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Background

In a number of tertiary institutions in Aotearoa New Zealand there are Māori educators who are struggling collectively to ensure their autonomy over their cultural well-being.  The purpose of the struggle is usually to assert the importance of the Māori language and culture as valid frameworks of critical analysis based on a Māori world view (G.H Smith, 1997). This is occurring at many different levels including governance, management, administration, academic staff and students in a range of contexts.  This chapter describes a case study about how a group of Māori teacher educators in a tertiary institution are ensuring their cultural well-being is an imperative part of their collaborative practices with colleagues, teachers, students and wider communities.  The chapter also provides an emerging framework describing a collaborative process based on Māori protocol.


Since the late 1990s there has been an emerging phenomena of indigenous theoretical research frameworks in the Aotearoa New Zealand context labelled by some as Kaupapa Māori Theory  (Bishop & Glynn, 1999; G. H. Smith, 1997; L.T Smith, 1999).  One basic translation of ‘kaupapa’ is a set of ground rules, customs and the right way of doing things (Barlow, 2005). Wood & Lewthwaite (2008) add that kaupapa Māori theory derives from distinctive cultural epistemological and metaphysical foundations, and is a conceptualization of Māori knowledge.   In summary, Kaupapa Māori theory stems from a Māori worldview, is based on Māori epistemology, and incorporates Māori concepts, knowledge, skills, experiences, attitudes, processes, practices, customs, language, values, and beliefs (Wood & Lewthwaite, 2008).
Kaupapa Māori Theory can be viewed as a form of critical analysis driven by Māori understandings and asserts explicitly the validation and legitimation of the Māori language and culture (G. H. Smith, 1997).  

Smith (1997) describes a set of principles that could be used as a foundation for a Kaupapa Māori research approach.  The first principle is ‘Tino Rangatiratanga’ or the self-determination principle discussed in terms of sovereignty, independence, autonomy, self-determination and seeking more meaningful control over one’s own life and cultural wellbeing. The second principle is ‘Taonga Tuku Iho’ or cultural aspirations that assert to be Māori, is both valid and legitimate, including the Māori language, culture and knowledge. The transmission of Māori knowledge is seen as being critical in curriculum development and pedagogy for Māori education. The third principle of ‘Ako’ promotes teaching and learning that is more aligned and unique to Tikanga Māori. ‘Kia Piki Ake i Ngā Raruraru o Te Kainga’ or the socio-economic mediation principle acknowledges that despite any socio-economic disadvantages or difficulties that Māori may be experiencing, Kaupapa Māori practices and values work to ensure that a collective responsibility involving the whole community will come to the foreground in order to ensure the overall wellbeing of the whānau. The principle advocates drawing on cultural capital to overcome obstacles to see the realization of collective goals.  The fifth principle of ‘Whānau’ or the extended family structure describes the cultural practices, values, and customs, which are organized around whānau and collective responsibility, being a necessary part of Māori wellbeing and educational achievement. Finally ‘Kaupapa’ or the collective philosophy aims to ensure that Māori centred initiatives within education are held together by a collective commitment and vision. It ensures that such initiatives are connected with Māori aspirations to political, social, economic and cultural wellbeing. 


Although these principles are not seen to be definitive (Smith, 1997), a Kaupapa Māori Theory approach presupposes that, the validity and legitimacy of Māori is taken for granted; that the survival and revival of Māori language and culture is imperative and the presence of a collective struggle for autonomy at an institution level over our own cultural wellbeing (ibid).  
Introduction



The aim of this chapter is to provide an example of a Kaupapa Māori theory approach which supports positive collaborative practices in teacher education.  To achieve this aim, it is necessary to provide definitions of examples of Tikanga Māori and link to findings from interviews with a group of Māori teacher educators.  A broad definition of Tikanga Māori will be provided as well as a description of five key Māori concepts that have links to Smith’s (1997) principles, specifically ‘Whānau’ and ‘Kaupapa’ which lend themselves most strongly to collective responsibility and commitment.  These include Whanaungatanga (the building and maintaining of relationships); Manaakitanga (hospitality); Aroha (love and care); Kaupapa (an important issue or topic) and Kotahitanga (unity).   The Māori formal welcoming process of pōwhiri will be described and used as an example to illustrate Tikanga Māori in action in teacher education practice.  Finally an emerging framework developed from the inductive analysis of the interviews which identifies possible collaborative strategies for teacher educators will be explained.  First we will examine Tikanga Māori.
Tikanga Māori 


Mead (2003, p.13) defines Tikanga Māori as being the accumulated knowledge of generations of Māori that is part of the intellectual property of Māori.  The knowledge base of Tikanga Māori is a segment of Mātauranga Māori (Māori knowledge).  This base consists of ideas, interpretations and modifications added to by generations of Māori.  Mead (2003, p.25) states that when evaluating the practical aspects of Tikanga Māori, two words are important.  These are tika and pono.  ‘Tika’ or being right or correct is a base principle that applies to all tikanga, so the practice of a particular tikanga needs to be right or correct.  The term ‘pono’ means ‘true’ or ‘genuine’.  By focusing on, ‘pono’ a judgment can be made on whether the practice of a particular tikanga is true to the principles of Tikanga Māori.  Both principles are examples of ‘Taonga Tuku Iho’ or cultural aspirations that assert Māori protocol is valid and legitimate (Smith, G. 1997).

Williams (2000, cited in Mead, 2003, p.27) argues that Tikanga Māori deals not so much with rules and regulations but with values which are subject to various cultural tests of appropriateness, correctness and adequacy.  The concepts identified by the group of Māori educators could also be seen as a set of fundamental Māori values.  The key Māori concepts identified from the Māori teacher educator interviews included, Whanaungatanga, Manaakitanga, Aroha, Kaupapa and Kotahitanga.  All of these concepts are involved in the formal welcoming process of pōwhiri.  The entire group of Māori teacher educators commented on the importance of pōwhiri being a part of their practice.  The following section introduces this process.
Pōwhiri


Barlow (1991, p.121) describes pōwhiri as a complex set of interlocking principles and protocol where tāngata whenua or hosts and manuhiri or visitors engage in a series of ritual encounters, where by the end, the tapu or sacredness of the visitors is reduced to a state of noa or normality where all parties are free to socialize.  These two overarching concepts of tapu and noa will be described in more detail later in this section. The basic phases of pōwhiri which can differ depending on the occasion or tribal protocol include the wero, a ritual challenge performed by host warriors; karanga, a welcome call performed by host women and replied to by visiting women; whaikōrero, an exchange of formal speeches performed by male hosts and visitors; karakia, a prayer or incantation to greater spiritual beings or ancestors to give blessings to the process; hongi, the pressing of host and visitor noses signifying peace and unity;  and hākari, the sharing of food to complete the process and bring everyone involved back to a state of normality. 

All of these phases take place most commonly at the marae setting; however pōwhiri can also take place in schools and office buildings.  The group of Māori teacher educators host teachers, students, colleagues and other visitors at their work place marae and partake in all of these phases during the pōwhiri they host.  They also regularly participate in pōwhiri as guests, hosted by schools and other organisations.  Pōwhiri is a very important event for both the hosts and visitors as in most cases it is the first time both the groups have met, or if the groups have met the ceremony symbolises the initial engagement of a new venture or relationships.  The emerging framework described later in this chapter, provides links to the practice of pōwhiri in more detail, outlining a set of practices and questions that teacher educators could take into consideration when working with Māori communities.   Mead (2003, p.118) outlines the importance of pōwhiri and the over arching set of Māori principles that are involved in each of these phases and is described in the following section.
Tapu / Noa


Mead (2003, p.118) describes pōwhiri as a very tapu event and hence is very formal and often very tense.  There is concern about being correct because there is a ritual element in the ceremony. The visitors are tapu as it is the first time that they have set foot on the marae, which adds to the unknown and tentative nature of the meeting. From being very tapu the ceremony aims to move towards a state of balance, in which human relationships are normalized so that people can meet more informally.  This balanced state, as described earlier is called noa. 

The first concept identified by the Māori teacher educators of Whanaungatanga contributes to this balanced state.  As described by the principles of tapu and noa, both hosts and visitors have reciprocal obligations to ensure there is a balance in relationships.  At times this reciprocal relationship can be unbalanced or fragile, signaling a need for relationships to be nurtured.  The second key concept identified by the group, of Manaakitanga, is also strongly linked to the nurturing of relationships.  Mead (2003, p.29) states that all Tikanga Māori practices are underpinned by the high value placed upon manaakitanga – nurturing relationships, looking after people, and being very careful about how others are treated.  The third key concept of Aroha, Mead (2003, p.29) states is an essential part of Manaakitanga and an expected dimension of Whanaungatanga.  All of these key concepts are important in human relationships.   The fourth and fifth concepts of Kaupapa and Kotahitanga also strongly links to Whanaungatanga, Manaakitanga and Aroha in the pōwhiri process as both groups involved are working towards or are meeting because of a common purpose or goal, and when reached will have a state of unity. The group of Māori teacher educators described the process of pōwhiri as being part of effective collaborative practices in their work.  Other research (Berryman & Bateman, 2007; Thompson & Barnett, 2007) also shows the benefits of pōwhiri when initially engaging with, and working with others which are outlined in the following section.
Pōwhiri in the Workplace

In the context of research Thompson & Barnett (2007) state that the practice of pōwhiri, as a formal process of engagement which proceeds research processes and ensures a safe pathway for researchers and participants.  Durie (2006) as cited in Berryman & Bateman (2007) “explores the marae ātea or the large area in front of the meeting house, as a metaphor for engagement, wherein particular aspects such as space, boundaries and time take on exacting significance and meaning.  He talks about the notion of ‘space’, whereby a realistic degree of distance is necessary at the outset until a relationship has formed”.  Berryman & Bateman (2007) provide broad phases that expand on Durie’s (2006) notions of the importance of space, boundaries and time when initiating engagement with a new group in different situations and contexts.  These include:

· Starting / opening rituals

· Clarifying and declaring who you are / from where you have come

· Clarifying and declaring intentions 

· Coming together as a group

· Building relationships and making initial connections

· Addressing a particular kaupapa or issue

· Concluding

· Sharing kai 

All of these protocols of engagement described above are important when working with Māori for both Māori and non Māori (Berryman & Bateman, 2007).  A case study that provides an example of these protocols in action in teacher education practice will be described in the following section.

Case Study


In 2007 a group of New Zealand Māori teacher educators were interviewed about their professional collaborative practices, specifically practices that have strong links to Tikanga Māori and Māori concepts within the context of their work with colleagues, teachers, students and school communities.  The Māori concepts of Mahi tahi and Mahi Ngātahi which translate broadly as ‘working together’ and ‘collective responsibility’ respectively, were two terms used to describe collaborative practices in a Māori context. The overall focus question was, “What is mahi tahi and mahi ngātahi (collaborative practices) and what do they look like in teacher education practice?” 

The findings from the interviews have contributed to the development of an emerging collaborative practice framework that could be used to sustain and maintain inclusive, supportive, constructive working relationships in teacher education environments. The findings also provides a case study about ‘problems of practice’ as part of the In-service Teacher Educator Professional Development Project (INSTEP 2006 - 2008), a project funded by the New Zealand Ministry of Education providing professional development for teacher educators.   In their interviews each educator made strong links between professional collaborative practices and examples of Tikanga Māori (Māori cultural protocol).  


The group of Māori teacher educators was part of Te Kura Māori (TKM), a school in the Faculty of Education at Victoria University of Wellington, New Zealand (VUW).  The department has been contracted by the Ministry of Education to deliver services in the areas of Māori medium curriculum and the Māori language in English medium schools to in-service primary and secondary teachers.  Staff also teach pre-service teachers, have research commitments and   care-taking duties of the faculty marae. It is a complex role; however benefits for teacher educators include the reciprocation of support for pre-service and in-service teachers; improved content and pedagogical knowledge from and in all three areas; and the extensive networking opportunities.  

Two TKM staff were chosen to be Regional Facilitators (RF) as part of the VUW team in the In-Service Teacher Educator Professional Development Project (INSTEP) 2005 – 2007.  Their role was to identify a research focus that would benefit their colleagues’ teacher educator practice.  The origin of their research focus was borne at the National INSTEP conference in November 2006, when the TKM regional facilitators had a meeting with the Māori INSTEP regional facilitators from other national teams.  The meeting discussion was about the two Māori collaborative concepts of mahi tahi and mahi ngātahi.  The TKM regional facilitators found this discussion of interest, as they had both recently had interactions with colleagues at the university and other Māori facilitators, anecdotally commenting about their department’s successful collaborative practices.  One possible important outcome that the TKM regional facilitators saw in exploring this focus would be the development of a collaborative framework, with a set of protocols for working together with peers, teachers and students.  At the time there were no formal induction processes operating within the department.

Historically new TKM teacher educators have been informally mentored by a more experienced colleague.  Andy Robson (2003, p.9), in his literature review on mentoring and coaching, describes typical strategies of mentoring as being, “a formal linkage … aimed at addressing a jointly agreed agenda through meetings, telephone conversations and occasional school visits. The roles most commonly adopted by mentors were assisting … to solve their own problems, acting as a catalyst or sounding board, and offering linkage to people or resources”. An example of what this process has looked like in the past for TKM is summarized below from interviews with four TKM teacher educators, who spoke about one TKM colleague, who they each saw as a mentor for them. 

The TKM mentor supported their colleagues in solving their own problems by giving their time and advice, as illustrated by these comments.


“I don’t think there has ever been a time when if I had a problem or an issue that it hasn’t been able to be solved either he or I would have solved it myself after discussing it with him or he will say another option.”


 “to clarify whether what I did say was appropriate in that particular situation, and even if it wasn’t, when I did speak to him there was no experience of being you know maybe that was inappropriate or maybe that wasn’t okay to have said that, it was always like okay”

Acting as a sounding board was also a role fulfilled by this particular colleague, as shown by these comments from the group.

“high trust, [with him] the experience of being trusted, you know whatever came out of your mouth was okay and you know if he didn’t think it was okay he would say so.”

 “He’s always been there, that’s what’s fantastic about him.  The door is always open, always has time for you and when he’s talking to you he’s always focused on you”

Robson (2003, p.9) identified the role of mentor as including offering links to people and resources.  This was performed by the TKM mentor as explained by these comments.


“I go to him a lot about dealing with relationships and how to deal with different personalities.”


“I am going out into schools and following him, and then will take over as lead facilitator in those schools once I have had enough experience with the schools and know what to do.”  


“I think he was mainly a mentor for me to be able to get a clear idea what a possible practice or way of being able to start initiating a conversation or with the teacher or even particularly with a Principal”


Other important collaborative relationships to note while the case study was being developed included the relationship with the VUW INSTEP National Facilitator (NF).  They provided on-going support processes to the TKM Regional Facilitators (RF) by meeting regularly and discussing the refining of focus and possible methods of data and evidence gathering. The Research Mentor (RM) a senior academic at VUW also supported with methods of data and evidence gathering.  Both the NF and RM gave pertinent advice in the choice of questions for the TKM ISTE interviews about collaboration.  The other RFs were available to share tools, clarify appropriate methods of data collection and evidence.  The final methodology process decided upon by the TKM RFs with the support of the VUW INSTEP team is outlined in the following section.
Methodology

Interviews


As a result of advice from the VUW National Co-ordinator and Research Mentor, it was decided that semi-structured interviews with the TKM Māori teacher educators would be conducted.  It was assumed that individual interviews would illicit more information from participants and they would have more opportunity to be heard, where a focus group may not. It was also agreed that it was an individual choice to be interviewed and any reporting about the interview data would be shared and approved by all TKM staff before any reporting of the data.  Six TKM staff members volunteered to be interviewed, including the two TKM INSTEP regional facilitators, the TKM Head of School and two other staff.  Ethical approval to conduct the research for all the VUW INSTEP case studies was applied for by the VUW National Co-ordinator and approved by the VUW Faculty of Education Ethics Committee.  Each TKM staff member who agreed to be interviewed gave formal written consent to be interviewed and their comments to be shared anonymously.   

Key Questions


The VUW INSTEP team had chosen to focus on critical friends and collaborative approaches for the implementation phase of the INSTEP project.  The aim was to explore ways to improve in-service teacher educator (ISTE) practice through the use of critical friends.  The focus question was, “In what ways does a critical friend support ISTE engagement in collaborative relationships to optimise learning?” The TKM Head of School, VUW INSTEP National Co-ordinator and the TKM regional facilitators decided the TKM focus question would be, "What are elements of collaboration (mahi tahi / mahi ngātahi)?"  This question would contribute to exploring the sub question, “How can we sustain and maintain an inclusive, supportive and constructive working environment for TKM facilitators?” The same team decided on the interview questions (see Appendix 1) and the research tools.
Research Tools


It was decided that each interview was to be recorded on a digital recorder and transcribed by the two TKM Regional Facilitators (RFs).  As the researcher, transcribing the interviews would give the TKM RFs an in-depth and intimate understanding of the data.  Some of the interviews were also partially conducted in the Māori language, and as fluent speakers of the Māori language it was easier for the TKM RFs to transcribe this data, as Māori speaking transcribers are very difficult to find.   Each interview transcription was checked with the individual participant and each TKM RF.  NVivo7, a research software package designed specifically for analyzing qualitative data, was utilized to assist in identifying possible themes applicable from the interviews provided.  Regular terms and key words were identified in the interview transcripts.  One of the features of NVivo7 allows the user to enter key terms or words, and NVivo7 will highlight parts of the interview transcript with discussion around this term. The grouping of examples of discussion around the key terms identified, allowed the TKM RFs to identify themes and group key findings. 

KEY FINDINGS 


The statements made by the participants regarding the concepts of mahi tahi and mahi ngātahi provided many similarities.  The comments made in the interviews by participants referred specifically to their role as teacher educators, however due to the makeup of their positions, some of their comments were also applicable to their pre-service teaching and research responsibilities.  Some participants made specific links about the concepts mahi tahi and mahi ngātahi in relation to their own marae and the marae located on the Faculty of Education premises.  Some participants also commented on how mahi tahi and mahi ngātahi was practiced outside of their work environment in their sports, with their family and their wider Māori community.  The most prevalent similarity between the participants was the description of examples of Tikanga Māori (Māori cultural protocol) as being part of their teacher educator practice.  Examples of Tikanga Māori and other themes are described below.
Key Themes


When interviewed about their understanding and practical examples of ‘mahi tahi’ and mahi ngātahi, all participants described  concepts, examples and practices which link back to the marae (meeting place) setting and made reference to a number of Tikanga Māori practices.  The themes are explained below, with the over-arching theme being Tikanga Māori.  The other themes include, Whanaungatanga (relationships), Manaakitanga (Hospitality), Aroha (Love), Kaupapa (Common Goal or Purpose) and Kōtahitanga (Unity).  These are fundamental concepts, underpinning many activities in Māori culture and society.  One of these activities is the pōwhiri or the formal process which takes place on the marae, when two groups of people meet for the first time.  The following section discusses each of these fundamental concepts and how participant responses reflect these aspects in their teacher educator practice.

Tikanga Māori (Māori cultural protocol)


Examples of Tikanga Māori described by participants included the importance of formal Māori practices such as pōwhiri, karakia (incantations or prayer), mihimihi (introductions), when initiating work with teachers, students and schools.  Being involved in pōwhiri by either hosting at the Faculty of Education marae or being hosted by a school was an act of mutual respect for both the Māori educators and the school they were working with, and set a foundation for a new working relationship.  They also commented that the practice of pōwhiri was an example of things Māori being in action, and implied that this is an important part of relationship building in teacher education practice.  

Even though staff were young in years, they ensured they maintained Māori protocol, by performing the male and female roles appropriately.  For example, the women performing karanga (the initial call to guests or hosts) and waiata (supporting song) after the males perform whaikōrero (speeches) and karakia (prayer).  Examples of some of these practices; of mutual respect, youth maintaining Māori protocol; and different roles described in interviews include:  

“Mahi ngatahi … could be defined as formal, so we have practises like powhiri … formal practices … karakia and mihimihi” 
 “being respectful of [school] environment so if they’re … wanting a full-on powhiri to welcome us, then we’re a part of that, … some of them provide us with a kai and it’s staying for that, even though you may have something else on, so, when they’ve gone to the effort to look after you so you’re respectful of that” 


“Te Aō Māori in action.  On the marae you would see how the male and female meant to work together to fulfil a Kaupapa”


“youthful staff work together to fulfil a tikanga element”


“Manuhiri coming in will also feel that it is a warm place, we create that, the people there create that”


Participants also commented that the practice of pōwhiri was an example of things Māori being in action, and implied that this is an important part of relationship building in teacher education practice.
Whānaungatanga (Relationships)


Whanaungatanga is also a fundamental element of the pōwhiri process, where a group of people come together for a common purpose or goal.  Whanaungatanga was also described by participants as being evident in other areas of their teacher educator practice including building of relationships with schools and colleagues and also relating to others to identify strengths to fulfill a common purpose or goal.


“I was thinking the word that first comes to mind is whanaungatanga, about mahi tahi or mahi ngātahi where a group of you are working towards a common goal, common purpose and the reason why that, the term, the concept of whanaungatanga came to mind was, I like to refer to whanaungatanga as one, building relationships, but two, networking and using the best of people’s abilities and stuff.” 


Some participants also commented about colleagues who nurtured Whanaungatanga by daily relatedness practices such as regular catch-up conversations, meals and social activities together.


“relatedness conversations …knowing where somebody’s from first and then making “having a kai and having those sort of conversations over kai”


“show interest in people’s personal lives …a lot of us are good friends as well as colleagues”


“certain people within our team … try and get us together regularly” 


These practices are similar to those described about the concept of Manaakitanga, which is also based on the nurturing of relationships.

Manaakitanga (Hospitality) 

Mead (2003, p.29) states that all Tikanga Māori practices are underpinned by the high value placed upon Manaakitanga – nurturing relationships, looking after people, and being very careful about how others are treated.  TKM staff described practices in their work which reflected elements of manaakitanga.

“making it as comfortable as possible for people.  When we’re here, and when we’re going out into schools” 


“it’s that whole notion of collaboration like empowering each other.”


“different roles in supporting”


“acts within mahi tahi are probably more informal … incidentals like, providing a cup of tea or providing  kai”



“supporting and being a contribution and being of service, … manaaki” 
“unselfishness”


“When people walk in here people know that there is a life, a spark, that people are busy … people always get a kia ora and always get a welcome and always get “oh can I help you”, “are you looking for someone?”. 


Mead (2003, p.29) states that it cannot be stressed enough that Manaakitanga is always important no matter what the circumstances might be.  This implies an element of unconditional need to care or support another as opposed to an obligatory need to offer support.  The unconditional element of Manaakitanga is similar to Aroha or love.    
Aroha (Love)


Mead (2003, p.29) states that Aroha is an essential part of Manaakitanga and an expected dimension of Whanaungatanga.  These principles are important in human relationships.  TKM staff responses reflect elements of Aroha, thus concur with Mead’s (2003) assertions.

“… the journey that each individual goes through and everyone is valued and acknowledged for what they come with and the contribution they make.” 


“mahi ngātahi is an unselfish act of contribution” 


“contribute by just sitting there and listening”


 “you’re making a cup of tea, but you’re sitting there and you’re being there”


These acts of Whanaungatanga, Manaakitanga and Aroha contribute to a common goal or purpose or in Māori terms, working towards a specific Kaupapa.

Kaupapa (Common Goal or Purpose)


Barlow (1991, p.43) provides definitions for the widely used term of Kaupapa.  When a new house is built, the Kaupapa of the house refers to such things as the ancestor after whom the house is to be name and identifies the theme of the house.  In the context of the marae setting there are rules and policies associated with the administration of the marae, protocols, customs and procedures.  In establishing the Kaupapa, marae protocols are made explicit.  Kaupapa is also used to describe the type of work, functions, policy, practices and administration involved in organizations.


The participants gave these examples which describe the concept of Kaupapa.

 “…mahi tahi I see as working together as a contribution to a collective end.”


“It really never is about me, It’s about what this kaupapa is and the passion for getting something done.”


“working together to fulfill a common purpose and in all sorts of settings” 


“you’re taking the journey but you may not know all of the little parts to that journey.  You contribute, so you may not know how all of the little parts fit together for a kaupapa but you will know about how your strength has contributed or the area of your strength has contributed to that kaupapa and you’ll also have an idea of the bigger picture”

“by supporting each other, by talking with each other and by clarifying ideas around that kaupapa, we will make the kaupapa work and that for me is mahi ngatahi”  


“when I want to take ideas, others’ ideas and criticisms into consideration and have an open mind, and have a clear understanding of what the outcome is, I think is key, and communication”

 “this idea of ngātahi will include wairua, Māori and mana by you being there you give Māori and mana to the kaupapa, to the collective group sitting there as one, as a unity, as a unified group to progress a Kaupapa”
This final statement identifies the importance of having unity and each individual working together to progress and achieve a certain goal or Kaupapa. 
Kōtahitanga (Unity)


Barlow (1991, p.57) states that traditional unity was fundamental to Māori.  Everybody contributed to the well-being of the tribe, and one of the main reasons for unity was to give everyone an equal share of the resources so that no one suffered unduly.  The concept of unity pervaded every aspect of tribal functions and activities.


TKM participants described examples of unity and making a contribution to the whole. 


“… mahi ngātahi probably links directly with my last comment in that mahi tahi is working together as one, it has its origin in the collectiveness of doing something, so when a kaupapa is new it’s new to all of us, or new to the area, mahi ngātahi is a way that we all grow our knowledge of the little bits…”


“a group making a contribution to our iwi could be mahi ngatahi”


“Manuhiri come and they will see a united front in terms of staff”


It is fitting to complete the list of Māori concepts identified in their descriptions of the Māori collaborative practices of ‘mahi tahi’ and ‘mahi ngātahi’, with the concept of Kotahitanga, as this concept can also describe interconnectedness. From the literature and participant comments, it is evident that the key concepts of Whanaungatanga, Manaakitanga, Aroha, Kaupapa and Kotahitanga are linked, threaded also by the over-arching link of Tikanga Māori and the fundamental principles of ‘tapu’ and ‘noa’, ‘tika’ and ‘pono’.  The Māori formal welcoming process of ‘pōwhiri’ was the main example of Tikanga Māori in action in teacher education practice.  A framework combining all of these elements will now be described, that attempts to link Tikanga Māori, to the practice of pōwhiri, to the key concepts identified from participant comments about Māori collaborative practices, as a means to identify possible collaborative strategies for teacher educators.  

Figure 1: ‘He Anga Mahi tahi / Mahi Ngātahi’
A collaborative practice framework
PŌWHIRI - Stages of a Māori formal welcome 

Wero
Challenge
Karanga

Exchange of calls

Whaikōrero

Exchange of speeches


Karakia

Prayer or incantation
Hongi / Hariru

Agreement
Kai Hākari

Conclusion

Explanation of ‘He Anga Mahi Tahi / Mahi Ngātahi’
TIKANGA MĀORI – TAPU / NOA  TIKA / PONO
Tikanga Māori are a set of over arching principles for the practices suggested in this framework that measure whether a practice or action is appropriate, correct and adequate according to Māori protocol, values and beliefs.  There a varying levels or sacredness and normality in each of these practices, which can be better explained in each stage of the formal Māori welcome of ‘Pōwhiri’ described next. 
PŌWHIRI – Stages of a formal Māori welcome

Six stages of a typical formal Māori welcome make up the central part of the framework which offers a linear process for teacher educators to follow to ensure positive collaborative outcomes from a Māori world view.  This process could be followed by many different stakeholders involved in teacher education.
Māori concepts - Whanaungatanga, Manaakitanga, Aroha, Kōtahitanga, Kaupapa

These are the key Māori concepts that were chosen to organise and explain the findings in the case study about Māori teacher educators exploring and identifying collaborative practices from a Māori world view.  Certain Māori concepts described here relate to each section of the central ‘Pōwhiri’ section of the framework and can be seen in examples of positive collaborative practices.
Teacher Educator Practice - Examples of Practice, Questions to consider,
Proposed outcomes

Each stage of the ‘Pōwhiri’ linear process is linked to examples of teacher educator practice, a set of questions to consider as a checklist of appropriate practice, and a proposed outcome. 
Explanation of each stage of the Pōwhiri Process
Stage: Wero (Challenge)
Māori concept/s: Kaupapa and Kōtahitanga

(A common purpose or goal is identified and background research begins)

Examples of practice:

· Researching the appropriate process to engage with a particular school or community, for example through a colleague or another established relationship

· Ensuring you are well prepared with your background information about the school or community, especially the Māori community

· Ensure you are clear about the reciprocal benefits for the school or community and your institution

· Clear identification of roles and responsibilities of all involved

Questions to consider:

· Who are they affiliated iwi or tribes from this area?

· Who are key kaumātua or elders connected with this school or community?

· Who else will you consult with before you engage with the school?

· How do you plan to engage initially with your teachers or school?

· Who can help me engage with this new school?

· What information have you prepared to share with them?  

For example:

· Clear project proposals

· Clear outline of potential initiatives

· Clear programme outlines

· How do you know if the information is clear and relevant?

Proposed outcomes

· Mutual respect for both the teacher educator and the school or community
· A foundation set for a new working relationship
Stage: Karanga (Exchange of calls)
Māori concept/s: Aroha, Kaupapa,Whanaungatanga

(Identification of common parties and initial communication)

Examples of practice:

· Face to face meetings at the school or venue chosen by the community is the preferred method of initial interaction

· Initial communication by phone prior to the face to face meeting is also preferred

· Appropriate protocol should be established through these initial phone conversations and meet the needs of the school

· Assume the initial hui will begin with some form of Māori protocol including a pōwhiri, a whakatau (a shortened informal welcome), a mihimihi (introductions in the Māori language) 

· Be prepared and know your role in the participation of the above Māori protocol

Questions to consider:

· Who will support you with your choice of initial engagement strategy?

· Who will you meet with?  
· How do you know who the most appropriate point of contact is?

· How will you maintain communication after initial engagement?

· Who will decide how to maintain communication?

Proposed outcomes:

· Clear lines of communication

Stage: Whaikōrero (Exchange of speeches)
Māori concept/s: Kaupapa, Whanaungatanga, Kotahitanga

(Discussion about common goal begins between parties)
Examples of practice:

· An agreed understanding of the purpose of the initial hui has been clearly communicated with all parties involved

· Agreements have been documented and shared either by letter or email

· These are followed up and clarified closer to and / or on the day of the proposed face to face hui

· The agenda is set in consultation with the host school or community and is flexible to their needs

· Relationships are still fragile at this point and need to be nurtured 

· Be open and flexible to other parties joining the discussion at a later date

Questions to consider:

· Who will decide the agenda of the initial face to face meeting?

· How do you ensure there is equal input by all involved?

· How are the goals and aspirations of the all parties catered for?

Proposed outcomes

· A common understanding of an agreed purpose or goal

Stage: Karakia (Prayer or incantation)
Māori concept/s: Aroha, Kōtahitanga, Manaakitanga

(Goals are set and committed to)
Examples of practice:

· Aims and objectives and working protocols have been agreed to in a manner that is led by the school or community

· The needs and wants of the school will be continually reviewed and considered by the teacher educators

· The teacher educators are committed to meeting the needs of the school or community

Questions to consider:

· What contributions will all parties make?

· What choices will the school be offered in protocols and decision-making?

· Who will be involved in on-going decision making?

Proposed outcomes

· An agreed commitment to achieve the common goal or purpose
Stage: Hongi / Hariru (Agreement)
Māori concept/s: Whanaungatanga, Kōtahitanga, Aroha
(Formal documentation of agreements are made)

Examples of practice:

· The teacher educator should take responsibility for organizing the documentation and monitoring of the progress of an initiative or programme

· The school or community will contribute to information gathering, however it should be led by the teacher educators as a consideration to the complex organization of a school or community

· The teacher educator should also take responsibility for the on-going reporting and communicating between participating parties, preferably face to face

Questions to consider:

· How will agreements be documented and monitored?

· How will contributions be monitored?

Proposed outcomes

· Goals and outcomes being met and clearly reported on to all parties involved

Stage: Kai Hākari (Conclusion)
Māori concept/s: Manaakitanga, Aroha, Whanaungatanga
(All outcomes are met, acknowledged and celebrated)
Examples of practice: 
· Final outcomes of a programme or initiative should be shared on site with the school or community

· Reporting should involve all participating parties, which could be students, teachers, parents and the wider community

· Everyone involved should be acknowledged in an agreed manner

· A celebration such as a shared meal with presentations and possibly a performance should conclude a project

Questions to consider: 
· How will all parties know that all goals have been met or not?

· Who will decide what the next steps will be?

· How will achievements be acknowledged?

Proposed outcomes 
· An on going working relationship between the teacher educators and the school or community
Conclusion

The attempt to locate examples of Māori protocol such as pōwhiri and identify the underlying Tikanga Māori principles and concepts that are reflected in models or frameworks (anga) is not an uncommon practice.  Māori researchers such as (Durie, 1982, Tapawhā Model; Pere, 1992, Ako ; Macfarlane, 1997, Hikairo Rationale; and Bevan-Brown, 2003, Cultural Self-Review) all purport the importance of such concepts especially when working with Māori communities or in Māori social situations.  

This emerging framework will continue to be refined, tested and critiqued with willing participants. One important aspect that requires consideration for teacher educators in regards to the framework is that the pōwhiri is a formal procedure that is undertaken between two groups of people.  What is critical about this process is the importance of each of these steps.  Should each of these steps not be considered and managed correctly (tika) and in its entirety (pono) than there are consequences.  The consequences will be subtle, for example, meetings being cancelled, people no longer participating, the project timeline being extended due to unexpected circumstances.  Therefore attention to detail is not only necessary but critical when working alongside colleagues but also with others.  

The framework provided is linear and there will be navigating through the different stages of pōwhiri as one would need to do when developing, building and sustaining relationships in different communities.  The Māori concepts recorded are those relevant to this particular study and there are others that could easily be added.  

With the recent curriculum reforms in New Zealand in the form of the government mandated “The New Zealand Curriculum” (Ministry of Education, 2007) for English medium classrooms and “Te Marautanga o Aotearoa” (Ministry of Education, 2008) for Māori medium classrooms, there is an emphasis for schools to build stronger relationships with different communities.  Our model, “He Anga Mahi tahi / Mahi ngātahi could provide teacher educators the assistance to enhance these relationships.  
APPENDICES

Appendix 1 - Interview Questions

1.
How long have you been a TKM facilitator?

2.
In what curriculum areas and at what level of schooling have you facilitated / worked with teachers in schools?

3.
What is your understanding of “Mahi tahi and mahi ngātahi”?

4.
What are key characteristics, attributes, or practices within this concept?

5.
Are these characteristics, attributes, or practices reflected in your working with colleagues and teachers? How?

6.
If I was manuhiri in Te Kura Māori, what would I observe that reflects these characteristics or attributes?

7.
What area in your work would you like to explore / develop / or focus on, in your facilitation work during the INSTEP implementation phase?

8.
What could you do to gather data or evidence in this area?

REFERENCES

Barlow, C. (1991), Tikanga Whakaaro – Key Concepts in Māori Culture, Melbourne: Oxford University Press.

Berryman, M., & Bateman, S. (2007). Claiming Space and Restoring Harmony within Hui Whakatika. In Proceedings of the National
Maori and Pacific Psychologies Symposium. (p.111-122).

Bishop, R., & Glynn, T. (1999). Culture counts: changing power relations in education. Palmerston North: Dunmore Press.

Durie, M.H. (2006). Foundations for psychological and social interventions
 with Maori. Presentation at Compass Professional Development
Seminar. Auckland Institute of Technology, Auckland.

Hindle, R., McRae, H., Te Maro, P., & Toia, R. (2008). The “Hei Korowai” ethical framework. Unpublished  paper.

Hobson, A. (2003), Mentoring and Coaching for New Leaders: A Review of Literature carried out for the National College for School Leadership, 

Macfarlane, A., Glynn, T., Grace, W., Penetito, W., & Bateman, S. (2008). Indigenous epistemology in a national curriculum framework? Ethnicities, 8, 1, 102-127.

Mead, H.M. (2003), Tikanga Māori – Living by Māori Values, Wellington: Huia Publishers.

Ministry of Education (2005), An Evaluation of Te Poutama Tau 2004, Wellington: Learning Media. 
Ministry of Education (2007), The New Zealand Curriculum, Wellington: Learning Media.

Ministry of Education (2008), Te Marautanga o Aotearoa, Wellington: Learning Media.

Meyer, L.H., Park, H.S., Grenot-Scheyer, M., Schwartz, I., & Harry, B. (1998). 


 Participatory research: New approaches to the research to practice dilemma. 

 Journal of The Association for Persons with Severe Handicaps, 23, 165-177.

Penetito, W. (2001, October). If we only knew… Contextualising Maori knowledge. Paper presented to NZCER Conference, ‘Early Childhood Education for a Democratic Society’, Wellington, New Zealand.
Salmond, A. (1975), Hui, Wellington: A.H. & A.W. Reed.

Smith, G. H. (1997). The development of kaupapa Māori: theory and praxis. Unpublished PhD, University of Auckland, Auckland.

Smith, G.H. (2003, October). Indigenous struggle for the transformation of education and schooling.  Keynote Address to the Alaskan Federation of Natives (AFN) Convention, Anchorage, Alaska, USA.

Smith, L.T. (1999).  Decolonizing methodologies: Research and indigenous people.  Dunedin, New Zealand: University of Otago Press.  
Smith, L.T. (1999). Kaupapa Māori methodology: Our power to define ourselves. A seminar presentation to the School of Education, University of British Columbia, Vancouver, Canada.
Smith, L.T. (2005). On tricky ground: Researching the native in the age of uncertainty. In N. Denzin, & Y. Lincoln(Eds.). Handbook of Qualitative Research (3rd edition, pp. 85-107). Thousand Oaks, California: Sage Publications. 

Thompson, K., & Barnett, A. (2007). Interpreting & Practicing
Kaupapa Maori Research in a Community Setting: The In’s and
Out’s. In Proceedings of the National Maori and Pacific

Psychologies Symposium. (p.147-154).

Walker, R., Eketone, A., & Gibbs, A. (2006). An exploration of kaupapa Māori research, its principles, processes and applications. In International Journal of Social Research Methodology. Vol 9, no.4, (p331-344.)
Williams, J. (2000), ‘He aha te Tikanga Māori?  Paper presented at Mai I te Ata Hapara Conference, Te Wananga o Raukawa, Otaki, 11 – 13 August 2000.

Wolfgramm, R. (2008).  Creativity and institutional innovation in intercultural research. In MAI Review, 3, article 6.

Wood, A., & Lewthwaite, B. (2008). Māori science education in Aotearoa New Zealand. Cultural Studies of Science Education.

TIKANGA MĀORI


TAPU / NOA      TIKA / PONO


Overarching Māori values








Māori Concepts


Whanaungatanga, Manaakitanga, Aroha, Kōtahitanga, Kaupapa





Teacher Educator Practice


Examples of Practice


Questions to consider


Proposed outcomes








