986 New policy approvals in 1986 made the following available:
-25 additional kaiarahi reo (language assistants)
-additional grants for bilingual developments

1987 New policy approvals in 1987 include:
-a further 15 kaiarahi reo for primary schools
-a further three resource teachers of Maori (formerly itinerant teachers of

Maori)
-other additional resources for bilingual development



TABLE A2.1: 1986 School Certificate Results
NZY3E3

English Mathematics Geography Science Maori All Subjecrs

All

Grade p M AM P M AM P M Al\! P M AM P M AM P M AM Candidates

AI 5.7 0.9 1.7 6.2 1.0 1.5 5.9 04 0.8 6.3 0.7 1.1 6.0 5.6 5.7 5.8 1.1 1.6 54

A2 156 4.5 5.7 15.8 4.1 5.7 16.2 29 4.5 15.5 3.9 5.0 19.5 11.4 12.2 15.7 4.6 5.8 t44

ill 25.0 134 14.9 26.0 15.3 16.6 25.9 11.4 13.5 28.3 14.9 17.6 25.6 23.2 23.0 26.7 14.6 16.1 25.2

il2 244 23.6 24.5 24.7 24.1 24.5 25.3 20.7 21.9 23.9 24.3 24.9 19.5 23.1 22.8 25.0 23.6 24.3 24.6

Cl 21.3 34.8 33.2 19.1 .,2.1 29.5 19.5 346 33ft 18.2 30.8 29.1 18.8 24.0 23.3 19.1 ,1.9 .,04 204

C2 7.3 20.2 18.0 7.5 21.6 19.7 6.5 25.6 22.3 7.0 21.8 19.1 83 10.4 10.5 69 20.9 18.8 8.7

D 0.7 2.5 2.1 0.3 2.0 1.8 0.6 4.2 3.5 0.5 3.1 2.6 2.3 1.4 1.5 0.5 2.7 2., 0.9

<132 29., 57.5 53., 269 557 51.0 26.6 6It4 59.2 25.7 55.7 50.8 29.4 35.8 35.3 26.5 55.5 51.5 30.0

Exam

Enrol-

ments 37651 3016 4179 34631 2,j81 3ft86 15609 1200 1702 28498 1800 2557 133 357 lOll 194411 14501 20247 22847,

P-Pakeha (N = 37(51)

M-Maori only (N=.,OI6)

AM-Maori descellt-Anyonl' who s"'ectnl Maori or Maori and any other Cltl'gory (N =4179)

NZY3E5-94.lCY, of all first year fifth form swdt·nts.

Source: Reproduced from Wagemaker, 1987
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APPENDIX III

GRAPH A3.1: Retention Rates, 1960-1979
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GRAPH A5.l: Retention Rates
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