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Abstract

The aim of this study was to examine the issuesosnding Miori language
use in secondary schools. This was to test thethggis that the learning experience
for Maori students is influenced by a school’s respomsigs to Mori needs. In
particular the focus was on the use of te remifile.g. pronunciation. It was found
that when features of te aoabti are reflected positively in secondary school
practices, values and environment, the overalhiegrexperience may be enhanced
and become more positive forabti students. Ultimately such practice has the
potential to reduce the disparity betweenaddl and non-Mori educational
achievement. The prevalence and quality abMlanguage learning opportunities
during and after teacher training, is currently mateting the needs of students and
teachers. This shortcoming requires further rebeand investigation.

This mixed method qualitative study followed kaupapMaori research
principles and ethics. It incorporated interviewepeated focus groups and surveys.
Participants were teachers andidvl students from selected Wellington secondary
schools. The sixty-four student participants migsues around teachers and their
teaching practice. They saw teachers as importdéetmodels for positive attitudes
and behaviours towards te reo and tikang@m In particular, correct language use
and pronunciation was important. The small saropleachers reported a variety of
concerns. One frequent complaint was their lackrmfwledge in using te reo and
few chances to learn and improve. This study ifledta need for more professional
development programmes and educational policy tonb®duced in secondary
schools, which include aspects ofitMi language and tikanga learning. This would
help address some of the difficulties faced by leex when using te reo in the

classroom and improve overall teaching and learfondlaori students.
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Ataarangi, Te

Aotearoa

Hapa

Hiringa i te Mahara, Te

Hui

Iwi

Kapa haka

Kauhua, Te

Kaumatua
Kaupapa Mori
Kei te ghea koe?

Kia oral!

Kohanga reo
Kotahitanga, Te

Kura kaupapa

Marae

Matauranga

Matua

Glossary of terms

An immersion style of te reo langulagening and
teaching

(location) Maori name for New Zealand
(noun) clan, tribe, subtribe - section of a large tribe
(name) The power of the mind’

(noun) gathering, meeting, assembly, seminar,
conference

(noun) tribe, nation, people, race

(noun) concert partyhakagroup, Miori cultural group,
Maori performing group

(name) meaning supports on a waka that support the
steering of the waka forward. It is a metaphor egping
the need for all those working to improvedfi student
outcomes to have a shared understanding of what is
required to work together for that purpose

(noun) adult, elder, elderly man, elderly woman
Maori ideology

(greeting) How are you?

(interjection) hello! cheers! good luck!
best wishes!

Nori language preschool
(noun) unity

(noun) school operating under adri
custom and using Bbri as the medium of instruction

(noun) courtyard - the open area in front of the
wharenuj where formal greetings and discussions take
place. Often also used to include the complex of
buildings around thenarae

(noun) education, knowledge, wisdom, understanding,
skill

(noun) father, parent, uncle
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Moa

Morena
Pakeha
Powhiri

Patahitanga Mtauranga,
Te

Taitokerau, Te

Tangata whenua

Tangi (or tangihanga)

Te Ao Maori

Tikanga

Tukutuku

Waiata

Wairua

Whaikorero

Whakapapa

(noun) large extinct flightless birds of several
subspecies

(greeting) goodmorning
(noun) New Zealander of European descent

(noun) invitation, rituals of encounter, welcome
ceremony on a marae

(name) "Excellence in education through unity'

(location) The far north area of the North Island

(noun) local people, hosts, indigenous people of the land
- people born of the whenua, i.e. of the placentha

the land where the people's ancestors have lived an
where their placentas are buried

(noun) weeping, crying, sound, funeral, rites for the
dead

The Maori world
(noun) correct procedure, custom, habit, lore, method,
manner, rule, way, code, meaning, reason, placfipea

convention

(noun) ornamental lattice-work, used particularly
between carvings around the walls of meeting houses

(noun) song, chant, psalm

(noun) spirit, soul, quintessence - spirit of a person
which exists beyond death

(noun) oratory, oration

(noun) genealogy, genealogical table, lineage, descent

Whakawhanaungatanga (verb) to create whanaungatanga

Whanau

Whanaungatanga

Wharenui

(noun) extended family, family group, a familiar term of
address to a number of people

(noun) relationship, kinship, sense of family connection
(noun) meeting house, large house - main building of a

marae where guests are accommodated. Traditiahally
wharenuibelonged to &apz or whanaubut modern
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meeting houses have been built for non-tribal gspup
including schools and tertiary institutions. Mamg a
decorated with carvings, rafter paintings &mkltuku
panels

The definitions given are those most closely désuagithe words as used in the
current context. Many of thegepuor words may have several alternative
meanings. These definitions are from the onlireiidictionary at

www.maaoridictionary.co.nz
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Chapter one: Introduction

Overview

There have been a number of positive developmenthe area of Nbori
education over the past decade. However, statistiearly show ongoing
discrepancies between abri and Rkeha particularly in terms of educational
achievement. Underlying these discrepancies isiraber of factors which may
include more negative school experiences faoM In ‘Te Kotahitanga Project’
(Berryman & Bishop 2006: 20) #&dri secondary school students stated that
mispronunciation of Nori language was a factor in making schooling aatieg
experience. The purpose of this qualitative study is to underdt the issues
surrounding Mori language use in the classroom, for both teaclaed Miori
students, in selected Wellington secondary schdeds.example, pronunciation may
not be the only issue for students. They may ajgie teachers consistently
attempting to pronounce te reo correctly, but wolikee it used more often.
Teachers, on the other hand, may encounter basieis as lack of knowledge or
confidence in using te reo.

Identifying what the issues are for both groupd wave implications for the
type of professional development, training and supmpffered to teachers. If
Berryman and Bishop (2006) are correct in their cbasions the relationship
between students and teachers could also improtre lveitter communication and

understanding in terms of the use addvi language in the classroom.



My path to thistopic

| have been a secondary teacher for four yearsomdan and New Zealand.
The last few years have been at a mid-size, cosctrgol in the Waikato which was
generally a very enjoyable experience. New Zeaktodents can be a pleasure to
work with especially compared to the difficult belwur exhibited by students in
many London schools. When | visited New Zealandnduthe foreshore and seabed
debates of 2003 | noticed a strong antied view encouraged by media and a lack
of understanding by the public of the issues faoM This was a disappointment to
me and it made me wonder about the level of edutatie receive regarding adri
history and culture in general. | thought backrty own schooling and the lack of
teaching of te ao Bbri. Then later at the College of Education, wheret of my
colleagues had little or no experience wittadvl or Pacifika people or language.
The Maori language and tikanga course at the College séaim be so basic it
appeared more as a token gesture.

The biggest factor influencing the choice of tlepit was my experience in
teaching. Many teachers in my school still mispramced Mori language and
Maori students’ names. On many occasions | witnesseddeep discomfort and
shame this caused students who were already stmggigl the school system and
who were only just managing to stay engaged. ldssdimed, wrongly, that younger
or newly qualified teachers would have more experewith Miori language
through their training and better attitudes towatslsise. However, these relatively
young and therefore ‘cool’ teachers continue topmaisounce personal and place
names. They are perpetuating the potential foegative schooling experience for
Maori students in their classes and setting bad elempr non-Mori and Maori

alike. 1 could not believe it when in one instarcstudent told me she had changed



her beautiful Mori name, to one more English-sounding, becausensisetired of
being embarrassed when teachers said it wrong.

These and many other experiences made me think gieguality of teacher
training and what | could do to help improve the o$te reo by teachers. In turn, I
thought that perhaps this might help make the dafgenvironment more positive

for Maori, with the ultimate aim of improving their acawlie achievement.

Research questions

In order to address these issues the researchiapnseiat have been selected are:

1. How does the way Kbri language is, or is not, used in the classromelyding
factors such as tone, style or pronunciation) irhgae learning of Mori
students?

2. Can the holistic schooling experience become marsitige for Maori by
enhancing the use of te reo by teachers and salent

3. In this context what does ‘enhance’ mean faok students?

4. What are the issues for teachers when they doo arot] use Mori language in
the classroom including any needs for further meifeal development and

support?

Research audiences

This research was carried out for the benefit @biMstudents in New Zealand
and they are an important audience of the resilthis work. Other audiences
include teachers and management in secondary aed sthools. Policy makers in
education and language roles will also be intedestehe findings of this study, as it

could have potential for use in a range of sectors.



Chapter overviews

Chapter one introduces the topic and how it caméd the focus of this
research. It identifies the research questionganget audiences.

Chapter two presents the methodology and methoed. udt discusses the
theoretical basis of Kaupapaabti which underpins the current research. It exgla
the rationale behind the methods used, such asviemweng and Miori focussed
ethics. Participants of this study are descriibedethods are presented which
include focus groups, student surveys, teachenietgs and teacher surveys.

Chapter three looks at education results f@oisecondary school students
since the 1980s. It presents results from inteynat and national studies and uses
these to compare achievement across differentitepameas and student age groups.
The chapter offers evidence to suggest thaorMface massive challenges in
education and are clearly not achieving at a stahd@mmparable with other
ethnicities in New Zealand.

Chapter four reviews literature relevant tadvi education and language. It
presents ideas on several different theories whitémpt to explain the gap in
educational achievement found betweefoll and other ethnicities. The literature
on this topic is found to be wide ranging, at tineemfusing and offers no clear
consensus on the reason for educational dispakigwever, the literature used by
New Zealand's Ministry of Education is presentedaasimportant insight to the
direction taken by education policy-makers. Thapthr also discusses the use of
language in New Zealand including types of langaagmoken and general attitudes
of New Zealanders to foreign languages and te raoriM A summarised history of
the Maori language is presented and a current snapshitg age today including a

brief discussion on the role that media has irugrilcing language use. Some current



initiatives for improving Mori educational achievement are discussed as well a
teacher training and professional standards.

Chapter five offers a presentation of the resultss organised into results for
students by surveys and focus groups and therethdts for teachers by surveys and
interviews. A summary is given of each group’stes

Chapter six discusses the findings. It analybesrésults and looks at how
effectively the research questions have been aeshérappropriate. The strengths
and weaknesses of the current study are identdied suggestions for further

research are made. Finally the conclusions ofstiidy are presented.



Chapter two: Methodology and methods

Kaupapa Maori Research

Maori initiated research has been carried out in Aaie over the last decade,
usually within a wider movement of kaupapadvi research (Bishop 1996; Pihama
1993; Graham Hingangaroa Smith 1997; Smith Tuhi®889). This is generally
described as a philosophical and practical framkwibrat has been applied
successfully in education and research in Aoteardd.has also been used in
alternative school systems such as kura kaupap&a@mahga reo, and in small and
large scale research projects within educationh@set al. 2003).

Most relevant literature shows that it is diffictdt define kaupapa &bri and
even more so to develop a common research mettgdolélowever, as Bishop
(1996: 15) notes, kaupapaabti theory does not offer potential researchersthod
which has predictability or replicability, but alturally responsive and appropriate
‘way of doing’, one that has Ari cultural preferences, practices and aspirateins
the forefront. In fact, it may not be appropritdesearch for a specific method since
what Rikeha researchers may call methodologygadvl call ‘kaupapa Mori research’
(Smith Tuhiwai 1999: 125). Graham Smith (1990)vintes a helpful summary of
the many different views regarding kaupapaokil. He suggests that this kaupapa is:

» related to being Fbri and based on 8bri philosophy and principles
» sees the Mbri world and ways of knowing as being valid angitienate
» highlights the importance of &ri language and culture

» js about the “struggle for autonomy over our owhuwal wellbeing”



Methodology and rationale

There are some ways of turning the theory of kaapkfori into practical
research methods. Bishop and Glynn (1999: 129 Ipawvided an excellent basis
for developing a Mori-focussed research by asking questions relataditiation,
benefits, representation, legitimation and accduility — five factors that address

the main concern of kaupapadfi in practice, that is, power and control.

Initiation
Who initiates the project?
What are the goals of the project?
Who sets the goals?
Who sets the questions?

Who designs the work?

Benefits
What benefits will there be for the researched gfbu
Who will get the benefits?
What systems of assessment and evaluation wikéd?u
What difference will this make foraddri?

How does it support Kbri language and cultural aspirations?

Representation

Whose interests, needs and concerns does thesfaeisent?
How were the goals and major questions of the ststighlished?
How were the tasks allocated?

What agency do individuals or groups have?

Whose voice is heard?

Who will do the work?



Legitimation
Who is going to process the data?
Who is going to consider the results of the praogss
What happens to the results?
Who defines what is accurate, true and completetaxt?

Who theorises the findings?

Accountability

Who is the researcher accountable to?
Who is to have accessibility to research findings?
Who has control over the distribution of knowledge?

Bishop and Glynn (1999: 129)

In a meta-study of five research projects within Rgu Rangahau Tikanga Rua
(Bicultural Education Research Group) Bishop (198&amined the studies and
research methods in terms of how well they adddceise five main issues as stated
above. Bishop used a series of formal, semi-stradt in-depth interviews and
informal ‘interviews as chats’ with the researchansl found this to be a culturally
appropriate way of recording the research projettries’. Bishop suggests that
stories can address researcher hegemony and aliegrsities of truth to be heard'.
Most importantly in terms of kaupapaabti research, power and control is in the
hands of the research participant, as storieseda¢ed within their cultural context.
They maintain control of the meanings and ‘trutbisthe story. Through a process
of collaboration the stories of the researcher taedparticipant merge to create new
stories Bishop (1996). Native Americans Sunwold &mey (2001) also argue that
storytelling is a valid and useful tool for resdang and recording of personal

information.



The telling of stories may function as providingvay of connecting
people, a way of knowing about the world, a wagreating reality, a
way of remembering, and a way of visioning ther&utBunwolf &

Frey 2001: 121)

While the context and researcher played an impbgart in each of the five studies
and methods in Bishop’s work, it was found that kdvahanaungatanga, wamau
and whinau processes were the strongest factors in a ssfuteesearch strategy.

Bishop (1996: 216) identifies three essential amerconnected elements:

» Establishing whnau relationships
« Participant driven approaches to power and control

¢ Researcher involvement as lived experience

Ethics

Linda Tuhiwai Smith (1999) offered a code of condiar Maori researchers,
one that is based not on literature, but on heee&pce within Mori tikanga and

common sayings used by kaatoa when advising others:

1. Aroha ki te tangata (have a respect for people)

2. Kanohi kitea (present yourself to people face-teja

3. Titiro, whakarongo...korero (look, listen...speak)

4. Manaaki ki te tangata (share and host people, beegrus)

5. Kia tupato (be cautious)

6. Kaua e takahia te mana o te tangata (do not tranguiehe mana of
people)

7. Kaua e mahaki (do not flaunt your knowledge)

(Smith Tuhiwai 1999: 120)



Methods

The methods used were interviews with the teachepeated focus groups

with the students and surveys for both groups.

Interviews
Oakley (1981) looks critically at the traditionabrins of interview. She

suggests that historically in social research,rui¢svs are seen as a mechanical data
gathering exercise, a form of conversation where person asks questions and the
other answers. Traditionally interviewees werespesparticipants and the role of
the interviewer was reduced to asking questions @mdnoting rapport (Oakley
1981: 36). The relationship between interviewed arterviewee was based upon

inequality and unbalanced control of power.

Interviewers define the role of interviewees as osdimates;
extracting information is more to be valued thamlging it; the
convention of interviewer-interviewee hierarchyigationalisation of
inequality; what is good for interviewers is notcessarily good for

interviewees (Oakley 1981: 40)

Oakley suggests that to best find out about pedpke,relationship between the
interviewer and interviewee should be non-hierarahiand that the interviewer
needs to share his or her personal identity (4Laslett and Rapoport discuss
‘repeated interviewing’. They suggest that moredepth information can be
gathered by carrying out ‘interactive’ researchAn“attempt is made to generate a
collaborative approach to the research which ergdgeh the interviewer and

respondent in a joint enterprise” (in Oakley 1984).

10



Semi-structured or unstructured interviews (Burde3®4; Reinharz 1992: 18) or co-
structured interviews (Tripp 1983) offer a way afceuraging open interaction
between the interviewer and interviewee, discussiod clarification of ideas and
thoughts (Reinharz 1992: 19). The in-depth inlawbecomes a ‘conversation with
a purpose’ and offers greater detail and valueesearch, than just questioning and
recording answers (Burgess 1984). In-depth ingevsi allow participants to
contribute using their own words. However, theazignces are understood in terms
of what the people mean to say, rather than wieat életually said (Tripp 1983).

In the current study, at the initial interviews Wweén researcher and research
participants, the research questions were discussddeedback gained from staff
and students as to how appropriate they were. e3tiggs were offered of other
possible questions. This was to reduce the infladhe researcher had on agenda-
setting and to ensure fair sharing of power inrdsearcher/participant relationship
(Tripp 1983). At this stage it was important todeeks questions of ‘initiation’,
‘benefits’ and ‘representation’ and to ensure thff and students were equal
participants in deciding the answers. The intevwigecame ‘co-structured’, and
responsibility for providing the answers was shdretiveen both parties. Questions
were open-ended rather than closed. This operagtien allowed any assumptions
that the interview is based upon to be identifiad ariticised and helped reveal the
existing opinions of the participants, in a worléw context (Tripp 1983: 34). It
was important to allow reciprocal design and sttpahcontrol over the structure of
the interview, as a way of reducing researcher sitjgm. “For the interviewer it is
as important to learn what questions are impot@anhe interviewee as it is to learn

what questions are considered important by thevieeer” (Tripp 1983: 34).
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In order to minimise researcher imposition the risgtie to face was how the
data is controlled and by whom (Tripp 1983: 34).e Weeded to address what
happens after data has been gathered, and aslswéspinsible for writing the final
report. Also, who judged it to be a fair represgion of the co-authored statements
recorded in the interview. This helped addressitiseies of representation and
legitimation advocated by Bishop and Glynn (1999).

Teachers were interviewed in their homes or atrtpiace of work. The
interviews took between 15 minutes and one hourinterview questions are
presented in the interview protocol in Appendix Ane interview was held with
each teacher and they each filled out a short gurdaterviews were considered
appropriate for these participants who are confidanspeaking, articulate and
willing to share ideas. Using focus groups wasewheined to be potentially
ineffective in this situation. Teachers in a graifpation could be motivated to give
answers that they want their peers to hear and moaye completely honest. It
would also have been difficult to meet with thetggrants at a time suitable for

everyone. These interviews were recorded.

Focus groups

Focus groups are a good tool for data gathering fiacange of participants, in
a shorter amount of time than one-on-one interviewkhis format is good for
situations where the interaction among individuaidl help elicit information,
especially where the individuals are comfortabl¢hwaach other and co-operative
(Cresswell 2005). Students may be hesitant toiggomformation in a one-on-one
interview format due to a lack of confidence orirmtation in the presence of an
unknown adult. Group interviews can also givehgicipants the power to choose

and define the topics or themes discussed (Burdé&sgl: 107). Debate and
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discussion between the students can be encourageallaws for the spontaneity of
teenage talk. Their conversations should leadirections that are meaningful for
them, contributing to a ‘story’ of their experienaé school (Burgess 1984: 107).
Disadvantages of the focus group format may beicdityy in controlling the
discussion while attempting to take notes. It rabp be difficult to transcribe the
recordings with different voices and dialogue haypg.

The focus group in each school was formally begurhie teacher of &bri
and included other staff who had volunteered taonberviewed. Students, teachers
and the researcher shared introductions. At thistgeachers left the room. During
the discussion the research was presented touderds. They were then asked to
provide feedback on the relevance of the researneltopns and to offer questions of
their own. Students also provided main pointsféother debate. The discussion
lasted approximately one hour after which food eai®n and the meeting closed.

Approximately a week later the second focus grimupeach school was held.
This meeting opened with introductions and a bsammary of the previous
discussion topics. The research questions that desh previously agreed on
between participants and researcher were thensdisdun more detail. Again, this
meeting took approximately one hour and it endeith Wie sharing of food. Both

focus group sessions were recorded.

Surveys

All the teacher participants filled out a short\&y containing 13 questions.
These provided background information such as @gehing experience, ethnicity
and teacher training. Other forms of data coltectsuch as telephone or email
interviews were not appropriate in this researotabse of the need for face-to-face

contact to help establish positive relationshipthwihe participants. Observations
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were not used because this suggests a judgemerdrking of criteria of the current
level of Maori language used in the classrooms. It is noptirpose of this research
to make any judgements on current language use sandbservations were
unnecessary.

Sixty-four students completed surveys, includingosth students who
participated in discussion groups. This survejn@duded in Appendix C. These
surveys allowed more data to be collected in atsdmmount of time, and provided

some background information on the participants.

Participants

Participants were teachers anddvl students from secondary schools around
the Wellington area. A selection of schools wasleneiom the school information
available through the Ministry of Education. Thigluded information on the
deciles of the schools. The decile is a socio-ecoa indicator given to all schools
in New Zealand, ranging from ‘one’ which is a lowc®-economic area, to ‘ten’
being a high or rich socio-economic area. Othgrartant factors in the selection
were the status as single-sex and co-educatiohabts; and overall school size. In
most New Zealand schoolsabti are a minority group, so schools were chosen to
reflect this, by having minority Bbri student populations. Four schools were
initially identified as appropriate based on thieesgon criteria. These were chosen
from the 32 secondary schools in the Wellingtonaieg Of these four schools the
final two were selected, and represented an inigrschool and one based in the
suburbs, a single sex and co-educational schoomajfor factor in choosing these
two schools was the researcher’s previous expegiamcking within the school and/

or contact with a teacher who was able to helplifa@ this research in action.
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Without such prior contact it would have been vdifficult to gain access to the
school and time with the students and teachersmdfe than two schools were
approached the research process would have tagdong.

Emails were sent to the Principals and also tdghehers of Mori language at
each of the schools selected. This gave informatlmout the research and asked for
the school to volunteer. A follow-up call was madethe Principal to answer any
further questions and to offer a face-to-face nmgetvith them. The teacher of
Maori was an important part of the process. They tenhave more contact and
knowledge of the Mori students in the school, and could assist wi fiormal
process of entering the school and meeting withebhehers and students. This was
in a way, similar to that of tangata whenua guiding process of an outside group
visiting a marae. It was very difficult to makeitial contact with the school
management. It was a busy time of year, at thenhety of the school term. Once
contact was made, Principals’ were reluctant te@ago any sort of time or staffing
commitment and the key factor in gaining entramte & school became the personal
knowledge by the researcher of the school andiadirmembers. In all cases the rest
of the communication and organisation was betweernrésearcher and the teacher
known to them in each school.

The level or amount of Bbri language used in the classroom is likely to be
influenced by the subject curriculum. For examg@ecial studies or geography
teachers would be expected to encounteorviplace names on a regular basis. The
teachers who volunteered to take part in the reeezame from a range of subjects.
They were selected from classroom teachers onhe r&search is focussed on what
is happening in the classroom, and subject teadagr®ffer first-hand experience as

compared to the observations of non-teaching stdthe teachers came from a
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variety of cultural backgrounds. Their experiemedeaching ranged from a new
graduate to 20 years teaching experience.

Once the school Principal confirmed that the redeaould go ahead, a visit
was then arranged. The teachers were met dureigdvn time after school hours,
while students were met at lunch times on the dcpi@nises. It was important to
respect the wishes and needs of the school in @iggnthis contact time, to
minimise disruption to classes and schedules.

The first focus group time was arranged with thelents through the contact
teacher and/ or the teacher ofdfi. These teachers askeddi students from their
classes, or throughout the wider school, to volemt& he only criteria specified for
volunteers was that they were selected from diffeyear groups and where possible
an even number of genders. In both schools thesfgooup included between five
and seven students. The students who participatieé focus groups completed the
survey. The teachers ofaddri then asked all of the students in their teakagses to
fill out the survey. There were no students friwese classes who chose not to do
the survey.

The next chapter looks at education results faofiisecondary school
students since the 1980s. It presents results ifmtemational and national studies
and uses these to compare achievement acrossdiffearning areas and student

age groups. The chapter offers evidence to sugigashkori face massive
challenges in education and are clearly not achgeat a standard comparable with

other ethnicities in New Zealand.
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Chapter three: The problem

Judged by the system’s own standardsoichildren are not bein

in breach of the treaty (Waitangi Tribunal 1986) 58

successfully taught and for this reason alone gcajitart from a duty

}

to protect the Mori language, the education system is being operate

Overview

In the Education Department's Educational Attainmé&teport (1983/84)

statistics showed seventy-six percent afoll children left school without at least

three school certificate subjects (Year 11/ NCEAvdleOne equivalent). This

compared to thirty-seven percent akBha children. The Waitangi Tribunal, in their

1986 recommendations, noted that “educational padicer many

years and the

effect of the media in using almost nothing but lisighas swamped the adri

language and done it great harm” (Waitangi Tribuk@86: 5). There is increasing

evidence that since the 1980s little has changed/fwri educational achievement

or the language. New Zealand is one of the onlgtera countries where the gap

between the achievers and non-achievers is geligpger (John Hattie 2003: 3).

Maori students continue to be most at risk of unddémeving and

in the bottom

twenty percent of achieversadri students are a growing proportion (John Hattie

2003). There are many studies in New Zealand aedseas that provide statistical

evidence of student achievement in different dosahlearning, for different age

groups and ethnicities. These are useful in piogidomparisons

levels for Maori against other groups of learners.

of achievement
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| nternational tests

There are several international benchmarks by whielhcan compare &bri
students’ achievement to various groups here amdsesas. Each of these studies
clearly shows major deficits between the leveldfiavement of Mori students and
adults compared to other ethnicities.

The ‘Trends in International Maths and Science $tad TIMSS, is organised
by the International Association for the Evaluatioh Educational Achievement
(IEA). The study is carried out by educators inastempt to compare achievement
in maths and science across nations. It is gdypexatepted to be one of the largest
and best-controlled studies of its kind. Approxiety 80 countries were involved in
2003 with 500 schools and 19,000 students. The saoups will be tested again in
2007 at eight-10 years of age, 12-14 years or bathcomparing results for 1994
and 2002 it was found that year nin@advi students performed significantly worse
in maths than #&eha and were below the national average (Ministry di@ation
2004b). In 1994 #keha had a mean score of 517 andidWl 463 with a national
average of 501. In 2002 these figures showedgrofgiant changes. aRelha scored
510 and Mori 458, compared to a national average of 494 @y of Education
2004b: 10). Although it could be argued thaidvWl are improving gradually in
relation to the average figure for the country,gae between groups continues.

The Programme for International Student AchieveniBi8A) is administered
by the Organisation for Economic Cooperation andrdbgpment (OECD) and
surveys 15 year olds (students in year 10 or 11pvar 30 OECD countries.
Although the TIMSS data showed that performancenaiths was worse for abri
than for Rkeha at year nine, PISA reported that in 2000aav achievement in

maths was comparable to the OECD mean. This dadidate some improvement
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in maths for Miori who stay engaged in school till at least yehr However, within
New Zealand there were still significantly worssuks across all subject domains
for Maori than for BRkeha and Asian students. Performance in reading aiethce
was notably lower than the OECD mean. Literacpanticular was poor, as there
was a high number of &bri in the lower end of the literacy scalMlinistry of
Education 2004a: 3). As the report noted this thaspotential to produce school
leavers with low literacy skills leading to worsegpects for employment (Ministry
of Education 2004a: 5).

UNICEF (United Nations Children's Fund or origiiyathe United Nations
International Children's Emergency Fund) uses daien TIMSS and PISA to
develop a ‘League Table of Educational Disadvanteg&ich Nations’ (2002).
UNICEF is an organisation dedicated to the welt#rehildren and also works with
the World Health Organisation. Its current aimes&ablishing long-term human
development as well as providing emergency rehef assistance where needed. At
the heart of this study is the issue of inequabtyearning and it asks: “How far
behind are the weakest students being allowed W@” fa According to the
organisation’s 2002eport some OECD countries are consistently béttan others
when judged by the proportions of students reachargus achievement standards.
Particularly by the size of the gap between lowi@adhg and average students. In
Belgium, New Zealand, Germany and the United Sta#eg large gaps are being
allowed to open up. Overall New Zealand was ‘ageravhen compared to other
OECD countries for educational disadvantage. He&wneWew Zealand ranked
twentieth for absolute disadvantage in maths andrskto last (in front of Belgium)
for ‘bottom-end’ inequality. This inequality wasetérmined by the level of

difference in achievement between children at thiton and at the middle of each
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countries achievement scale (UNICEF 2002: 9). Tsiparticularly significant
when it is noted that a large proportion of studentthe bottom-end of achievers in
New Zealand are Bbri.

The International Adult Literacy Survey (IALS3¥ a large-scale, international
study. It is aimed at comparing, identifying andasuring a range of literacy skills
linked to the social and economic characteristicedividuals between (or within)
nations. Approximately 26 countries have parti@pato date. In each country
samples of adults aged between 16 and 65 wereviewexd and tested in their
homes using the same literacy test. The main erpbthe survey was to find out
how well adults use information to function in s&igi Another aim was to
investigate the factors that influence literacy figiency and to compare these
between countries. The 1996 survey showed thabajpately one in five adults in
New Zealand had extremely poor literacy abilityhisSTgroup was most likely to be
made up of Mori, Pacifika or other non-European ethnicitiesriidiry of Education
1997: 2). A key finding was that adri, Pacifika and other ethnic minority groups
had literacy skills below the level of competenagiged to be necessary for everyday
life (Ministry of Education 1997: 3). This lack éferacy does not only impact on
the ethnic groups alone, but also on the natioth@asurvey demonstrated a strong

link between literacy and a countries economic podé
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National tests

Although these international studies provide usefaformation for
educationalists they only cover some areas of thes Mealand curriculum.The
National Education Monitoring Project (NEMP) hasoyided more relevant
information about the achievements of New Zealanalents using assessment
methods customised to New Zealand's school systehcarricula. The Ministry of
Education has contracted the Educational AssessrRastearch Unit of the
University of Otago to carry out the project. dsts about 3000 students in 260
schools in New Zealand, which are randomly selectBtudents are tested at year
four and then again at year eight over all curdcaleas. Comparisons between data
gathered in 1995 and 1999 show that in readingraatths, Miori students did not
achieve as well asakReta and there was no improvement in results fozoM
students over those four yedinistry of Education 1999: 27).

The main qualification for secondary schools in Nésaland presently is the
National Certificate in Educational AchievementNLZEA. The 2005 NCEA results
showed that at all three achievement levels thene wignificantly smaller numbers
of Maori gaining qualifications as compared takeha. Ministry of Education
figures for school leavers reveal that over 50 @etrof Maori boys left school in
2005 without the minimum level one qualificatiollaori girls were only just behind
with nearly 46 percent leaving without NCEA levaheo (Ministry of Education

2005). Table 1.1 gives comparisons with otherietgroups.
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Table 1.1 Students leaving without NCEA level oneni 2005 as a percentage

within each ethnic group

Ethnicity % Boys % Girls
Maori 52.6 45.4
Pacifika 40.9 32.1
Pakeha 254 17.9
Asian 135 7.8
Other 33.7 28.3

Other issues face Mri in our schools such as higher levels of truaaoy
suspension. In 2005 adri students were more than twice as likely to toed down
compared to #keha students. Suspension, a more serious form oflstamn, rates
are also higher for &bri. Overall the suspension rates foidvi are more than three
times that of Rkeha and double that of Pacific Island students (Miyisbf
Education 2005). In 2006 the Ministry of Educati@heased a report showing that
the truancy rate of Bbri students was more than double that of na@oiistudents
(Ministry of Education 2006). On a more positiv@ethe proportion of &bri who
are excluded from school and the number of exchssiof Maori students have
reduced by 18 percent since 2000 (Ministry of E¢inoa2005). However, retention
rates of Miori students in mainstream secondary schools aréthest of all ethnic

groups (see table 1.2).
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Table 1.2 Retention rates by ethnicity and age airgt of July 2005 (Ministry of

Education 2006: 45)

Ethnicity Age 16 Age 17 Age 18
All* 80% 60% 13%
Pakeha 82% 60% 11%
Maori 63% 39% 8%
Pasifika 84% 6694 20%

*Does not include foreign fee-payers or NZAID schetidp students

Low percentages of Bbri students leaving school are eligible for enteto

university (table 1.3) although the numbers arevslancreasing.

Table 1.3 Percentages of students leaving schooigédle to attend university

2000-2004 (Ministry of Education 2006: 45)

Ethnic Group
Year
Maori Pasifika Asian Fkeha

2000 7% 10% 52% 30%
2001 7% 10% 54% 30%
2002 8% 9% 52% 31%
2003 9% 9% 54% 33%
2004 12% 14% 56% 37%

The population of Mori in New Zealand has increased by 30 percenhén t

last 15 years (Ministry of Statistics 2007: 2). JAtly 2006 59 percent of students

within New Zealand schools werakeha. The next largest group wereabti who

accounted for 22 percent of students. This i®¥edld by students of Pasifika (nine
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percent) and Asian (eight percent) ethnicities (stiy of Education 2007b: 3).
Between 2002 and 2006 the numbers ofoM Pasifika and Asian students
increased while the numbers dafkiéha decreased (Ministry of Education 2007b: 4).
It is predicted that about 40 percent of primaryasd students and 35 percent of all
secondary students will be ofalgri or Pasifika descent by the year 2020 (Ministry
of Education 2003: 10). Presently, mostadWl students (85 percent) attend
mainstream schools (Ministry of Education 2003:. 10)

Clearly a large proportion of &6ri students are still not engaged in
mainstream education in New Zealand and the airdsaapirations of Nori youth
are not being fulfilled in the current system. Wtkhas means for the government is
that not only are Treaty of Waitangi requirements being met but the nation’s
wealth in terms of knowledge and economic base hdlbffected as the population
continues to grow and change. However, therelag af potential for Miori youth
in education and not all achievement levels are.pddis is proven by the results

found in Maori based education systems such as kura kaupagailengual schools.
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Positive results for Maori - bilingual and immersion schools

Maori students can and do achieve well academicallgraven in the success
of bilingual and immersion education in New Zealand 2001 approximately 14
percent of Mori students were enrolled with adri-medium education providers.
This is where teaching is carried out using teMaori for a minimum of 31 percent
of total teaching time. Reports comparing achiexetrbetween 2003-2005 show
that the majority of students who take part infgial or Miori immersion education
gain NCEA qualifications (Ministry of Education ZD& 3).

This is very significant when compared to mainstrefggures for the same
period where approximately 40 percent of year ldibiistudents achieved NCEA
level one. In mainstream year 12, 50 percent a&eldidevel two and 30 percent of
year 13 achieved level three. The literacy abditiof year 11 bilingual and
immersion students are particularly strong withwl89 percent gaining NCEA level
one literacy requirements by the end of year 1In{stiy of Education 2007a: 3). In
mainstream schools approximately 60 percent abiMstudents gained numeracy
and literacy credits.

By the standards of &bri it is acknowledged that improvements can &l
made in bilingual and immersion learning sectoHowever, it is a great indicator
that the problem does not lie withabti students. They can and do achieve
academically and in the domains akBha curricula. Again, we need to look at the
system of teaching in mainstream schools and ask shacking in the schooling

process that fails to engage mangavi.
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Summary

International and national education tests andpasisons such as TIMSS,
PISA, UNICEF League Table of Educational Disadvgatan Rich Nations, IALS,
NEMP, and New Zealand’s national qualification NGEfearly show gaps between
the achievement of Bbri and other ethnicities. Not only are these ga@sisting,
despite a growing awareness amongst educators @imy-makers, in some cases
they are getting worse. The UNICEF table in paléicshows that New Zealand is
one of the worst countries in the OECD for educstiadisadvantage in the lower
end of the achievement scale. Other evidence slowack of engagement in
mainstream education byadri. This includes higher representations in thenher
of truants and student suspensions and low retem#ites in secondary and higher
education. However, positive results fromadvi bilingual and immersion schools
demonstrate the desire and ability ofadvi students to learn and succeed

academically.
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Chapter four: Review of the literature

Making the culture of the classroom inclusive of stuidents is g

=]

delicate task that requires considerable knowlesdgkcompetence i
a multicultural society. Culturally responsive teacs know thaf
learning, whether in or out of school, occurs inseciocultural
context...They are aware that cultural disjuncturetsveen home and
school can make students appear academically inet@mi) even
when the students actually know the subject mattelt...Equally
important, they have knowledge of their studentstures, especially
the discourse patterns and interaction styles daloethe children’s

homes and communities (Villegas & Lucas 2002: 109)

Effective teaching for culturally diverse classrooms

This section discusses the many theories that pttedm account for the
educational inequality faced byadri and other ethnic minorities around the world.
It looks at literature from both here and abroathaly it presents the research
currently used as a foundation for new policy by Binistry of Education.

Flude (1974) offers four main explanations or gowop theory, for educational
achievement gaps between different social groups.

1) Deficit theory: this accounts for a difference cheevement due to students’

individual characteristics, for example lower 1.Qusing ‘inappropriate

language’ or being ‘culturally deprived'.
2) Teacher expectation theories: these blame teaeaktéudes and their

resulting pedagogies, suggesting for example, tdathers are biased, racist

or neglect girls in classroom interactions.

27



3) School resource theories: blames the resourcepmauatices of schools, for
example, encouraging better response to the larafrnity by encouraging
more parental control over schooling (Nash 1993: 14

4) Collective political empowerment theory: suggediat tcertain groups in
society are disadvantaged because they are prevémie, or otherwise
unable to, be fully involved in the economic anditpal realms, therefore

denying them resources and progress in sociatutisis.

Deficit theory or ‘deficiency orientation’ focusesn what an individual
believes people in a different group lack. Thewbviduals usually compare ability
and cultural resources that the other person haan{G& Sleeter 2007: 40).
Deficiencies such as cultural, physiological anchtakare identified according to
the majority or mainstream societal norms. Bisl{gf05) discusses the deficit
theories of educationalists in New Zealand whosdnes, locate the problem ofaluki
development and achievement with the learnerexjaining the gap in educational
achievement for Kiori, deficit theorists blame things such as coodsgiin the home
(Lovegrove 1966) or cultural/ socio-economic backgrd (Nash 1993). Hattie

(2003: 7) compared the reading levels from asTH& dvww.asTTle.org.ny and

decile levels of schools, which are a socio-ecowomeasure of the schools’
communities. If socio-economic status was a fact@ducational achievement, then
the results should show an improvement fatol in high decile schools. In fact,
achievement gaps are still large betweetoiMand non-Mori at all decile levels,
suggesting that it is not socio-economic factoest @ére important. Nechybeat al
(1999) also found that recent research tends tw shat home environments have

less causal effects on learning, than previousiyght.
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Bishop et al (2003) found that a majority of teasha their ‘Te Kotahitanga’
study blamed students, their family, or the edwrasiystem/ structure for the gap in
achievement. This deficit theorising by teacheas implications for their teaching
in that they tend to have lower expectations @bNstudents’ abilities. This creates
a self-fulfilling prophecy of failure (Bishop et.aR003; Holmes 1987). Deficit
theorising could also preclude some teachers freameing and improving their
own teaching pedagogy. They may be unsure if tleyhelp their students because
of the perception that the reasons for lower adrent are beyond the teacher’s
control (Grant & Sleeter 2007: 43). Deficit thesamig ignores opportunity gaps such
as access to high-quality teachers, a relevanicalum and good school facilities.
Deficit theories do not take into account the agpns of the families for their
children and the power imbalances caused by cabars (Bishop et al. 2003)

An alternative to deficit theorising may be embngcithe various cultural
knowledges and experiences found in a culturaliyerdie classroom. The focus
changes to look at what skills and knowledge aitlshts bring to the classroom or
by having a ‘difference orientation’ (Grant & Sleet2007: 46). This type of
theorising presumes that the main limitation onriewy is inappropriate teaching.
When students have a cultural background diffet@that of the school environment
there are inevitable difficulties for example wilmguage, communication and social
expectations. Students with different cultural leolwes may experience a type of
culture shock every day they attend school and thm&y exhibit behaviours
reflecting their frustrations. Teachers subscghio deficit theory tend to interpret
this behaviour negatively and as a deficiency. albernative would be to ensure as

much cultural consistency between the school anudeho Teachers would have
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knowledge of and support the cultures of their stugl and maintain high
expectations of every student (Grant & Sleeter 2@d7.

In a large and comprehensive project in Austradliagard (2002) studied the
pedagogies and assessment practices of nearlyea@@ers and interviewed 3000
students, in Queensland’s primary and secondaryoseh Professor Bob Lingard is
a sociologist of education who teaches coursesianational policy and educational
reform, at the University of Sheffield. He is thethor/ editor of 10 books on
educational policy and learning and has written entblan 100 journal articles and
book chapters. Professor Lingard is also editahefjournal, Discourse: Studies in
the Cultural Politics of Education. This projestmportant becausedeveloped the
ideas of ‘productive pedagogies, productive assessmnd productive leadership’
that have been influential in ensuing educationcgaleforms in Queensland other
schools in Australia. The research showed thatcthssroom teaching was the
biggest factor in students’ learning. The studyodbund teachers should raise their
expectations of students and that they needed wnggdgoaining and preparation in
working with students of different cultural backgrmls. Teachers reported that they
were committed to engaging with all students, batesnot sure how to and wanted
more professional development. They also thougy tlid not have enough time to
talk with their colleagues and needed more nonamirgeriods to do further training.

‘Sustaining School Improvement: ten primary schomarneys’ is a report
on New Zealand primary schools who are making defiattempts at improving
student learning over the last three to five yé&@ameron, Mitchell, & Wylie 2002).
This was a significant piece of research becauséeittified factors critical in
sustainable school improvement in New Zealand. sthdy confirmed the main role

of high teacher expectations and professional deweént for school improvement.
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The research found that the schools showing chaingssident achievement had a
strong focus on changing student learning and alyan culture amongst the staff.
Successful schools also had a focus on raisinghéeaexpectations of student
achievement and proactively worked towards imprgvstudent learning and
behaviour.
These projects lend significant weight to the tlyetitat expectations of

teachers influence the achievement of their stident

Some research has shown that school charactergtgsa relatively minor
role in the development of educational disadvant@®@dley, Draca, Green, &
Leeves 2006). However, the same research ackngedethat teacher interaction
with indigenous students and the appropriatenegsheokducational materials used
do have an effect on educational attainment. Wbaleental choices outside of the
home may have some impact on achievement, e.gcelbdischool and community
(Nechyba, McEwan, & Older-Aquilar 2007) recent m@s@ suggests that schools are
not as much to blame as previously thought. Eaglycational data had a tendency
to be correlational in nature and researchers qtocknake conclusions that any
observed correlations represented causal relaiigshstRecent studies have offered
better statistical analysis of the data and thromaxe positive light on the impact
schools may have on achievement (Nechyba et a¥)200

Walker (1991), Bishop (2005) and others suggest thew Zealand’s

education system and policies are based upon itadgipower relationships. They
propose that the behaviours associated with sutardn and domination in the
classroom perpetuate the non-participation in eitutaby many Mori youth.
Looking at some of the history of New Zealand’s @tion system may give some

insight into current education statistics.
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In 1867 the Native Schools Act was used to estabiative schools within

each of the iwi districts. Bbri had no control over the curriculum and usehsf t
Maori language was actively discouraged (Walker 199ih) 1900, the Director of
Education George Hogben, advocated the teachimgaolual and technical subjects
or ‘hand-work’ in native schools. He targeted Weey successful Te Aute College
and pressured them to change their curriculum tude traditionally academic
subjects such as mathematics (Walker 1991: 6).liamilBird, who was the native
schools inspector around that time, felt that thigppse of Mori education was to fit
the students for life amongadri. One of his aims was to discourage the inteovac
between Mori and European and to reduce the competition #itftopeans in trade
and commerce (Walker 1991: 6). Bird suggested Muatri nurses should only be
given training if they agreed to only work amoniyktori. He promised to intervene
if any Maori nurses applied to work at a European hospitdé also encouraged
Hukarere School for Bbri Girls to change their curriculum so that subgesuch as
latin were replaced with needlework, cooking andhdstic work. The girls would
be taught to be ‘good wives and mothers’ (Apperglicethe Journals of the House
of Representatives, 1906 in Walker, 1991: 6). 9311 T.B. Strong, Director of
Education, contended thatalki education should turn boys into farmers andsgir
into farmers wives (Simon 1990: 110). These ideas practices were reinforced in
native schools by teachers having low expectatiohgheir students. School
inspections and a grading system also kept thénéesdn-line with the policy of the
Education Department (Simon 1990: 115).

Walker (1991) suggests that a two-tiered system puaposely and officially
developed, where Bbri were denied access to empowering education theu

talents suppressed. This explains a 50 year gapebr the first wave of Bbri
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university graduates in the early 1900s and therskavave in the 60s and 70s.

“This institutionalisation of racism within the dapment and schools explains
the existence and entrenched nature of the educgdip between Bbri and Rkeha”
(Walker 1991: 7).

New Zealand’s colonial history clearly has a stramgl very real impact on
our society today. How much colonisation and itscpsses have influenced the
country’s psyche may need addressing. Do teadmistheir teaching practices
reflect any of the ideals and values supportechbygbvernment so many years ago?
To what extent do the values and practices of tienising government influence
our schools today? The focus of this researchnassuhat the answer to these
questions lies in the education system. It aimshow that education in New
Zealand continues to reflect the policies of theegnment and the lack of political
empowerment of minorities in New Zealand.

Considering the many theories and possible reagonsdisparities in
achievement, the literature highlights the needdsearch that takes into account the
diversity of classrooms. For as Nechyba et al 9)9fbte, educational research is
becoming more reflective of the complicated natwk learning and child
development. Broad trends are no longer valid.ceRe studies tend to be more
methodologically sound and more prepared to offeodest’ results. The focus is
now on trying to find smaller, more consistent agltably estimated effects.

In describing population trends in the United $tateallas, Natriello and McDill

(1989) suggest that educational achievement isienfted by formal schooling,
family and community: “students who are educatiyndisadvantaged have been
exposed to inappropriate educational experiencestimeast one of these three

institutional domains” (16).
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In particular Pallas (et al) identified five keycfars relevant to education in
the United States that are correlated with poolieaeiment. These are minority
group ethnicity, low socio-economic status, singgeent up-bringing, education
levels of the mother and coming from a non-Engéishaking background. Of these
factors they suggest ethnicity as being the moskelyi recognised influence on
educational disadvantage (1989: 17). Some intemelt studies have found that
minorities such as Hawaiian, Jamaican and AfricameAcan have failed in the
classroom, not due to their language use (or pidgtects), but because they are
often excluded in a number of ways from the classre@xperiences and from the
educational process in general (Siegel 2007: @pse studies suggested that where
a standard or majority language, such as Englshysed as the only acceptable
language in the classroom, problems arise. Negaititudes of teachers emerged
towards students whose language was different éir thwn. Students had a
negative self-image due to the denigration of tHamguage and culture and
repressed their self-expression.

However, some researchers suggest that there isntah emphasis on the
effects teachers have on students’ learning (NasRré&chnow 2004) and argue
against the current thinking that teachers areelgirgesponsible for the disparities in
educational achievement. They suggest that educpblicy is currently shaped by
government officials, academics and journalists wiamote the ideas that:

1. disparities can be reduced by raising teacher eapeis

2. the effects of home resources and family practmessocial and cultural

differences are irrelevant and ‘deficit theories’
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They argue that the evidence for teachers influmneichievement is overstated and
that ignoring the home environment is ‘misguidédagh & Prochnow 2004: 176).

In a wide review of international literature NechyliMcEwan and Older-
Aquila (1999: 5) found that most educational resleauggests that genetics plays
an important role and makes up about 50 percetfieodifference in cognitive ability
and school achievement. They also found thatttiest’s environment was equally
important such as influences from the home, neighimods, schools and
community groups.

Literature based on New Zealand educational achiewé offers a wide
range of factors influencing educational achieveindrhese factors also come from
many areas such as the student, family, schoolssadfl (Else 1997; John Hattie
2003). What is difficult to find is literature thagrees on the relative importance of
each factor and most literature does not say h@nfdahtors or barriers worked or
what to do about them.

John Hattie (2003) suggested that students makabopt 50 percent of the
variables in achievement and that they are a gaedigior for success given the
correlation between ability and achievement. Teexhand the way they teach
account for 30 percent of variables. Hattie sutgggen, that the focus should be on
teachers and the way that they teach, as the fd@brcan be improved and that has
the largest potential for change in education (iiiel@2003: 4).

However, Nash and Prochow (2004: 178) suggest uinissual to find a 50
percent variance in educational research and thatdifficult to confirm Hattie’s
figures due to a disparity between references. y dagition using Hattie's data as
there appears to be a lack of method and scartidetails on the syntheses of the

meta-analysis. They argue that a) Hattie’'s modelderestimate the social class
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effects because the effects of intelligence aratérkas an individual characteristic
and b) Hattie overestimates the effects of theneabecause his data is taken from
studies of innovations in teaching (2004: 178). alm analysis of international
reading ability data, they suggest there is aimgiahip between household income,
literacy resources and achievement and that teaffemnts added relatively little to
the overall variance in achievement (182). NashlP&chnow (186) also quote
evidence that in general New Zealand students appyhwith their schooling and
teachers in particular at low decile schools amd this does not support the idea that
teachers at low decile schools have low expectaitnditheir students.

It is difficult to find a clear consensus in Newatand and internationally on
the causes of disparity in educational achieveme@tassrooms are so diverse,
perhaps it is never going to be appropriate to ind main effect on learning. It is
important for this research to understand the toecNew Zealand’s education
policy is headed and the reasoning behind this.Adienne Alton-Lee has carried
out extensive research on education and is thef @dacation adviser for the
Ministry of Education's Iterative Best Evidence fsis (BES) Programme. Her
role is to strengthen the evidence-base informialicy and practice in education
and to provide medium term strategic advice to guvent. She has published in a
range of leading educational journals including Hagvard Educational Review and
is author of the Ministry of Education's ‘Qualitgaiching for diverse students in
schooling: Best evidence synthesis’

(www.minedu.govt.nz/goto/bestevidencesynthesikh an overview of international

and national studies, Alton-Lee (2003) found thaaldy teaching was the biggest

factor influencing student achievement. She fouhdt tteaching accounted for
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sixteen to sixty percent of the difference in sntdachievement and that schools

accounted for zero to twenty-one percent.

It is likely that the basic infrastructure of edticen contributes a
great deal to the shared achievement that studgafs, but the
variance between individuals and groups, whichdssabstantial in
New Zealand achievement results, is greatly infleen by how

individual teachers teach. (Alton-Lee, 2003)

However, she stresses that this does not lessesffdet of other factors such
as good leadership, employing highly qualified,al@p teachers, providing teachers
with necessary resources and encouraging scho@-ggdelopment. It does give an
area to focus our attention on and provides petiqgeon the impact that quality
teaching has on achievement. Learning is a holetperience, it does not only
occur in the classroom. It is therefore importimtthe current research to look at
what is occurring in New Zealand society that migc Maori, particularly in terms

of language use.
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Language usein New Zealand

Language, like other instruments that humans havéheir disposal, has ah
infinite potential for good or evil. We can use daage to cement relations with
other people or employ it to wound, belittle anfeofl; we can use language [to
encourage others to develop their personality adividuality or we can employ

it as means of domination and control (Watts 19&9:

The majority of New Zealand population is currenthade up of those of
European descent, a statistic which is changingerd are many reasons for this
including immigration, birth and death rates. Hthproportions for under 18 year
olds are changing even faster, which is of impararfor those in secondary
education in particular (Ministry of Statistics )0 Bishop and Glynn (1999: 43)
suggest that among this European majority bilingoalis rare, due to the political
and economic colonisation of New Zealand, by Ehgéiseaking Europeans. This
monolingualism of New Zealand society has had aatmg affect on language
learning and language attitudes, over the pastdesades. When New Zealanders
do take language study, it is mainly for functioredsons such as perceived benefits
in economics or trade. Other reasons such asefi@mopal enjoyment, intellectual
stimulation, improving cultural understanding ondaage and culture maintenance,
are difficult to encourage (Bishop & Glynn 1999)44n contrast approximately half
the worlds population is at least bilingual (Holmi&87: 8). Research suggests that
people who are bilingual enjoy many advantagesh sisca better understanding of
different cultures, flexibility in their thoughtolierance of cultural and linguistic

difference and greater ability to manipulate thenguage (Holmes 1982: 11).
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Fortunately, 2001 census statistics did show arease in people who could
speak more than one language. Since 1996 this erunalol increased by 20 percent,
with one in six New Zealanders being multilingu&nglish is the language spoken
by most New Zealanders, although one in 50 didspatak English at all. After
English, the most common spoken languages weieriMSamoan, French, Yue
(Cantonese) and German (Ministry of Statistics 200dable 2.1 compares the types
of language speakers in New Zealand.

Table 2.1: Percentage of population for types of language splears in New
Zealand (Ministry of Statistics 2001)

Type of speaker Percentage of population
Monolingual 83.9
Bilingual 13.4
Multilingual 2.7

Within our population of over four million New Zeadd becomes more
multicultural every year (Ministry of Statistics @). There have also been regular
increases in minority ethnic immigrants, as showrTable 2.2. This means that
educators need different skills and resourcesderatio provide a tailored curriculum

that reflects the diverse backgrounds of studemtayt.
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Table 2.2: Percentage (rounded) of ethnic groups within New Zdand ‘usually
resident’ population totals for 2001 and 2006 Censu

Ethnic group 2001 | 2006
European 8( 68
Maori 15 15
Other (inc. New
Zealander) No data 1
Asian 7 9
Pacific peoples (0 7
Other (inc. Middle
Eastern, Latin American | No data 1

and African — MELAA)

This change in the demographic make-up of New Delbeas had an effect on
our schools. Many teachers today are working wittlassrooms very different to
the ones they trained in. Schools in the futuee likely to be even more multi-
cultural. Teachers are going to need more supputttraining to teach culturally-
diverse students, and a better understanding oftheiw pedagogies are influenced
by their own culture. Of particular concern forstinesearch is how much the way
language is used by a teacher can influence theihggof their students.

According to Cooper and Fishman (1974: 6) theregamerally four types of
attitude towards language; attitude to a particldaguage (e.g. te reoadri), to a
feature of a language (e.g. to an accent or vangtto the way or context which
the language is usde.g. for traditional marae protocols) and to theguage as a
cultural indicator (e.g. te reo as the languag®abri people). This suggests that
attitudes towards a language cannot be separaigd dttitudes towards those who

speak it. Due to the strong link between language group identity, a lack of

40



concern with a language (as perhaps reflected or poonunciation for example)
suggests a lack of concern for its speakers (DemefsGordon 1989: 52).

Tajfel (1981) studied two groups of children, frahe United Kingdom and
Israel. It was found that the children evaluatatiamal and ethnic groups that were
different from their own or ‘out-groups’. This aated without the children having
had any real previous knowledge of, or contact wiilese groups from which to
base their evaluations. This suggested that @mldmre: “highly sensitive to the
socially-prevailing evaluations of national andrethgroups” and that they are very
susceptible to the attitudes and value systemisedf $ocieties (Tajfel 1981: 206). It
therefore appears to be important to promote awaserabout a language and
provide accurate information to the public abodéraguage, language learning and
bilingualism, so that parents can make informedicd® about their children’s
education (Waite 1992: 5). It also highlights theed for positive learning
environments at an early age. Schools are a gtamé po encourage modelling of
positive attitudes towards other cultures and laggs. Janet Holmes considers the
reasons for academic under-achievement in New @éal&he suggests an important
factor is the attitudes and expectations of tea;hparents, pupils and society,

towards the child and their language.

If we dislike their accent, regard their home daler language as
inadequate or as an educational liability, or if weave low
expectations of children from a particular socialethnic group, then
it is all too likely that the children will perforim a way which reflects
our negative attitudes and fulfils our low expeicias (Holmes 1982:

27)
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Children who are bilingual or second language lerare quick to perceive that a
teacher’s attitude to their language is the samtheseacher’s attitude to the child
and their family. They may react to perceived tiegaattitudes by being
unresponsive and silent. However, if their languag seen to be valued, and
regarded positively by their teacher, the studeanésmore likely to be relaxed and
co-operative (Holmes 1982: 27). In discussing ftelsinguage Holmes (1982) also
notes that the way in which language is used cansinit attitudes to future
generations. “Language not only reflects the wadés and stereotypes of the
community which uses it, but also maintains anddmaits those attitudes” (26).

The impact of colonisation on thealti language is still felt today, despite it
being an officially recognised languagBenton (1987: 72) suggests that recognising
Maori as a national language does not disadvantagélew Zealander of a different
ethnic background,dReha or otherwise. Promoting a community of acceptaaru
encouragement of bilingualism helps all minorityitetes maintain their language
and counter the tendency for many New Zealandetsetguspicious of ‘foreign’
languages and bilingualism in general. There aemymother good reasons for
encouraging the use and learning of other languyaupesicularly for children and
youth. Maintaining and promoting any minority lamge can help to establish a
strong sense of identity in minority children. Kwing where one comes from and
having access to their own language learning Halidd self-confidence and positive
attitudes (Waite 1992: 16). This provides furtlapport for the current focus on

Maori language use in classrooms.
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A brief history of te reo Maori

Ka ngaro te reo, ka ngaro taua,
Pera i te ngaro o te Moa.
If the language be lost, man will be lost
As dead as the moa.

(Maori proverb)

Over the past 200 years theaddi language has had a turbulent history. At the
start of the nineteenth century te re@advl was the main language spoken in New
Zealand. However, as more English speaking immigrarrived and schools
established, the Bbri language became less commonly used. By thetwedtieth
century there was a real danger of the languagaegdgut. However, Nbri
initiatives in the 1970s and 80s saw a revivalhaf language. Today over 130,000
people can speak or understand te reo.

The Maori language came very close to extinction durhngtiventieth century.
Pakeha had become a majority in the population and Ehgle dominant language.
Maori was officially discouraged in schools and gehesociety. Children were
taught in English and often punished physicallyhiéy spoke te reo. During the
1940s to 1970s there was a mass migration froml torairban areas. It was
common for Mori parents to stop speaking te reo to their chilgdras they saw
English language being a way of gaining betterdsdeds of living and wealth. For
many reasons the adri language was mainly used by some adults onméeae or
for religious activities, and was rarely taughtdoused by, children (Te Puni Kokiri
& Te Taura Whiri i Te Reo bri 2003: 13). However, kbri eventually realised

that abandoning the language over the previousdéscaither by choice or by force,
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had not resulted in the benefits promoted lakePa. Their children, who spoke
English, were still leaving school with little oo mualifications (Benton 1987: 67).

During the 1970s kaupapaabti initiated education programmes such as Te
Kohanga Reo, TAtaarangi, and Kura Kaupapaabti, were established. The 1980s
saw the focus shift to media as well, and the sigaof responsibility for language
revival among various government departments. 9861the Waitangi Tribunal
reported their findings on the te readfi claim. They made five recommendations
concerning; a) the use of te reo in court and gpiotic or government dealings b) a
supervising body to be established to monitor anmbsrt the language c) changes in
educational policy regarding study of te reo d)falation of broadcasting policy
and e) change to state services employment condit@encourage bilingualism. In
the Maori Language Act of 1987, te reo was made an affiainguage of New
Zealand, a commission foradri language was established anaok speakers now
had a right to use te reo during court proceed{figsTaué Whiri i Te Reo Miori
2003). The late 1990s saw the emergence of momemecmity and iwi based
language development and recovery programmes (fieKikiri & Te Taura Whiri
i Te Reo Miori 2003).

The 2006 Census showed that the population ofdespeakers has increased
since 2001, but not in great numbers. Just ovef0DBOMaori indicated they could
carry out a basic conversation in te reo, an irsged 1128 people. However, only a
guarter of the 15 to 65 age group are able to has@nversation in &bri (Ministry
of Statistics 2006).

Te Puni Kkiri has carried out many studies on the statehef language

including; survey of attitudes, values, beliefs #mgls the Mori language (2002),
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survey of the health of the adri language (2001), Bbri language in the community
(2004) and the Kbri language survey (2007).

The survey of Mori and non-Mori attitudes toward the &bri language was
particularly interesting. For Bbri, it found that overall attitudes were positiaed
that most Mori value the language and were committed to tlea iof learning and
using te reo. Approximately 30 percent ofidi had some language skills or were
learning. Miori were found to have an optimistic outlook on theguage and
thought that positive and significant gains hadently been made regarding the
learning and use of te reo (Te Purikiti 2002).

For non-Mori, it was found that most recognised the valu¢heflanguage,
for Maori people. They also believed there had beennteiogrovements in the
learning and use of te reo. However, the surveyvsd that non-Mori had little
knowledge of the language and culture and 89 peferespondents had no desire
to learn. It was also found that within noraddi there were a wide range of views
regarding the use of te reo in public situationghW0 percent of the opinion that
Maori language use should be confined to the marabeohome (Te Puni dkiri
2002).

Positive gains have been made towards revitaliging language, as
demonstrated recently in theabti language survey (Te PunioKiri 2007). This
survey showed significant increases in the numbéradults who can speak, read
and write te reo. Also, the language is being usede frequently in the home and
community. This suggests improvement in the trassion of language between

generations.
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The findings of initial surveys lead Te Punioldri to make some
recommendations, based on the fifth objective efWaori Language Strategyhich

was:

To foster among kbri and non-Miori positive attitudes towards and
accurate beliefs and positive values about, tli@fllanguage so that
Maori-English bilingualism becomes a valued part cfwNZealand

society (Te Puni &kiri & Te Taura Whiri i Te Reo Wbri )

In their report Te Puni 8kiri concluded that different groups withinadri and non-
Maori needed different types of information and suppo Also, due to the
demographic profiles of the groups, appropriate imethould be used to provide
information and support. In particular the follogirecommendations were made:
* There is a need to turn the positive attitudes abilinto
tangible action in support of the language
« Need to raise awareness amongioM about language
revitalisation strategies and activities
* Need to provide basic accurate information aboubi
language and culture to nonabti
* Need to consider and encourage debate on theriM
language as a symbol ofawki identity or New Zealand
identity as a whole
* Need to provide those people who have a posititieide
towards, but no desire to learn about te reo, walys
showing their support more actively (Te Puriki€i 2002:

59)

46



Again it seems clear that education providers adfeiideal forum for working
towards these objectives. It also emphasisesnip@riant role educators have in
fostering positive attitudes towards abti language. The Bbri language
commission recognises the important position teachave in providing role models
for children, encouraging the teachers to showdodil the value of the Abri
language and to promote positive attitudes tow&ds indigenous language”. The
commission suggests ways in which teachers carhidostich as giving children
accurate and up-to-date information about the laggu and by providing an
environment where open discussion about therManguage is encouraged. Other
suggestions include using ad@ri vocabulary in the classroom and encouraging
correct pronunciation of Bbri names and words (Te Taura Whiri i Te Reaokil
2003).

In New Zealand there is a very wide range of speakesing correct and
incorrect pronunciation of te reo. Traditionalhetattitude of many New Zealanders
has been to look at #ri language as inferior and as such the corremtyrciation
of it was not important (Deverson & Gordon 1989).5Zhe link between language
and group identity, as previously mentioned, sutggaben that the correct
pronunciation of te reo Bbri is an important indicator of respect for theadvl
world. Despite this, and other good moral argumdnt using Mori language
correctly, many New Zealanders continue not to. weleer, it is important to
acknowledge that many New Zealanders have a vesitiy® attitude towards the
Maori language and culture. The reason for relatiy@or pronunciation cannot
simply be blamed on mind-sets. Other things sulervironment, family, friends
and education all influence how te reo is usedhe“haturalisation...of words from

other languages is a universal phenomenon and is iitself evidence of intentional
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maltreatment of the language the words are talk@n’f{Deverson & Gordon 1989:

53).

The literature indicates that although th@dvl language is stable and people
are generally positive about it, much work is stéleded to ensure it continues to get
stronger. The number of native speakers needsdease and they need more
institutional support, for example in educationpdmcasting, law and government.
There also needs to be more domains and places Waeri is used (Waite 1992:

30).

Media and Maori language

Kia tupato e te iwi kei wehewehetia tatou te iwidvi e nga pouaka
whalkita me nga mabhi reo irirangi
As a people we should be aware of the divisivauatite of television ang
radio.
Rt Rev Whakahuihui Vercoe, the late Bishop of Aotea(in Williams
1987: 100).

The importance of radio and television in suppaortiMaori language and
culture, cannot be underestimated (Williams 198T). 1985 the Mori economic
development commission report oradi broadcasting held a very dim view of New
Zealand media and stated that “The media in NeWaddareflects Mori people as a
violent subculture of New Zealand society seeragssts, thieves and murderers, save
in war and sport” (Williams, 1987).

Advertising was also blamed for influencing theitattes of young people
towards Miori language and ‘being &dri’. In a study of 12 year olds in Auckland,
Vaughn and Hill found that they preferred not toitbentified as Mori (Williams

1987: 102). Their research blamed media such @i® @nd television for this
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negative influence on the attitudes of the Auckléaehagers. They suggested there
was a negative portrayal of adri as actors, and a lack of ‘front’ announcers or
positive role models in advertising. Kagtma Henare Tuwhangai from Waikato, at
the Kaumatua hui in 1982, also condemned radio broadcastertheir continued
mispronunciation of te reo. Williams quotes anideat between the then Minister
of broadcasting and Matiu Te Hau, a well-known Iesc educationalist and
community leader. Mr Te Hau was asked by the Nnjson the topic of te reo
pronunciation: “What does it matter?” Te Hau regli “Some people call me
Teehow and others Tayhaoo. My name is Te Hau. thew, in reply to Mr Adam
Sneeder, er Adam Snoyder, er Adam Sneezer, oh-welhat does it matter?”
(Williams 1987: 102). Twenty years later and thates of language use by various
media is still questionable. News, sports, radio ather commentators demonstrate
varying levels of correct and incorrect pronuncatiand frequency of te reo use.
However, one success is the introduction of @Mtelevision channel, offering a
wide range of programming and plenty of opportesitio hear and practice correct
Maori language use. If Bbri language is to be valued by all New Zealandees

media will play a huge role in promoting the cotrese.
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I nitiatives for improving Mdaori achievement

There have been several projects recently whiche heimned to raise the
achievement of Kbri students such as; Te ManarkKro, Te Hiringa | te Mhara,
AIMHI, Te Kotahitanga, Te Kauhua/ ari in Mainstream Pilot Project, Parent
Mentoring Initiative (PMI), Whaia te iti KahurangNZ Council for educational
Research Evaluation (NZCER), Whakaaro Mataurangm Naumatua — Research
on literacy practices and te reo development, anddi Huarewa.

Te Tere Auraki in the Ministry of Education useg tider development of
evidenced-based frameworks that explore and iderthé key requirements of
guality teaching for diverse students. This redeamd professional development
strategy is focused on improving teaching and legrrfor Maori students, to
improve academic and social outcomes in mainstresohools. The four
independent but overlapping professional developns&rands of work that are
coordinated by the strategy are:

« Te Mana Krero: professional development packages and wopgssho
facilitated through ‘School Support Services’

» Te Kotahitanga: Year nine and ten research and egsanal
development project

» Te Kauhua: Mori in mainstream professional development project

» Te Hiringa i te Mahara: developingadri secondary teacher capability
and addressing workload.

The following sections summarise these projects lihge supported Bbri in
mainstream education in Te Tere Auraki.

Te Mana Krero is a professional development series creayetthd Ministry

of Education’s Te Tere Auraki team. It works innpoction with a wider
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information campaign that includes television atlsearg and aims to raise the
expectations of educational achievement amomagrMthe education providers and
the community. Its main focus is on the belieftthiori can and do achieve and
encourages high expectations of this. It usesarekeébased evidence to help
teachers develop effective pedagogies, with thetlyidg premise that professional
development makes a major contribution to teacleid their ability to make a
difference for Miori students. Finally, it encourages strong, éiffecand respectful
relationships between family, school and commundy, these are seen to be
extremely important in raising &ri student achievement. ‘Te Mana Korero —
Relationships for Learning’ is the third professibrdevelopment multimedia
package in the Te Mana series to promote effecéaehing. The first included a
video on raising teacher awareness on the needifgr expectations of their
students, and the importance of engaging theiorMstudents. The second video
looks at how effective professional development lcalp teachers make a difference
for Maori students and the third ‘Relationships for Leagh looks at ways of
developing relationships with whau. It has used evidence from Te Kotahitanga
and Te Kauhua, about what works foradfi students. This professional
development package also reflects a key approadheofiraft strategy for Bbri
education ‘Ka Hikitia — Managing for Success'.

Te Kotahitanga Project started in 2001, fundedheyMinistry of Education. It
focussed on Mbri students in four mainstream secondary schawld, asked what
they thought about their education and ways of owimg it. After an initial scoping
report, the project had three stages; collectirdyaralysing experiences of students,
teachers/ staff and family, developing an ‘effeetteacher profile’ and professional

development programme and finally measuring thalt®®f this programme when
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implemented in schools. Results from the scopirgjept suggested that the main
influence on student achievement was the quality irfclass, face-to-face
relationships between the student and their teafBishop et al. 2003). Initially
reports showed that Te Kotahitanga had resultéshpnovements for Mori students
in terms of literacy and numeracy, and that refeiops between students and
teachers had improved (Bishop, Berryman, Cavan&gheddy 2007). However, a
recent independent report commissioned by the Postary Teachers Association
suggests that the success claimed so far does matthnthe data presented
(Openshaw 2007). An independent three year evaiubly Victoria University has
been commissioned by the Ministry of Education.isill examine the success of
Te Kotahitanga towards the goal of raisingdvl student achievement. The final
report will be available in February 2011.

Te Kauhua/ Mori in Mainstream Pilot Project (2001) aimed to noye the
mainstream schooling experience foiidvi students. It helped schools develop their
own initiatives towards this aim, rather than tgyito implement a ‘one size fits all’
programme. Teachers were encouraged to reflethan teaching practice and to
question their attitudes towards and beliefs altlweit Maori students. This resulted
in some being able to change their deficit thinkiddne relationship between student
and teacher was again, found to be critical toestuduccess. The dispositions of
teachers to respond to students needs were exanmraEbth and three important
factors emerged; caring about student successingathe culture and listening to
students’ views (Tuuta, Bradnam, Hynds, Higgin8&ughton 2004).

Te Hiringa i te Mahara (the power of the mind) isaional professional
development programme funded by the Ministry of &dion that targets Bbri

secondary school teachers with particular emphasise reo Mori teachers. The
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project began in June 1998, to address the stressciated with the excessive
workload of Miori secondary school teachers. The tools, teclsigprogrammes,
and resources provided through Te Hiringa i te Maha the form of professional
development are ultimately aimed at significanthproving education outcomes for

students (Ministry of Education 2004c).

Teacher training and professionalism

Auckland and Wellington teacher colleges first graeed the need for adri
language courses in the 1930s. In the 1968sristudies lecturers were appointed
to all the teacher colleges. However, the studiabri language and culture was
still optional until 1981 when it became mandattoy some study to be undertaken
(Kaa 1987: 58). The professional standards foorsdary teachers provides criteria
for quality teaching (New Zealand Post Primary Teas Association 2004: 106).
This document specifically states criteria for pssional development regarding
knowledge of the Treaty of Waitangi, as well agok language and culture, as
shown in table 3.1.

Table 3.1 Professional standards for secondary telers (from the NZPPTA

collective agreement handbook 2006)

Experienced classroom

Dimension

Beginning teachers

Classroom teacher

teachers

Professional
development

Are receiving
professional support
and encouragement
to successfully:

e Participate in
available professiona
development
opportunities
appropriate to

individual needs and

Demonstrate a
commitment to their

own ongoing learning

Participate

| individually and
collaboratively in
professional
development

activities

Demonstrate a high level o
commitment to:

» Further developing their
own knowledge and skills

e Encouraging and
assisting colleagues in
professional development
» Further developing
understandings of the Treaty

of Waitangi
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school priorities Continue to develop
including understandings of the
opportunities relating| Treaty of Waitangi

to the Treaty of

Waitangi
Are expanding « Continue to * Demonstrate
knowledge and develop commitment to the

developing sound understandings and | promotion in education of:

skills, with advice skills in the » The appropriate and
and guidance in: appropriate usage andaccurate use of Te Reo
* Accurate accurate Maori
Te reo me ona| pronunciation of pronunciation of Te | « The adoption of Mori
tikanga basic Miori Reo Maori protocols where appropriate
vocabulary
¢ Common * Demonstrate an

greetings and waiata| understanding of

« Basic Maori basic Miori protocols
protocols when opportunities
arise

In March this year the first national curriculunr te reo Miori was launched.
This provides a draft framework for teaching andriéng of te reo Mori and
tikanga in mainstream primary and secondary schawds should encourage wider
use of the language in New Zealand. The curricujuidelines were trialled in five
regions in 2005 then revised and distributed toselools for feedback in March
2007. The final version of the curriculum guideknwill be in schools mid 2008
(Ministry of Education 2007d).

The government has also developed the evidencetipadiey document called
‘Ka Hikitia — Managing for success: the drafadi Education Strategy 2008-2012'.
This is a reflection of the aims that the governmeas in terms of providing
effective education for Bbri students. One of its approaches to change is

developing productive partnerships withaddi students, winau and educators
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working together to produce better outcomes. Aot the main areas of focus is
Maori language education. According to the stratd@jori language is recognised
as a treasure and aims to teach students the ohtaaeo. It addresses the issue of
providing alternative learning options, buildingatauranga and knowledge of
tikanga Miori and developing quality language ability (Mimystof Education
2007c). If this strategy is to be implemented ssstully, teachers in all schools will
need relevant support and professional developmeatms of Miori language.

A current initiative is attempting to address tisisue called Te RITO (Te Reo
Itinerant Teacher of Bbri). Te RITO is a professional development pragree that
focuses on supporting quality teaching of te realirclassrooms. It was created as
part of a Ministry of Education and Northland ivarmership called Tew®ahitanga
Matauranga, and began several years ago in Te TeaoKthe Far North) schools.
Te Ritahitanga Mtauranga (TPM) is an education improvement and ldpugent
project aimed at raising &ri students' achievement in Te Taitokeralie RITO
aims to improve the te reo writing and speakindlskif teachers and students in
mainstream schools. The schools are supported math practices in planning,
teaching and assessment, and helped to bring timolsand Miori communities
closer. Results at many of the participating sthehow that students are improving
their ability in overall Miori language use, including vocabulary, sentencetsire,
comprehension and pronunciation. It also has &ftesome students’ home lives,
where parents have become more involved in learaingome and in the school.
Students and teachers both reported feeling mardactable in their communities,

where a large proportion of the populations at®iV
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Summary

There are many different schools of thought andriee used to explain the
gap in educational achievement between certainpgrourhe main focus here and
internationally seems to be on ethnic groups, ii@dar minorities. The theories
tend to fall into five broad categories; deficietlny, teacher expectation theory,
school resource theories, political empowermenbrheand alternative theories.
Many studies can be found to support and oppode tbaory, and it is very difficult
to pinpoint one particular cause for the dispantgducational achievement. In New
Zealand the Ministry of Education policy trends @akeen influenced by the
research and analysis of Dr Alton-Lee. She hasdpun a wide overview of
national and international studies, that qualigcteng is the main factor influencing
student achievement.

Literature on language use in New Zealand was essidered relevant for
this research. With the majority of New Zealands¥sg Bkeha and mono-lingual,
there is evidence that the use of and attitudeardsvminority languages can have
some negative affects on the native users of #raguage. The history of te reo
Maori in particular has been turbulent, and the nundjespeakers of te reo had
fallen dangerously over the past century. Todayrnbmber of speakers of te reo
continues to grow, but it is still a language iredeof protection and revival. The
responsibility for this lies in many domains suchthe media and education, with
teachers playing an important role in the encouraye of te reo use by younger
generations.

Currently in education there are many good initediin action, aiming to raise
the achievement of Bbri students. These include Ministry of Educatfonded

projects such as Te Manaotero, Te Kotahitanga, Te Kauhua, Te Hiringa i Te
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Mahara and Te RITO. These projects have all detraied positive results for
Maori and share a focus on good teaching practicdspanfessional development
support for teachers. Teacher training and pradeasm documents such as the
Post Primary Teachers Association collective agesgrencourage the learning and
development of knowledge in adri language and tikanga. These standards are
supported by the government policy document ‘Ka itidik the draft Maori
education strategy, where there is strong focusdeweloping relationships with
whanau and community, and acknowledging te reamiVlas a treasure to be utilised
across all curricula.

Overall the literature is positive and shows a drdowards policy and
initiatives that work for Mori, based on evidence and consultation with iWwhere
was however a clear lack of literature focussedhenimpact of Mori language use
in schools and the wider community, and what efteid has had, and continues to

have, on Mori people.
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Chapter five: Presentation of findings

This chapter presents the results for the two ggafpparticipants — students
and teachers. Results for students were colleotédo ways — surveys and focus
groups. Results for teachers were collected byeysrand interviews.

The student survey results are presented firse fdbus group results are then
given, and after this section there is an overatimary of the student results.

The teacher results begin with the survey answedsthen the interviews.

This section is also summarised at the end ofdhehter results.
Student surveys

Overview

The survey results related mainly to te reo usthéclassroom by teachers.
Initial background information was gathered suchh@sstudents’ year group, self-
assessed language ability, whether or not they Madri as a subject and reasons
for this. Results showed that the majority of stutd thought te reo pronunciation
was important. A smaller proportion of studentsuht that teachers in particular
should use correct pronunciation, compared to thapgstion of students who
thought that all New Zealanders should use corpgonunciation. Significant
proportions of teachers were thought to be regulaispronouncing te reo, and the
students in general agreed that te reo shoulddxtinslass. Reasons were provided
to support this. A third of students also felttthavas not important to use te reo in
class, and again many reasons were given to déffiémdpinion. Many suggestions
were given for how te reo use by teachers couldrproved. The most common

ones were learning basic words, greetings and pimation, particularly of vowels,
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names and common place names. At the end of tireysatudents offered general

comments regarding language use.

Survey results

Sixty-four students filled out a survey containitesp questions. This survey
can be found in Appendix A. The students were frggar nine to year thirteen
classes. The smallest group was the senior orij&alass. The rest of the students

were fairly evenly distributed across the othemryewels (see figure 1).
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Figure 1. Students grouped by Year

Students rated their ownadri language ability and they all had at least some
ability in speaking te reo (see figure 2). Ovelf lize students felt they were at a
beginner level. Twenty students responded that there intermediate speakers.

Six considered themselves to be fluent.
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Figure 2. Students’ self-assessedadri language ability

The majority of students studiedabti language at school. Only three percent
did not, at the time of the survey, take it aslgett. One reason for not studying te
reo was that the student wanted to focus on senibjects related to their future
career goals. Another reason was that the stutldntot know anyone else in the
same year taking the subject, so was too shy mtteksubject. They were unable to
pick it up again the following year. There wereotmain reasons why students did
study Maori language. The first was because they weierMhemselves and it was
an important part of their culture and identity.heTsecond was so they could
improve their ability or gain fluency. The next ssta@ommon reasons were that it
was a fun, interesting and ‘cool’ subject to leaand that it was important to learn
more about Mori culture and whakapapa. Several students sttted it was
important to them personally as they had studiel@amt it in some way, since they

were young. Other reasons given were:

It was the only subject available
. To show respect for the culture
. A parent encouraged them to

. They use the language daily

. It is part of New Zealand culture and an officexhjuage
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. To help keep the language alive

. They can use te reo in the class without embarrmassm

The majority of respondents, 80 percent, thought New Zealanders should
be expected to pronounceabti language correctly (see figure 3). Nine petsaid
that it did not matter or that New Zealanders stiowdt be expected to pronounce it

correctly.
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Figure 3. All New Zealanders should pronounce teeo correctly

Sixty-three percent of students said that teacheggarticular should always
pronounce te reo correctly (figure 4). Twenty-figercent thought that teachers
should ‘often’ speak it correctly and nine percamicated ‘sometimes’. Three
percent of students responded that teachers shwmudr’ be expected to pronounce

te reo correctly.

61



40

35

30

25+

Number of
responses

15+

10+

5-1

0

-

2

Never Sometimes Often Always

Answer

Figure 4. All teachers should pronounce te reo cozctly

Most of the students, 95 percent, study with foremore different teachers

during the school day. Thirty-nine percent of stud thought that between one and

three of their teachers mispronounced te reo (@@gh)y. Twenty-three percent

indicated between four and six of their teachand, €ix percent said over six of their

teachers mispronounced te reo. One respondenghhdliat none of their teachers

did. A relatively large number 30 percent, respmhthat they did not know how

many teachers, if any, mispronounced te reo.
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Figure 5. Number of the teachers judged to be mispnouncing te reo

Forty students thought that it was important foiok language to be used in
the classroom (see figure 6). The most commororefis wanting teachers to use te
reo was due to it being an official language and/ado New Zealand.

“In New Zealand it is important to use ddri in the
classroom because this is the country it originafieain
and has significance to peoples’ lives while theg a

here”

6%

EINo
Yes

[INo answer

63%

Figure 6. It is important for teachers to use Mori language in the

classroom
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A significant number of students thought that ipeleded on the subject being
taught and how relevant adri language was in that subject. For example,yman
suggested that subjects such as science, Englsther language classes, should not

be expected to incorporate te reo in the lesson.

“If you are learning about New Zealand or are inckass that has
something to do with the ddri culture then yes, but if you are

learning about e.g. World War Il, then no”

Seven students felt it was important to use theylage as a means of
acknowledging and respecting theiraddi ancestors and to learn more about the
culture.

“[Yes] because it's the language of this land, itteportant to
remember your ancestors and incorporatingavl daily is the way

to go”

The same number also thought that using the largoegge often would help
other people to learn, and improve their abilitylamderstanding of te reo. Four
students felt that using te reo showed a willingneslearn, and a respect of, the
language. Other comments were made such as fttenssuenjoyed communicating
to their friends in te reo and that everyone shduldw basic Mori words and
phrases. A couple of students stated that it wasd go try to attempt correct

pronunciation and that it was very nice to heapiken in different classrooms.

“It doesn't matter 100% but if they say someadvl words every now
and again it shows they know or if they try to monce something

in Maori it shows they try or want to learn...”
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Twenty students responded that they did not thinkas important and four
students did not answer. Three main reasons wees gor ‘No’ responses. One
was that teachers and students have differentdefehbility and not everyone can
speak and understand te reo. Another was thaldbision whether or not to speak
te reo should be left up to the individual. Agastydents felt that it also depended
on the subject. Some subjects provided more oppitytin the curriculum to use te
reo, than others. One student felt that becausst ofdhe work done uses English
language, Mori was not needed. Another student said thavrManguage should

not be favoured over other languages, especiabynmulti-cultural environment.

“[No] because we're living in a mixed language sgiand it's not

fair to favour one language over the other”

Students were asked what advice they would givehexa on how to improve
their use of te reo. Nearly half responded thatas important to learn basic words
and greetings. They thought that teachers shouiderdrate on learning the vowels
and correct pronunciation. Another common suggestias to take up formal study
and attend Mori language classes. Many students encouragebtdesato ask their
peers or students for help when learning and te tieacorrect pronunciations of
words. Six students thought it was very importémt teachers to learn the
pronunciation of personal and place names. Ormestumentioned their hesitance in
giving advice to teachers themselves, as they thoitgvould not be welcomed.
Several other suggestions were offered:

Use it more often at home and at school

Listen to it spoken more often or to songs

Label objects in the classroom with theadvi name

Just try to speak Bbri and have more confidence
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» Get a book of basic phrases to refer to
» Take opportunities to learn about theadvi culture in person e.g. marae
Visits

» Speak it with the correct pronunciation or notlat a

At the end of the survey students were given theodpnity to write down any
general comments they had about te reo. Many contsnweere recorded, and the
four most common ones were (in no particular order)

» It is important to know and use te reo, but it msiadividual's choice
whether or not to

» Everyone should try to use it in some way

* Maori language should be used in every school in Kealand

* Maori should be a compulsory subject in all schoasduse it is an

official language
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Student focus groups

Overview

The focus groups started by negotiating questtbas should be discussed.
Students were able to provide several alternativesiipns to those presented by the
researcher. Themes emerged around pronunciatebsanof te reo. Other general
issues arose such as improving the school envirohmeereflect Miori students’
worlds, improving relationships between teacherd atudents, correct use and
respect of Mori tikanga, and equality in classrooms and in thder school
environment. Students discussed, in depth, waysnpfoving or solving these
iIssues, with the most common way being to impravgyliage use; teachers making
an effort to use te reo in class, and pronounctadesnt and place names correctly.

The results of the focus groups are presentedvdmke, not separated by school.

Focus group results
Firstly, students were invited to suggest appraprguestions for discussion.

The following questions were offered by them:

» Do you know basic pronunciation?

» Do your teachers ask for help in pronouncing yama right?

» Should teachers speak te reo in the class?

e Should Miori be compulsory [as a subject]?

* Do you think Miori should be used in assemblies or other types of

meetings?

» Should we be able to sit exams iradvi?

» Do your teachers use it [te reo] enough?
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» Do your classmates respect the language?
» Do the students value the teacher using te reo?
* Do people recognise or respect your feelings bynguacing Miori

correctly?

The students also agreed that the questions peeséngtthe researcher were
relevant and should also be presented to the fg@ugps. The discussion topics and
content emerged around three main themes, which vedaited to language use and
other issues as follows:

* Pronunciation of te reo
» General issues for students in the classroom
* Ways in which teachers could improve their useeakeb and/ or teaching

of Maori students

Pronunciation of te reo

All of the students agreed that New Zealandegemeral should pronounce te
reo correctly. They felt it was important espdgi@lecause it is the language of the

indigenous people and an officially recognised leagg.

“...I'think it is....because it shows that they respratlanguage”

“...and it's part of our culture really. It's partfothe New Zealand

way of life...”

All the students voiced their opinions on the attés and actions of the staff
and students at their schools. Many students wegry or disappointed with

perceived laziness from most of the staff by ngihty to pronounce te reo correctly,
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and did not think it would change. They also acidedged those teachers who did

make an effort.

“I think laziness annoys me...when people just demé&n bother to
get things right...if you said ‘water’ quickly yousngue rolls and

makes the ‘r’ sourfd..people they can do it but they don’t [try]”

Student A: | mean, like my teacher today she asiediow to say a
word ‘cause she knew she wasn’t going to say htrand she said
‘How do you say it right? I’'m not going to say ipperly’ and it was
good that...some of the teachers are actually tryingBut
when...some of the other [teachers] say it wrong stnff...and that
annoys me when they don’t even try and correct $kéres...they
know they’re wrong

Researcher: Have you ever corrected a teacher? Wt their
reaction to that?

Student A: | once corrected Mr X and he just lookedhe and kept
on talking...he didn’t say ‘oh sorry’. But my newdber Miss X she
always says ‘oh I'm sorry’ and she says it right

Student B: Yeah, I've corrected heaps of teachmenly with my
name...when it comes to my name all of them have
apologised...because you know, it's my name! But ithezmes to
other things like just correcting place names, theknowledge it but

they still don’t change...they keep saying the withirgy

It was suggested by many students that people ghmake an effort and that

while pronunciation was important, it was just asdjto hear people trying.

“I think just as long as they show they’re tryimg gronounce it, not

like say it [wrong] and then ‘who cares?"”

! The ‘r' in te reo is a rolling sound similar teetfEnglish ‘I’ as the tongue flicks forward from treof
of the mouth e.g. the r in ‘Bbri’ sounds very similar to the | in ‘mouldy’
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The students thought there were many differentoreador people in New
Zealand mispronouncing te reo. All agreed that@mé@e biggest factors is a lack of
knowledge and opportunities to learn the langudgemne suggested that media plays
an important part in influencing how people speakdo. They thought that there
exists too much incorrect role modelling of langaiggonunciation, by television and

radio presenters.

“The way it's advertised...like the media, how thedimgronounce
it...One News is pretty good, they’ll say ‘Pomarieut.little things,
like when they do the weather ‘Towpow’ [insteadlafipo]...and |
don’t know if that's out of ignorance, which | sge is excusable or

if it's just laziness”

Some students commented that many New Zealandstsdp not use the
language correctly, because they do not need teey Faw it as a reflection of the
attitudes of the speakers and demonstrated a fabnaern or care for the language.
A few even went further and suggested mispronuiociadf te reo was a form of
racism towards Mori.

A large number of students agreed with a suggestat hearing correct
pronunciation depended on where you live and yoarraunity. They related this to
the idea that some communities and families withem are not taught or expected

to respect other languages and cultures.

“If you're not brought up with the language of [@hcultures]...if
you're not brought up with being taught to respettter languages
and try to pronounce it then they’re not ever goitogtry...not
ever...but they just don’t have the opportunity tonmunce it right

and use it [te reo]”
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Issues for students

It was difficult to gauge the relative importancetloee many issues that were
raised during the course of the focus groups. Mbshe time students agreed with
the statements of their peers, and very rarelygdesal with any comments made.
Agreement was often by nodding of their heads aerthal agreement. There were
no issues raised that were clearly more importaant bthers. The issues raised have
been presented in general themes.

Many issues surrounded the school environmentydieg the classrooms and
the school setup in terms of management and teach8tudents commented on
feeling a sense of belonging in theaddi classrooms and they felt that different

informal rules were observed there.

Student A: It's kinda weird how everyone knows ihishe Miori
class so they follow different rules in here thameo classes...
Researcher: Why do you think they do that?

Student B: We care

Student C: Yeah, we care more than about othereglacve’re so
separated from the rest of the school

Student B: We care that it's [theddri teacher] that's told us to put
our [uniform] right...

Student A: | think it's ‘cause we have a senseeadbriming in this
class...that we look after it more...but [in the refsthee school] it's

just another class

They had a greater respect for th@aavl teachers, who encouraged correct

Maori tikanga in their classroom.
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“I think honestly part of it is because [they ardllzori and
acknowledges us for being abfi and makes sure that we do

keep...Mori ways when we're around each other”

The Maori teacher was informally available in one schasd, a mentor and
counsellor to some students, where the studerttshigy could not talk to or even

trust the school counsellor.

Student A: We have a closer relationship with [M&ori teacher]
than we do with most of the other teachers

Researcher: Because they ar@dvi or the way they teach you or...?
Student B: [They] put effort in... [they] help us

Researcher: In what kind of ways do they help you?

Student B: Just everything

Student C: More than academic

Student B: [They are] like a counsellor...we do haug own
counsel teacher but we just don't trust her...evasugh she says
everything’'s confidential...she talks about it toestteachers in the

staffroom...

Some students felt that their kapa haka groupamasrecognised by the staff
and management when they needed them to carryoadtin or other performances.
Many students wanted to see more recognition @rivstudent achievement within

the schools, and were tired of only hearing theatieg things Mori students did.

“I think more acknowledgement of anyabi kid's achievement

throughout this school...would be good”

“Throughout our school if something bad happensa .Mazori does
something bad then they're ddri...but if a Miori achieves

something good then [the school] done it”
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One group of students was very disappointed atlabk of Maori student
leaders in their school and felt that they werecrthsinated against by not being
allowed to fill official student leader positionsAll students agreed with the
suggestion that te reo was not a priority for trsmihools and used very rarely by
teachers, because they were a minority in the styst®pulation.

Many students felt that tikanga was just as impuréss correct language use.
They thought that teachers should show more redpedheir culture and follow

simple Maori protocols in the classroom.

“l think tikanga is more important than pronunciati...like sitting
on the tables and that kind of thing. That goesnomy classrooms

all the time...teachers do it a lot”

“Once | told Mr X to get off the desk...he was sifton the desk...it
was just one of these [student] desks not his daskl. l. was ‘Mr X
get off the desk’ and he was like ‘Why?’ and | §acause you eat

off the desk’ and he [said] ‘Well that's not my tcue™

A few students suggested that school leaders,cpatly the Principal should
be good role models, use correcidvi pronunciation and use it more often. Other
students reported experiencing negative responses feachers, when they had

absences for Bori focussed trips, or tangi.

Student A: We've got a [#bri] group and some of the teachers who
aren’t Mgori don’t want it because it's unfair ‘cause onlyet Mzori
students get to join it. But they [teachers] am doing anything to
do with Miori [students]

Researcher: How do you know those teachers feethi&t?

73



Student B: You can kind of see it too, can't yorest of group
agrees] ‘cause when you go away on trips theyke fiOh why are
you going away?’ or ‘Where were you?’ and you thkm...and

they're like ‘Oh...’

Several thought that &ri should be a compulsory subject in all schoald a

that they should have the right to sit exams usitagri language. A few students

had experienced what they perceived to be racidimeiteaching and content of some

subjects.

Student A: One of my teachers, we were doing agthom
stereotyping...and we saw a lot of negative video®aari youth,
and she made it even worse, she maderM sound really bad and
she didn't pronounce anything properly and | thistke made the
class feel a bit intimidated of me, because I'mdhly Mziori in that
class

Researcher: You said that she made it worse?

Student A: ‘cause it's [subject] so we are studythgse kinds of
clips, on what the media makes you think, but she &f justified
what the media was doing. ‘This is not just thaliaie opinion but

the right opinion’

All students agreed that in general, te reo shbeldised more in schools and

classrooms. The majority felt it was good to heassed, as it helps people to learn,

but at both schools, small numbers of teachersusirgy te reo. For those teachers

who were using it, students thought it importardttthey ensured everyone in the

class understood what they were saying. The etjgatment of students in a

classroom was considered very important by alligpeints. They suggested that
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there was a fine line between showing respectfterdnt cultures (for example, by

using their language) and embarrassing studenssdying favouritism.

“Acknowledgement of our culture is nice but...speti@htment for

being Miori is a bit...over the top...kind of like singling m&”

There was a general perception amongst both grbwapseachers and students
often did not intentionally misuse or disrespecol language and culture. Students
thought their peers didn’t really care either wapuat the language. Although it was
felt that the non-Mori students occasionally tease others or makeofuteachers
using te reo, it did not happen that often. Fackers it was suggested that it was
simply because they did not have the techniquedetd with Miori students as

opposed to #keha or other cultures.

“I don’t think they [teachers] have anything againss being Mori,

it's not like they’re not supporting us. It's motiee fact that they
don’t know how to use different methods for udori’t think they do.
| think it's just they teach [us] how they teacteswone else. It's not

a bad thing that they’re not including te reaitti”

Ways teachers could improve

When asked how they thought teachers could imptlogavay they use te reo,
the students were keen to offer many suggestidihg most common ones related to
three main areas; pronunciation and language ksega and relationships, teaching
and classroom/ school environment.

All students strongly believed that teachers sthanyl using and pronouncing te
reo correctly, and to demonstrate that they wetbeateast, making an effort. They

thought it was important to get student names rgiat also place names.
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Student A: It's just good that they try, seeingnthiying is quite
good because it makes you feel as if te reorMs recognised
Student B: Yeah, | have a couple of teachers wiiarywiand then
ask to just check that they've got it right, to &ryd improve
Researcher: How do you feel about that?

Student B: | think that that's good, that they'rging and wanting to

learn

The majority of students wanted teachers to askhédp more, particularly if
they didn’t know the correct pronunciation of @adi word. They suggested teachers
ask peers and students. Many students felt tleag thhas no excuse for a teacher not
to know basic words and phrases, because theyhhdtuat the teachers would have

had Maori language study in the past, and due to theuress available in schools.

“Well to be honest | don't think there’s much of ercuse for not
knowing even just basic ddri words like ‘Morena’ and ‘Kia ora’
and even ‘Kei te pehea koe?’ ‘cause when you lookrad there’s
actually a lot of advertisement for it especiallyndd think it's more
that teachers should try more...not ‘cause they Havebut ‘cause
it's nice to hear it...I'm not asking for whaikoreos anything...but

you know...”

Many students saw the use of te reo by teaclseasg@od acknowledgement of
their culture, and wanted to see it used wherewssiple. Most students did not
think it needed to be used all of the time, busuibjects where it was relevant. For
example all students expected it to be used iraksttidies but not in science or other
language classes. Several students suggestegadlchers start by using basiaadi

words or phrases in class, and could write the date reo on the board. The
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students thought that te reo should not be usedntach, too quickly and that it was

important that all students in the class understebat was being said.

Researcher: Is it important for teachers to useré&m in the
classroom?

Student A: Yes, because as we were saying, you den’the
opportunities [to hear te reo] but if your teachesge using it, it
gives you more opportunities and the more you fiste it
pronounced correctly the more likely you are tdkgtaup

Student B: Yeah, it's good for them to use it somest

Researcher: So they don't have to use it everpiess

Student B: Yeah, not every lesson, just some

Researcher: and in those lessons? Just a litt/2 bit

Student B: Yeah, so people get an understandinghaf the teachers
just trying to say

Student C: Yeah ‘cause if they do too much therestadents won't
understand, but if they just say little bits themy swvhat they're
meaning...

Student A: and also maybe if they start with littiess but build up so

by the end of the year they're using quite a biteno

Several students were unable to studjoMat school because they had not
taken it in year nine. These and other studentstiiat there should be more
opportunities to learn te reo in schools. For exianthere could be a special mixed

level class for beginners.

Student A: | think we could have anothegdvl class, because | was
just looking...I had to choose my options for nexryebut to get
into Mgori you had to have done year nine [te reo] or eqlent, or
had a little bit of a background in &éri...but some people have

none, so if you missed out in year nine you caatt ¢ year ten
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Student B: Maybe we could have aidvi development class or
something for people of all years that can entetheuit...use the

basics [te reo]

A common complaint from students was that teacldersnot make enough
effort to interact with Mori students or participate in their cultural eenStudents
thought that teachers should show interest in thees, be concerned and
demonstrate an understanding of their worlds. Tiapted to see more teachers
attend kapa hakapractices or concerts, or even just ask the stadabout the

activities they take part in.

“Well this might seem really mean, but none of tljgzachers] come
to our kapa haka stuff, but you know, as soon &g [$chool

production] comes on they're all there”

In classes students wanted to see teachers usirgautivities that they could
relate to. They wanted #ri signs used around the school ground, trangjatin
common words like ‘toilet’, and more motivating p&s in classrooms, such as
Maori people achieving well in sports or other fields

Many other suggestions were given for ways teacbeuld improve and these
are listed in no particular order of importance:

» Teach Mori tikanga and values e.g. not littering and logkiafter the

environment

« Do not just use thekapa haka group for ‘show’ but encourage
management and teachers to have real and meanintgtction with the

group

* Involve students in school meetings and decisiokimggprocesses
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» Listen to students when they correct teachers’ ymmoration and show
that they are trying to change

* Do not rely on Mori students in the class to readdvi words — teachers
should try it themselves first

* Be inclusive — treat everyone equally

» Use correct spelling of students’ names

* Employ more Mori teachers
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Student Summary

Participants came from year nine to year thirteddistribution of the year
levels was fairly even, except for the smallestugref year thirteen. This was a
fairly accurate reflection of nationwide schoollsolor Maori. All of the students
felt they had at least beginner level ability ireaking te reo. Ninety-seven percent
of participants studied Bbri at school. The main reasons for these studeate
identifying as Miori and because the students saw the languagetegrahpart of
their culture, and they wanted to improve theieflay. The other students did not
study it because they chose subjects specific teecayoals and a lack of subject
choice/ availability after year nine.

Students were able to negotiate research queséindsissues that they felt
were relevant. These included issues surroundinguage pronunciation, te reo use
in the classroom and wider schooladdi language as a subject, respect of the
language and culture by students and teachers.

Pronunciation and language use was found to bejar msaue for most of the
students. Across all of the year groups the migjai students expected teachers
and New Zealanders in general to pronounce teggedatly. Many students thought
that significant numbers of their teachers mispuomoed te reo, but fewer students
expected their teachers to correctly pronounceete than they did for New
Zealanders in general. Students often had negametional reactions to the
perceived attitudes of their teachers towards tlagiguage and culture. They did
acknowledge those teachers who made an effort hodiesl an appreciation of
correct and more frequent use of te reo. Theyghbthere was a wide range of
reasons why te reo may be mispronounced includiaglaof education, knowledge,

negative attitudes towards its use and lack of dppdies to learn. Media was seen
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as an important influence on language use. Thenhapf students thought it was
important to use te reo in class, although it oftepended on the subject as to how it
was used. The main reasons for expecting it todeel in the classroom included its
importance as an official and indigenous langudgdew Zealand. Students felt it
was beneficial for all to hear te reo used morerofaind correctly, to help people
learn. A third of the students did not think itgortant to use te reo in the classroom.
This was mainly attributed to the different levefsability found in schools, amongst
students and teachers, and it was felt that expedti reo use was unfair to those
with low ability. Another main reason was that ttexision to use it or not should be
left up to the individual and not imposed on thewlso, Maori language was not
considered relevant in some subjects such as Brgyliscience.

Other issues emerged as being important such psatesf Miori tikanga and
a need for better relationships between studerdsteachers. They felt a sense of
belonging in the Mori classroom which was enhanced by the actionspaesence
of the Maori teachers. Students felt that the relationgt@ween staff and students
could be improved with the display of genuine iagtrin their lives at school
including kapa hakapractice and performance, and recognition afoM student
achievement. Fair and equal treatment of all stigdéen a class was clearly
important, as was improving the school environnsmit reflected Mori students’
worlds, by using Mori language signs and artwork.

Students have clear ideas and advice on how teacbatd improve their use
of te reo and relationships with students. Thenmaiprovements were in using
correct pronunciation of personal and place nam&sic words and greetings. They
also thought that te reo should be used where lgesand relevant, as a good

acknowledgement of a student’s culture.
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Teacher surveys

Overview

Five teachers participated in interviews anddiltait a survey containing
13 questions. This survey provided some backgrinfiodmation on the participants
as well as asking some questions covered in tieevietv. The surveys showed that
teachers came from a range of backgrounds, indueithnicities and teaching
experience. All of the teachers had been givéle ldr no te reo training as part of
their teaching qualification. Most wanted to cang with some te reo learning in
the future. All of the teachers thought that te had a place in their classroom and
that the way it was pronounced would affect the@oh! students in some way.
Many different issues surrounding te reo use warged. These included lack of

confidence in using te reo, and few opportunitieldar it used correctly.

Survey results

The teachers came from a variety of backgrour@dee teacher was a British
national of Hindu culture, and the rest were NewalZed born. Of these, one
identified as being Chinese, oneadi and two Rkeha. English was their native
language although all participants had studiedratireguages to different levels of
ability. Two of the participants had been teachbejween zero-four years, two
between five-nine years and one had over twentysyegoerience. The ages ranged
between twenty-five and sixty-five years. The teas specialised in subjects
including ESOL (English as a Second Language), iPaly&ducation, Computing,
and Social Studies. The teachers had trained stitutions around the country.
These included Whitireia Community Polytechnic, Rland College of Education,

Ardmore College and Wellington College of Education
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The teachers were asked about the amountaofiNanguage learning that had
been provided during their teacher training. Thregponded that there had been
none at all. Two thought that there had been nahion basic language learning.
Three had carried out further study in te reo sthem and two had not. The types of
language learning included personal study, pradessidevelopment courses offered
by the school and school funded study towards endbrqualification. All five
participants spoke some algri language. Three considered themselves to be at
beginner level and two at intermediate.

Four of the five teachers were interested in ddungher Maori language
learning. Some of the reasons for wanting to caomtilearning te reo were for the

students.

“Yes absolutely! For me to go into a classroom ars@ reo...to see

the kids faces!”

“Yes, because it shows a respect for the studerdstzeir culture”

Other teachers felt that it was important to thesrspnally, for their own growth and

satisfaction, and also as one of New Zealand'siafflanguages.

“[Yes] Because | love it. ori reo has become very important to my
own learning/ wairua. It has become absolutely seagy to me
doing and achieving what | choose to do and achiaveay career

and personal life”

“It encourages more people to use it and it shdoddrecognised as

an official language. Also, | want to learn to usbetter”
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The reason for not wanting to do further studyeimego was due to it being considered
unnecessary for the teacher’s subject area andatas priority to the teacher at the

time.

“[No] I don't teach any Miori students so [] feel it is not needed at

present. [I] have other more pressing areas toedigy in”

All of the participants thought that it was im@ort to pronounce Bbri
language correctly and that their pronunciatioteafeo affected their Bbri students.
One reason for using correct pronunciation washtwsrespect for the language and

to encourage the correct use by others.

“To honour the reo and to normalise the proper oéélzori in New

Zealand society”

Another was to show respect for the students andntmurage good classroom

relationships.

“Absolutely, especially students’ names, becausey thre very
personal. Also it does a lot of damage to teachstudent
relationships if you make mistakes, with pronunciat and

embarrass the kids”

Some teachers thought that it would be an imporssoie for some students, whether
or not te reo was pronounced correctly. They #ienight it showed respect for the
students and lack of cultural understanding ifldtmguage was mispronounced. One
teacher suggested it was about encouraging therggido identify as Mori and

showing them that the language and therefore théture is valued.

“[Correct pronunciation] Helps them to feel valuexhd respected
which in turn helps their self esteem and their tWarhoice to

identify as Mori”
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One suggestion was that how much students weretadfelepended on the historical
relationship between their own ethnicity and théttlee teacher. For example,
students may have more negative feelings towareskala who mispronounces te

reo, while not being so affected by adifi teacher who mispronounces te reo.

“That depends on their political, historical andal relationship to
my particular nationality, i.e. bad relationshipdés to negative

effect, good relationship minimal effect”

Another comment was that students may have low @apens of teachers and

language use in general, because they hear itomspnced so often.

“I think it does [affect them] most of the time,thibe students won't
always let you know that they mind. They mightew&n realise it

themselves because they are so used to hearimgsipfonounced]”

Finally, teachers were asked to write down somth@fissues for them when using te
reo in the classroom. This was covered in gredgeth during the interviews. The
main issues recorded were (in no particular order):

» Time required for learning

* Access to quality professional development within

schools

* Limited opportunities to use and listen to te reo

» Deciding how much or how little to use in classreom

» Lack of resources and support foaddi language

» Personal ability in using te reo and confidence
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* The need to get through a subject curriculum dass n
allow time to incorporate a lot of te reo and mastricula
do not include Mori language

* Te reo is not relevant in their particular subjsotit is

difficult to use it in the classroom.
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Teacher interviews

Overview

The interviews were based around four main questid/hat place does adri
language have in the classroom? What is diffid8y about using &bri language?

In what ways do Mori students react to &ri language use in the classroom? Are
there any other issues that affect your speakirig ofo in the classroom?

Most of the teachers agreed that te reo had anrtanggplace in the classroom
and that schools had a responsibility to teachesnmudurage correct use. The level of
use was thought to be related to the subject andlassroom population. Teachers
found it difficult to learn new words or build oheir current knowledge because of a
lack of opportunities to hear it spoken and diffiguaccessing quality professional
development. Their level of te reo skill also irghced their confidence in using it in
their lessons. Teachers found it difficult to gauthhe reactions of their Mri
students. However, they felt that there were lesgative responses or behaviours
from Maori students when an effort to incorporat@advl culture into the classroom
was made. Many other issues were raised incluthedifficulty in using te reo in
some subject areas and curriculum, importance bt from school management
and other staff and the need to get backgroundnrdton on students early in the

school year.

Maori language in the classroom

Several teachers believed thatadvi language should be compulsory in
secondary schools. They also felt that it was raportant part of a student’s

education to learn about the indigenous culturde# Zealand. It was therefore the
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school’s responsibility to provide that educatiow &nsure all students gained some

knowledge of the history and language afavl.

“I think if they start teaching it [te reo] at a ymg age they’ll have
all these kids that are non-dri, they’'ll be able to pronounce the
words, they'll be able to get out there and sayyH®u know, |
understand...why you don’t put your bum here, | usided why you
don’t put your chopsticks up like this'...it's almdite anything in
life when you're taught from a young age you letorraccept it...if
30 years down the line you're being taught sometthiits like all
your habits and all the things are ingrained in ysa if someone’s
trying to introduce something new you might beejuitsistant to it.
So | think, yes, get it into the schools, starthgaand it's a fabulous
thing, it's a great opportunity to learn somethingpmpletely
different, to learn the language, to be around peofhat are
different from you, it's such a privilege”

(Teacher K)

Several teachers thought that the use adiManguage was determined by the
school environment and classrooms. In one teashsmtiool Mori made up 40
percent of the student population and Pacific d#as made up another 40 percent.
They felt that in multicultural schools it could déficult to focus solely on Nori
language or culture. Also, in some subjects te was considered to be either
irrelevant or difficult to incorporate due to thgpé of vocabulary specific to that

subject.

“Well [te req] it's got a special place, but suchhégh percentage of
our students have English as a second languagkeirentire school

that if you...they're struggling enough with Englisio if you
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suddenly start to make a remark irzdfi they have got absolutely no
idea, so you could get the majority of your clasgf confused.”

(Teacher E)

“There are situations, if you are in a predomingntlclass of
students from that Bbri background, that can be used. It does
depend on the particular classroom situation.”

(Teacher M)

Most of the teachers agreed that te reo had aap®ace in education in New
Zealand, both inside and out of the classroom. yTtheught it important to teach
common words such as greetings and places nam#®mtssiudents would be able to

communicate effectively.

“If it's a word, a Maori word that is widely used in New Zealand,
that we know they’re going to need to know thatdamecause it's in
common usage, for example ‘whanau’, place named #ra
commonly used, particularly the ones that are usethe area they
are living, then there’s definitely a place...well have to use them
because...our language is becoming increasingly mixéd the

two.

(Teacher E)

“I think it holds quite an important place. | thinit's important for
the Mzori kids but at the same time | think it's quitepiontant for the
other children too because it's not just about ImgviMiori in the
classroom for the Mbri kids and then not worrying about the
Pakehz kids because it's about educating everyone.”

(Teacher K)
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“In a normal New Zealand class which has a numbeMaori and

other ethnic groups, | would say ‘Kia ora’, ‘Goodoming’ and

‘Hello’ in Chinese just as an icebreaker. But | ognise that New
Zealand is a multicultural country of students, dears, from
different ethnic backgrounds...it's just a courtesyacknowledge
that.”

(Teacher M)

One teacher thought that to help the language wee @ normalise correct
pronunciation and language use in schools. Tlsis gives non-Mori a chance to

hear it spoken and learn about the language amareul

“Expression is a wonderful thing and that is th@mession of things
in Mdaori, in waiata and being able to do things initi, which are
wonderful things to be able to do and be able wigigate in and a
lot of Pakehz haven't had that opportunity ‘cause it's been take
from our education systems...So not only hagerMeen ripped off
but Rikehi have been ripped off too and everyone else. §o wh
should Mzori be done in schools? So that everyone can ppdie in
Maori things and so that everyone can feel confidemnt not
ashamed.”

(Teacher J)

“It's almost like these little boxes these teachease and they put
their colours in there and their numbers and thaytpeir greetings
in and they do these 3 boxes and that’s it ‘Yealeaeh Mori’ but
it's not about that. There is a lot more thingattiyo with it like
tikanga and making sure the kids are not puttirgjrtbums on the
table.”

(Teacher K)
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Factors influencing Maori language use

There were a few common difficulties faced by tesas when using or
learning te reo. They felt they lacked some canfk in using it in the classroom
because of their limited knowledge and vocabulargey also complained about

lack of opportunities to hear and learn new wormts @rrect pronunciation.

“l think it's ensuring that you get the correct pronciation and
obviously it's a confidence based skill issue iattiYou wouldn’t
want to try something that you weren't sure how fingase was
pronounced or else you look like a blimmen fool.”

(Teacher M)

Researcher: So what is difficult or easy for yowuatbusing the
Maori language?

Teacher E: What's difficult is | have such limitedcabulary in
Maori. Another difficulty is | don’t hear it spokema@ugh to be able
to pick it up or hear the correct pronunciations

Researcher: Do you mean in schools or in your garide?

Teacher E: Both, particularly in schools...but if Iistening to the

media...one hears it so infrequently in the enviramniien in

“I've only heard it spoken fluently a number of &s in a school
situation, by teachers of &dri. | was doing some work in the
staffroom and they were having a conversation i@oM..l had
never heard that before in New Zealand...in Wellingtidve only
really lived in Wellington, I've not heard a consation in Mzori. In
this metropolitan, urban environment, it's not rdgalcommonly

spoken.”
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(Teacher M)

The teacher from overseas was particularly sunprégethe lack of Mori language

being used in everyday situations.

“We were in Woolies...your supermarket...and we weréking
down the aisle and | stopped and looked at my padnd said ‘God
there’s no Mori [language] here’ and you don’t hear it. It'sos
weird, if you were in Japan you'd hear people spdaganese, if
you're in India you hear people speak Hindi. Yeulm New Zealand
and you don’t hear Nbri, there’s no one speaking here, everyone’s
speaking English...I think that’s so strange.”

(Teacher K)

Several teachers found it difficult to incorporéd@ori language into subjects,

because of the pressure to get through set cwri@iland maintain classroom

control.

“As a teacher you don’t want to look silly in froof the kids, that
puts you on the back foot when you're strugglingét through the
class sometimes...your goal is to maintain classr@mmtrol and
complete your lesson topics so the focus is ongd@iaching.”

(Teacher M)

It was also suggested that the New Zealand cuuamcuiakes it difficult to teach

Maori students appropriately, using te reo in thessi@om, or other relevant styles of

teaching.

“I reckon what does work for Kbri students doesn't really fit into
this whole education system... ‘Kotahitanga’ styteabout student-
centred approach, it's about building and sustagningood

relationships and basically we can do those thingsit's hard to do
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when you've got 30 kids in the classroom. It'sch&m do when
you've got a curriculum you've got to [teach]... @fucse we aim to
do those things but sometimes to do those thingveaot to relax
on other things...less focussed on some bullshitictam, more
focussed on ‘what’'s up man, how you feeling? Whatyaur needs
out of this?’ and those two ideas don't always tgmiether that
well.”

(Teacher J)

Issues for teachers included getting students dpored to and use te reo. In
one case a parent visited the school and compladivechis son was being asked to
greet the teacher aBlatud. The teacher had support from their school manant
at that time, but had experienced less support fotmer schools when in the same
situation. They had been actively discouraged fronoducing themselves as
‘Matua __ ’. Other teachers also found it hardyet their students to reply to
greetings in te reo. Difficulties arose when teashassumed that students would
understand basic words, and realised that theyegetdtranslate most of what was
said. They found it hard to determine the reaseimg students did not use adri,
and felt it would be helpful to receive informatiabout their classes at the start of
each year, particularly to find out their cultubackgrounds. One teacher felt it was
easier to learn and use te reo when fluent in ddreguages, and that working with

Maori students was a great motivator to learn andtusere themselves.

Reactions from Maori students

There were no reports of obvious or overt reastimnteachers’ use of te reo in
the classroom. However, several teachers feltghgtcipation in activities and the

absence of any negative responses was a good tindickat students reacted
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positively to te reo being used. Students’ grepteachers in te reo was also a
positive result of the teachers using similar gnegst at the start of lessons. In one
instance a teacher gave instructions in te re@taclass. She found that a few of the
Maori students voluntarily translated for the resthad students, and seemed to show
pride in their ability to do that.

While none of the participants had experiencecdhtieg verbal responses to te
reo use in the classroom, they had heard of it roiccuin other classrooms. The
students had reacted to another teacher usiagriMvaiata during the lesson, by
making negative comments. One teacher attribdtisctd the students rebelling and
pushing boundaries in behaviour, rather than haaimg kind of negative attitude

towards Miori language.

Issues for teachers

There was a wide variety of issues reported byheer@c Some issues have been
covered in the previous questions. No clear istoed out as being more or less
important than others, although several teachedsnientioned previously that they
would like to hear te reo spoken more often in prdelearn better pronunciation.
The issues here are presented in no particular ofdeportance.

The level of support from senior management inosth was a factor in
allowing and supporting a teacher to use and leaneo. They were encouraged to
try different strategies with Bbri students and given funding and time off to gtud
towards a formal qualification in Adri studies. An inclusive policy within the
school also enabled teachers to feel comfortaglegmew things in lessons, just as
students were encouraged to be individuals andcecegpe rights of others. There
was a feeling amongst a few of the teachers thaad difficult to incorporate te reo

in classes that had a large proportion of naieiVistudents.

94



“l don’t use a whole lot of Mori a whole lot, just a little bit. But |
know that, for example, X [teacher]...has tried moresome of his
classes with all Pkehz kids and had little success.”

(Teacher J)

One teacher felt it was important to help the mfstthe school staff feel
comfortable with some things adri, and helped teach waiata during staff meetings.
When it came to studying te reo, a factor for os&cher was their upbringing as
Maori, and some experiences with racism. The teadchérearnt te reo later in life,
and their motivation to learn developed in relattontheir improved sense of self-
esteem and identifying asadri. As this teacher gained more confidence imgise
reo, they used it more often and in turn learnedenod the language. Sometimes the
teacher was forced to use te reo because theytheemnly Maori teacher present and
was therefore expected to officially open a hunaeting.

It was considered important by one teacher, thdew Zealand children have
some level of te reo ability. Teachers and semanagement would all need to
support this and actively encourage the learnirg) @se of te reo, in order for it to
happen.

It was recognised by several teachers that they e be sensitive to the
backgrounds and cultures of the students in tHagsc Sometimes it was assumed
that all students could understand commoiioiMvocabulary, but this was not the
case. It was also suggested that teachers shatléxpect that Mori students
understand the language, because it could leadntmmeassment for the student if
they did not. One way of avoiding this would be get detailed and relevant
information about the students in their classesthat start of every year. This

information is not always readily available, andh ¢ake a long time to find out. In a
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class with no Mori students or with large numbers of second lagguspeakers, it
was important to take care in the level or amodrieageo used. If too many adri
words were used, students could become confusedainaderstand the lesson.

In some classes it was found to be difficult tierast students in learning te reo
because they were so focussed on academic sucddssy did not see value in
learning the language. The teacher also acknowtedhgat they did not actively
teach the students to see value in speaking te lk@ne school there was a large
problem with racism and fighting betweeradi and other cultures. A teacher felt
that this made it difficult to show too much suppfmr Maori language in classes
with large numbers of non-adri students.

One teacher thought that they would avoid usingetealtogether, rather than
risk making a mistake with pronunciation. Anotleacher wanted to see more
professional development inadri language offered at schools and was frustrated

with other staff not pronouncing te reo correctly.
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Teacher Summary

The five teachers who participated in the study eafnlom a variety of
backgrounds including Hindu, Chineseadi and Rkeha cultures. They had a
range of teaching experiences from newly graduatedver two decades. The
teachers specialised in several different subjeeasasuch as physical education,
computing, English language (ESOL) and social swidiThey had gained teaching
qualifications at providers around the country uddhg Whitireia Community
Polytech, Auckland and Wellington Colleges of Edigzg and Ardmore College.

All of the teachers had experienced little or norfal Maori language learning
during their teacher training, and most wanted ddfudther study to improve their
Maori language skills. Reasons for this includedspeal satisfaction and to show
respect for Mori culture. Where further study was not a prigritywas due to the
language being considered unnecessary to the rmdubject area. Some had
carried out further study of te reo through persostudy or professional
development provided by schools. All of the paptnts stated they had at least
beginner level ability in speaking te reo.

All of the teachers thought that correct te reonpriation was important and
that it affected their Mri students in some way. A major reason for usiogect
pronunciation was to show respect for the cultureéheir students, to help foster
positive attitudes towards identifying asidfi and to be good role models for correct
use of the language. One opinion was that the stagients were affected was
determined in part by their relationship with tleadher, in particular their culture’s
historical relationship with the culture of the¢har.

It was also agreed that te reo has a place inl#ssroom, with most teachers

agreeing that schools had a responsibility to tewh model correct language use.
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However, several teachers felt that the level o depended on the students’
backgrounds and the subject. It was also congiderportant to incorporate Abri
tikanga and mtauranga in classroom teaching.

It was perceived by teachers that their use abilanguage did affect their
students, but often they were not sure exactly hdeachers thought that a reduction
in negative behaviours in the classroom was a gudidator of positive reactions to
Maori language use, as was increased participatiaagsroom activities by Bbri
students.

Many different issues arose surrounding te reo sm@®e were common among
several teachers, but most were specific to thviohehl. The most common ones
were lack of confidence in their ability and knodde of te reo, and few
opportunities to hear correct te reo spoken ancetbiee to improve their vocabulary
and ability. Other issues were; fitting te remistbject curriculums because of time
restraints, getting time and support from schoalide and learn te reo, the level of
support for Mori language and students in general from schadf sind senior
management, families and communities, and needileyant knowledge of student

backgrounds in order to provide relevant teachimdjlaarning opportunities.
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Chapter six: Discussion of findings

This section interprets the information found bg turrent study. It includes a
discussion on how well the information answersitiitéal research questions. It also
identifies the limitations and strengths of thisudst and makes some
recommendations for future research. The impbcati of these findings are
examined and then finally, the overall conclusiohshis study are presented. The
research questions were:

1. How does the way Bbri language is, or is not, used in the classroom
(including factors such as tone, style or pronuimmg impact the learning of
Maori students?

2. Can the holistic schooling experience become mastige for Maori by
enhancing the use of te reo by teachers and salent

3. In this context, what does ‘enhance’ mean faiok students?

4. What are the issues for teachers when they dop mot use Mori language
in the classroom, including any needs for furthexfgssional development

and support?

As far as can be established by this qualitatigeaech, the way te reoddri is
used by teachers and students in secondary sctioets have an impact onabti
students. In this study students were aware of afifected by language use,
particularly its pronunciation. They also related way te reo is used by a teacher,
to that teacher’s attitude towards and respedi@Maori culture. Such respect is in
turn related to the perceived respect for the studelowever, it is difficult to gauge
from the results how much influence factors suchoas and style of language had

on the students. The participants did not volulytaaise these as relevant factors
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and so this may suggest that pronunciation of lagguwas the main linguistic
feature to have any influence on students.

Most of the students interviewed could give examptd teachers who
mispronounced te reo at some time during theirlessand the students verbalised
their negative reactions to hearing it. This wiae #ound in Bishop and Berryman’s
(2006) study, where students stated that misproatioc of te reo made the
schooling experience less positive for them. Sitglalso stated other things could
improve their schooling experience. They includakimg the school environment
more reflective of Mori culture and teachers building relationshipshvatudents by
showing interest in and knowledge of their cultuféhese other issues arose just as
often in the data and had as much importance tests as te reo use. The study
results suggest that there is significant potemtisdnhance the relationship between
teacher and student by improving the wajol language and culture is utilised and
reflected in the school environment.

One patrticular theme that emerged was the desistudients to see teachers
making an effort to incorporate adri language and culture into the lesson and the
physical classroom space. The act of showingesten the students’ worlds and
their culture and language, had a significant immecthe students. This suggests
that the students will make judgements on a te&chéitude towards them and their
culture, based on many things. For example, éacher mispronounces aaifi
word, but asks for help in getting it right, or sf®osome interest in learning how to
pronounce te reo correctly, then the act of mispnaration had little or no affect on
the student. The major issue for the students avaghe attempt rather than the

outcome.
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The expectations of Bbri students indicate that they are eager for p@sit
change. The students had high expectations of sitbools and teachers and had
clear ideas on how the school experience couldnbareed. They saw teachers as
being an important part of this process, as theortgjof suggestions related to
teachers and their language use. This supportgehasture that theorises teachers as
having the most influence on student learning actdexement (Alton-Lee 2003).
The majority of the students interviewed felt thegw Zealanders in general should
be expected to pronounce te reo correctly. Whachirs in particular use te reo, the
students verbalised mainly negative associatiorth wiispronunciation, such as
laziness, lack of care for the language and eveisma If the language attitude
theorists such as Cooper and Fishman (1974), Davessd Gordon (1989) are
correct, then the students are likely to assotiegoor use of te reo with a teacher’s
attitude towards the culture. This was suggestedtHdimes (1982) as a cause of
misbehaviour or negative reactions to the teacHdrs theory was supported here,
as some teachers reported less negative behaviwir t8 reo was incorporated into
lessons. Students may also make judgements aittihedes of their teachers, based
on verbal and non-verbal cues such as negativeavegsponses by teachers to a
student being absent to attend a tangi, or lacttehdance by teachers at kapa haka
practices or performances.

Approximately 70 percent of the students thouglat tt least one of their
teachers mispronounced te reo. Of these studensslynénalf had heard
mispronunciation from four or more of their teach@ut of an average of five or six
teachers). This is a substantial proportion ofctteas who, according to the
expectations of their students, are not usingdecogrectly. This indicates a need for

further professional development in schools focheas to improve such things as
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their awareness of correct pronunciation. Someh&a did not clearly identify
language use as being a tool in developing relshims with their Mori students,
whereas other teachers strongly felt it was a gaoddahowledgement of a student’s
culture and therefore a good building block foripwes classroom relationships. All
of the teachers also reported a lack of languagenileg during their teaching
qualification and few opportunities to hear te ts@d correctly. These issues raise
questions regarding pre and post-service trainmgtéachers, and the roles of
teacher training providers. This gives somepsup to the provision of
professional development programmes such as Te Rdied at improving &bri
language use and teaching in Northland schoolsalsti suggests a need for these
programmes to be provided in more areas and aegneamber of schools.

Some teachers reported feeling uncomfortable on evable to use te reo in
classrooms that had a majority of noradvi students. If such teachers only choose
to use te reo with ®bri students, then this may imply that the languageot valued
by everyone and should only be used arouradripeople. It may even perpetuate
racism in the school. For example, where one tashggested that it was difficult
to use te reo in classes because of the hostiityden Mori and other cultures in
the school, the decision not to usadvl may further reduce the value that it, and the
culture, has in that school.

At times some participants appear to reflect thdéudes of New Zealand
society in general, as suggested by Bishop andG(¥999). They discuss the
reasons why people tend to take language studk, auéor functional reasons or for
perceived economic benefits. Several teachersndidappear to value te reo
personally. Although they did see it as a toolhtdp their teaching of &ori

students, it seemed to be an ‘extra’ rather theamthrm, something to be fitted into

102



the lesson if there was time. Some teachers algulaged deficit thinking as
discussed by Bishop et al (2005). The teacherpam blamed factors such as
stringent curriculum and teaching outcomes, pdljticcolonisation, school
management, student population, parents or comgnattitudes for the way they
were able to use, or not use, te reo in schoolst ekample one teacher saw the
historical relationship between adri and RBkeha impacting on how the students
would react to the teacher's language use. Thehé&aappeared to believe that
because the Bbri had had a negative experience during and siheeEnglish
colonisation, the relationship betweeak&a and Miori was compromised. The
result of this being that any perceived errorsrisnpnciation may not be forgiven as
easily when committed by aleha. The teacher seemed to think that perhapsrM
students would be more likely to forgive or ignd@a@guage errors if spoken by a
person not of English desceniThey are suggesting that how students react to a
teacher is not related solely to their language lbigeto historical conflict occurring
through colonisation. In some ways this may be,thut the teacher does not appear
to be taking responsibility for the potential impaleeir language use has on their
students.

Much of the literature suggests that using the uagg of minority students
positively in the classroom will have benefits fure classroom relationships
(Holmes 1982). Using ®bri language in an effective and meaningful wayutho
then help teachers connect with thei&dvl students. If the research by Bishop et. al.
(2003) and others is correct, an improved teaclstudent relationship will
eventually lead to improved outcomes for studehiea@ment. This suggests that
the use of Mori language and tikanga in secondary schools cbeal@n effective

tool in reducing the gap for &ri in educational achievement.
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Qualitative research can provide the opportunitydevelop an expressive,
deeper understanding and insight into individudisliefs, concerns, attitudes,
motivations, aspirations, culture, behaviours, aehls. It allows us to discuss a
topic or idea with target audiences and get a betsgght into what and how people
think and feel about a topic or idea. It helps tasunderstand the language
individual's use and to find out the motivationattinderlie certain behaviours.

A major limitation of this qualitative study is th#éhese results cannot be
statistically applied across the target populafibtaori secondary school students
and teachers). This is due to the methods invaivddis study, such as interviews
and focus groups, which by design are differenthftbose methods that may be used
in a quantitative study that may be applied to Bevgpopulations. In particular the
participants were not selected randomly. Qualitatresearch does not collect
numeric data from a representative sample of thgetaaudience. Therefore this
study cannot undergo statistical analysis to eséma what extent opinions
expressed by participants reflect the opinionshef population studied. The most
important implication of this is that it is inapmate to draw any conclusions about
the actual popularity of specific concerns, at@sidor beliefs among the target
audience.

However, an advantage of carrying out this qualtastudy is that it may help
to plan some effective quantitative studies in filteire and may also be useful in
interpreting or exploring the selected topics farth

Time was a major restriction in the implementatmithis study. Further
research needs to be done incorporating more slamol a greater sample size. It
was very difficult to recruit teachers to be iniewed. It was intended that the

teacher interviews would be repeated, but this masable to be done in practice.
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Teachers are generally very busy during schoolshand so interviews were carried
out mainly after work hours. Understandably teasla@e not as enthusiastic about
participating in their own time. The relationshiyat is developed with the teachers
prior to the interviews is very important and woublel absolutely critical in carrying
out repeated, in-depth interviews.

It may be useful to analyse school and governmehtypdocuments to find
out if any formal guidelines exist for the use ofidvi language in schools. If they
do, then it may be an avenue of research to exahuneeffectively they have been
written and utilised by policy makers and schodBocuments such as these can be
important tools for boards of trustees and schantagement to guide the teachers in
their practice and learning. The teachers inghisly did not have any awareness of
such documents either at a department or schoel.le¥he lack of clear policy
regarding language use in schools may be refleaivea past and/ or present
government strategy which until now has failed ckreowledge the importance of te
reo in schools.

Access to schools was a difficult hurdle to overepmarly on in the research
process. This was not anticipated. In a majoy wiith a large university, the
schools were often asked to participate in researthe school principals were
initially difficult to contact, and when contact wvanade, were not overly keen to
participate. One of the reasons for this was figh humber of requests they get
each year from university students carrying outa@esh. The schools seemed to be
wary of putting their staff under further stressimecreasing their workloads. They
also warned that surveys may not be very effedtvéeachers as there was usually a
low return rate of completed surveys — whether theye from university students,

the school itself or other agencies. The processnitial contact and relationship
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building with the school staff and management wias ane of the most important
steps. Without this it is difficult, if not impagde, to gain access to a large sample
size of students.

One of the strengths of this study was the repefttedgs groups carried out
with students. The students reacted positivelyngeting the researcher a second
time and appeared to be more confident and reldweidg the discussions. It was
effective in allowing greater in-depth talk arouisdues that had been previously
raised, and students were able to go into much met&l during the second focus
group. They also demonstrated clear and strongias regarding other issues
besides language use and raised new ideas andssi@mtuopics in the second
meeting. A disadvantage of focus groups is thabesgarticipants may tend to
express views that are consistent with social n@anustry not to present themselves
in a negative way. This bias towards social deglitalnay influence respondents to
censor their own opinions, especially when theyimgegroup setting.

A broader selection of teachers would be recomneendefurther studies.
Factors such as gender, teaching experience andcigth may have been an
influence on their teaching practice. It wouldldmneficial for a sample to include a
wider selection of potentially influential factorand be as random as possible, as
opposed to the sample of convenience that wasindbd research. Another factor
may have been that only teachers confident in ugifgyi language, or with positive
attitudes towards the culture, language and stedemty have volunteered for this
study. A wider range of schools would provide aager insight into the varying
school environments and teaching practices. Sshiootural areas or with larger
populations of Mori students and teachers may provide differentiltes Future

research could aim to get a randomly selected saofgkachers, from a wider range
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of schools and locations. It would be interesttogexamine any differences in
schools from North and South Islands, as well agors within each, such as
Northland or the East Coast, with the higher pajputa of Maori.

No testing or observations were made of the culex of te reo used in the
targeted schools. It may be useful to undertak@antitative study to make some
type of measurement of things in schools such edetvel of te reo used in classes,
the use of signage in te reo and other physicdtatbns of the Mori culture.
Research might also attempt to identify the factorglved in schools where
students report positively on the level and stashd#r Maori language use. This
would be particularly helpful in recommendations &ther schools in their policy
and the future training of new teachers by prodidicators of success and models
of good school structure and management.

This research suggests that while teaching andhéescremain the clear
influence on success for adri students, Mori language could be a useful tool in
building successful relationships with studentfisTheeds to be reflected in official
policy and documented clearly for the guidanceocbibsls and educators. It could be
accompanied with clear and practical methods t@rpmrate the language into
school policy, environment and classroom practidéne results also suggest that
there is still much work to be done towards theellgyment of positive attitudes
towards the Mori language, among &ri and non-Mori and to encourage all New
Zealanders to value it personally. Schools are@dgenvironment to begin this
change. As demonstrated in the project Te RITOenwtudents learned te reo at
school, their parents became involved by learninthemselves or having more
interaction with the school itself. Until now TdTRO has been implemented only in

areas with large populations ofabti. It could be useful to introduce Te RITO to
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schools where [&bri are a minority, such as those in this study smdheasure in
some way the impact Te RITO has, not only ofioMlanguage use, but on overall
academic achievement.

This research identifies some issues for teachkesn learning and using te reo
in the classroom, such as a lack of confidenceaapbrtunities to learn, use and be
involved with Maori language and culture. This may provide antaatthl focus for
enhancing professional development programmes améchér training
establishments. There is a need for more suppterms of language learning and
resources Teachers should be encouraged to gain confidentte tevireo, and in
relating to different cultures. Such improved fea@n te reo in initial and ongoing
teacher training would provide a wide range of ligndor teachers, students,
schools and the wider community. In particularpioved te reo skills could help
bridge gaps for Mori students. It would help remove some of thditu$onal
obstacles they face in gaining better academiop®dnce.

All of the teachers reported a lack of languagenieg during their teaching
qualification and few opportunities to hear te ts@d correctly. These issues raise
questions regarding pre and post-service trainmgtéachers, and the roles of
teacher training providers. Again Te RITO would beuseful professional
development programme for all teachers and schmoladdress these problems.
While the sample of teachers in this study is sntlh# overwhelming response was
that teacher training establishments are not phogi#laori language learning to a
suitable standard. There needs to be some sdéotrofl assessment of the current
standard of teacher training, in terms ofidvl language and culture. This could
involve a quantitative study of courses offeredtegicher training establishments,

including a measure of the proportion of time gitere reo and tikanga study.
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The Ministry of Education may need to revise thwtional policy guidelines
for teacher training establishments, to make dearroles of both the government
and institutions in upholding the expectations lé Treaty of Waitangi. At the
moment the statistics clearly demonstrate a faihyesome part of the educational
process — whether wider policy, teacher trainingsonhools - to engage adri
students. Since the literature has identified Hees and their teaching practice as
being the biggest factor influencing student ackmeent, then the teaching of
teachers should be a major concern of educatiariayp While individual teacher
training establishments have autonomy to some dedghe government has the
responsibility to ensure Treaty of Waitangi expgotes are being met. To do this
they may need to put a greater focus on how teadrerbeing taught and how they

are being trained to work in increasingly multicu#tl classrooms.
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Conclusions

When features of te ao adri, including te reo and tikanga, are reflected
positively in the school practices, values and mmrnent, the overall learning
experience may be enhanced and become more pdsitiaori students. For the
sample of students in this study ‘enhanced’ me&ainges for teachers and their
teaching practice, which supports the literatued #uggests teachers are the greatest
factor in learning and achievement. These studeats teachers as playing an
important role in modelling positive attitudes abéhaviours particularly with
correct language use. The level of impact thisdmasfori students deserves further
research, as does the development of strategiesldoess the issues surrounding
Maori language use. Research such as this has thetiab to help reduce the gap
between Mori and non-Mori educational achievement.

In the past, the training and professional develaqminprovided for the teachers
in this study, was not at a standard which curyeetiables them to incorporate
Maori language and culture in their classrooms ineammgful or effective way.
However, the small sample size of teachers in gtugly makes it difficult to state
any clear conclusion. Instead it is suggestedtti@guality of Miori language and
tikanga courses during teacher training needs taebearched and evaluated in
greater depth. A recommendation is also made ithdhe future, professional
development programmes and educational policy aiatethe teaching practice
within secondary schools should include aspectdMabri language and tikanga

learning.
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Appendix A

Teacher Interview Protocol

Time of interview:
Date:

Place/school:
Interviewee:

Position of interviewee:

1.The purpose of this study is to identify issussrg teachers, when usir
Maori language in the classroom. This is to deterntiveeeffect languag

use may have on students and ways of improvingdeuse in schools

Classroom teachers from a range of subjects wiihtexviewed and Mori
students will participate in a focus group discossiNo identifying
information will be used in the research and theetaecording will be
destroyed at the end of the project. This intervielould take
approximately 15 minutes. Do you have any ques®ons
2.Please read, sign and date the consent form.

3.Turn on the recorder and test it.

Questions:

1.How long have you been teachsupjec?

2.What place does &ri language have in your classroom?
3.What is difficult/easy about usingadri language?

4.In what ways do [bri students react to #ri language use in th

classroom?

5.Are there any other issues that affect your sSpgakf te reo in the

classroom?

6.Who else would you recommend | talk to?

Thank you for your time.
| reiterate that this interview will be totally clshential.

Do you have any questions or anything else you avbki to say?

-
m(Q

D.

This interview will help identify the issues forahers and be used to make

recommendations in my thesis. A summary of thisithevill be sent to you
school principal, but please contact me if you wianther information (details
on the information sheet)

\"2 ]
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Appendix B

Teacher Survey
Please answer the following questions

To begin with,
1.Where did you train as a secondary school edwizato

o Teachers collegdame

o Overseadlame
o Other

2.How was Mori language part of your teacher training?

3.Have you had any &6ri language training since then?
o No
o Yes,Please explain

4.How would you rate your ability in speakincaitfi?
o Do not speak it o Beginner o Intermediate o Fluent

5.Are you interested in doing furtherabti language professional development?
o Yes o No o Maybe
Please give reasons for your answer
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6.Do you think it is important, as a teacher, torfmunce te reo correctly?
o No
o Yes
For both answers: Why is this?

7.Do you think your te reo pronunciation affectsiyMaori students?
o No
o Yes,How?

8.In terms of using [&bri language in the classroom what are the maues$or
you as a teacher? E.g. too busy, lack of timerfaning, not confident.
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Finally some questions about you

1.What language do you consider to be your nativfesi language?

2.What other languages have you learnt?

Please choose up to three of your strongest laeguagd rate your ability for each
one

No Fluent
Ability Ability
O O O O O
] O O O O
] O O O O

3.How many years have you been working in seconedigation?
o04 ob59 ol1l0-14 o 15-19 o 20+

4.What is your age group?
o 20-29 o 30-39 o 40-49 o 50-59 o 60+

5.What ethnic group do you mainly identify with?
o Maori o Pakeha/European o Other

6.Would you be willing to participate in follow-upterviews for this project?
o Yes
o No

If yes please write your name and a contact nurnélew

Thank you for taking time to do this survey
Nga mihi nui ki a koe
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Appendix C
Student Survey

Please answer the following questions.
1.Do you think all New Zealanders should pronouncee reo correctly?

[] Yes [] No [] Doesnt [] Don't
matter know

2.Do you think all teachers should pronounce te recorrectly....

[J] Never [] Sometimes [] Often [J Always

3.How many teachers do you usually study witim a day?

(112 (13 [J4 [J5 [J] 6o0rmore

4.0f your teachers, how many mispronounce te reo?

(] Dont [1O [11-3 [1]4-6 [I]6o0rmore
know

5.1s it important for teachers to use Miori language in the classroom?
[JNo [JYes

Why is this?

6.What advice would you give teachers to improve #ir use of te reo in the
classroom?
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Now some questions about you:
1.How would you rate your own ability in speaking € reo?

[J] Don't L[] Beginner [ Intermediate [ Fluent
speak it

2.Do you study te reo?

[INo []Yes

Why is this?

3.What year group are you?

(Jyr9 [JYr10 0OJYrl11l [JYrl12 [JYri3

4.1f you have any other comments about Mori language use in schools,
please write them here.

5.Would you be interested in talking to me about thse questions further?
[JNo [JYes
If yes, please write your name and student |.D. below:

Nga mihi nui ki a koe!
Thank you very much for your effort in answering these questions
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Appendix D

Volunteer Information Sheet
Teachers

Tena koe,

| am a secondary teacher of I.T./Computing and haken leave to complete a
Masters degree at Te Kawa aW(School of Miori Studies), Victoria University of
Wellington.

The aim of my research is to understand what theess are for staff and adri
students when teachers usedvl language in the classroom. This will help e t
make some recommendations on future teachingigaemd practice, and
educational policy.

Maori students may also benefit. By listening to theeas and opinions of te reo use
in the classroom we can acknowledge the importahteeir experiences and
hopefully help to improve student/teacher relatiops.

Firstly, | will ask you to complete a short survéfyyou volunteer to continue after
this, I would like to interview you at least twicCEhese interviews will be recorded
and should take approximately 15 minutes each tifoa.will have the chance to
look over notes taken from these interviews andudis any changes needed.

You can choose not to participate in the researemyatime.

This research is confidentiahd at no time will you, the students or the stheo
identified in the results. It also has the apprafahe university’s human ethics
committee.

The only person besides me to have access to reg aatl recordings will be my
supervisor, Peter Adds. Notes and tapes will beedtsecurely at all times and
destroyed at the end of the project.

I hope to finish this project by the end of 200d amvill send a copy of the summary
to your school for you to read. You can contactanmy supervisor directly if you
have any questions, or would like more information.

Janie Tito

Victoria University of Wellington

Te Kawa a Mui

P.O. Box 600

Phone: 04-4635314 or 0276547790
Email: jtito@hotmail.com
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Appendix E
Volunteer Information Sheet
Students

Tena koe,

| am doing a Masters degree at Te KawaaiMSchool of Miori Studies), Victoria
University of Wellington. For this degree | needcarry out research in an area of
interest to me.

The aim of my research is to find out what the éssare for you and your teachers
when they use te reo in the classroom. The masoretor doing this research is that
we need to find ways of helping you and otheaok youth do better at school and to
help support teachers in usingitMi language. If you volunteer, | would like to do
the research in two parts:

Part 1 — | will ask you to fill in a short surveynigh will take about 5 minutes to
complete

Part 2 — If you want to continue | will then tatkyou in a group, at least twice. The
first meeting will be to set ground rules and | Wwbalso like to get your opinion on
how appropriate my questions/issues are. The savaeting will be to go into more
depth about issues that you have told me are irmpoThese group interviews will
be recorded on tape and you will get the chancedd any notes taken and suggest
changes. They will take approximately 1 hour eacietWe will try and hold the
meetings during lunch-times, but if during clasedil will need permission from
your teachers.

You can choose not to participate in the researamytime and there is no pressure
to answer questions if you do not want to. | wdt talk about our group discussions
with your teachers or other students.

This research is confidentjalo nobody will be able to identify you, your tears or
school, by what you wrote or said. It also hasapproval of the human ethics
committee at the university.

The only person besides me to have access to reg aatl recordings will be my
supervisor, Peter Adds. Notes and tapes will belygatored at all times and
destroyed at the end of the project.

I hope to finish this by the end of 2007 and | wiéihd a copy of the summary to your
school for you to read. You can contact me or npesusor directly if you have any
questions, or would like more information.

Janie Tito

Victoria University of Wellington
Te Kawa a Mui

P.O. Box 600

Wellington

Phone: 04-4635314

Email: jtito@hotmail.com
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Appendix F
Masters research — Janie Tito

Mdori language use in NZ secondary schools: Whatlaeassues for
teachers and students?

Teacher Consent Form

| have been given an information sheet on thisareseand | understand it. | have
been given a chance to ask questions. | underghand can pull out at any time
without having to give reasons.

| understand that all the information | give wi#t Bept confidential. The published
results will not identify me or my school. | undiensd that the tape recordings of
interviews will be destroyed at the end of the gctjunless | want them returned to
me.

I would like the tape recordings of my intervievesurned to me at the end of the
project. (Please delete if not applicable).

| understand that the information | provide willtio@ used for any other purpose or
given to anyone else, without my written consent.

I understand | will have access to the resulthefresearch at the end of the project.

| agree to take part in this research.

Signed:

Name (please print):

Date:
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Appendix G
Masters research — Janie Tito

Mdori language use in NZ secondary schools: Whatlaeassues for
teachers and students?

Student Consent Form

| have been given an information sheet on thisareseand | understand it. | have
been given a chance to ask questions. | underghand can pull out at any time
without having to give reasons.

| understand that all the information | give wi# Bept confidential. The published
results will not identify me or my school. | undiensd that the tape recordings of
interviews will be destroyed at the end of the pctj

I will not repeat what was said during the focusugr discussion, to other people, in
particular statements about students or teachéssagchool.

I understand that the information | provide willthie used for any other purpose or
given to anyone else, without my written consent.

I understand | will have access to the resulthefresearch at the end of the project.

| agree to take part in this research.

Signed:

Name (please print):

Date:
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