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Abstract 
This paper is the fourth in a series exploring the issue of curriculum coherence in the 
development and implementation of the three iterations of Māori-medium Technology 
curriculum from the 1990s to the present. For Indigenous schools, curriculum coherence is not 
just a structural design issue but also involves the place of their Indigenous knowledge systems, 
cultural values, and educational philosophies. This paper investigates the challenges and 
opportunities to develop a Māori-medium Technology curriculum based on an Indigenous 
philosophy of Hangarau. Data is drawn from Ministry of Education archival files and interviews 
with developers of curriculum and curriculum support materials. It utilises document analysis 
and interviews with curriculum experts (referred to as mātanga in this paper). This study 
reviews literature around curriculum design in Aotearoa New Zealand, particularly meta-
analyses, and reviews, in the context of curriculum coherence. Curriculum coherence affects 
student learning across various levels: national, subject, school/classroom, and systems. It 
examines how curriculum coherence relates to the challenge of alignment between curriculum 
and curriculum support materials for teachers implementing the Hangarau curriculum, and the 
challenges in teaching of interpreting the learning outcomes. The paper concludes with 
recommendations to align national curriculum design, content, and implementation for more 
effective support of developers, teachers, students, and communities in Indigenous language 
learning contexts, enhancing student learning outcomes. 
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Introduction 
In Aotearoa New Zealand (NZ) there are two nationally mandated curriculum frameworks, one 
for English language educational contexts, referred to as English-medium, and one for Māori 
language educational contexts, referred to as Māori-medium. Curriculum design for schooling 
in Aotearoa has evolved in response to a complex interplay of societal, technological, and 
educational influences, reflecting changing perspectives on teaching and learning and the 
evolving needs of students and communities. Similarly, curriculum design, both for Māori the 
Indigenous people of Aotearoa NZ and for other Indigenous groups globally has changed 
significantly over the decades, influenced by various factors including educational philosophies 
such as assimilation, globalisation, and changing societal needs. Much has been written about 
the impact of Eurocentric curriculum on Māori student experiences in English-medium 
education over the past 150 years (see Benton, 1979; May & Hill, 2018; McKenzie & Toia, 2022; 
Simon, 1992; Simon & Smith, 2001; Skerrett, 2019; Stewart & Tocker, 2021). However, there is 
a paucity of literature examining the impact of Māori curriculum design on Māori-medium 
education in Aotearoa NZ. This is in part because Māori-medium education and curriculum 
development are relatively new fields (emerging in the 1980s) and there are few researchers 



 

 37 

working in these areas. Despite self-determination being one of the key ideologies 
underpinning Māori-medium education, because of its marginalised nature, it continues to be 
significantly impacted on by the ideologies underpinning the majority Eurocentric education 
system. This includes the needs of students in Māori-medium schooling still being determined 
by the needs of English-medium schooling (Toia, 2021; Trinick, 2015).  

This paper examines how the Eurocentric ideologies of the state who control curriculum 
development in Aotearoa NZ has impacted on the coherence of the various iterations of Māori-
medium curriculum development since the 1990s, with a particular focus on the Marautanga 
Hangarau [Māori-medium Technology curriculum]. Curriculum coherence refers to the logical 
and sequential connection between different elements of a curriculum, ensuring that each 
component aligns with the overall educational goals and objectives. It emphasizes a cohesive 
structure that promotes meaningful learning experiences for students (Roach et al., 2008; 
Wenzel, 2016). The study’s methodology is examined, followed by a discussion of key findings 
arising from interviews with curriculum experts (referred to as mātanga in this paper) and 
Ministry of Education policy documentation. In consideration of the findings, a series of 
recommendations is made to better support the coherence of current and future Hangarau 
curriculum development and implementation.  

The Changing Educational Landscape of Curriculum Design for Māori 

Prior to colonisation, Māori education was primarily oral and experiential, centred on 
community, and lifelong learning (Hemara, 2000; Riini & Riini, 1993; Trinick, 2015). Elders 
played a crucial role in transmitting knowledge through practices such as taupuhi [observing 
children’s dispositions to inform curriculum design], storytelling, and guiding children’s 
participation in community activities (Hemara, 2000; Maxwell & Ngata, 2011; Maxwell et al., 
2022). Learning was holistic, communal, and interconnected, without the compartmentalisation 
of knowledge into subject areas as is the case now. 

With the arrival of Europeans in the 1800s came the introduction of novel technologies and 
writing systems, recognised by Māori for their economic potential (Petrie, 2006; Simon, 1992). 
Māori leaders sought literacy skills to navigate written agreements and treaties shaping 
interactions with Europeans. In these early interactions, there was the potential for an equal 
educational partnership in Aotearoa NZ (Jones & Jenkins, 2011; Lemon & Durham, 2017). 
However, two contrasting education goals were held by European and Māori during the early 
colonisation period (Hetaraka, 2022; Trinick, 2015). The Pākehā [European] dominated settler 
government aimed to assimilate Māori into European culture (Simon, 1992), while Māori 
welcomed Western education for its potential to enhance their way of life (Simon, 1992; 
Spolsky, 2005). Over time, power dynamics shifted as Europeans gained political control. Māori 
leaders sought to assert sovereignty and protect their lands, leading to the Declaration of 
Independence (Te Rua Mahara o Te Kāwanatanga: Archives New Zealand, n.d.) and Te Tiriti o 
Waitangi [The Māori-language version of The Treaty of Waitangi, popularly referred to as Te 
Tiriti] (Ministry for Culture and Heritage, 2023). Considered by many to be Aotearoa NZ’s 
founding document which established a formal foundation for the relationship between the 
indigenous Māori people of New Zealand and the British Crown. It outlines principles of 
partnership, participation, and protection of Māori rights and interests (O’Malley & Harris, 
2019; Wright, 2019), Te Tiriti reflects intricate dynamics between Māori and European 
interests, shaped by the context of the time and the evolving relationships between the 
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Indigenous population and the British Crown. These documents continue to be significant in 
Aotearoa NZ's contemporary education issues including in the development of curricula for 
Māori-medium schooling (McKenzie & Toia, 2022; Trinick, 2015). 

Despite these early treaties in the 1800s recognising Indigenous Māori rights, by the turn of the 
1900s, the state education system extended bans on the use of te reo Māori from classrooms 
to playgrounds (Hetaraka, 2022; O’Regan, 2018). Legislation like the Education Ordinance of 
1847 and the 1867 Native Schools Act led to the complete exclusion of te reo Māori from many 
schools and the punishment of children for speaking it up to the 1960s (Simon & Smith, 2001; 
Skerrett, 2019). During this time, some formal resistance from Māori began to emerge to 
English-language hegemony in education, although in a limited form. However, after a century 
of absence, Māori language and culture were re-reintroduced as subjects into a few secondary 
schools in 1962 (Trinick, 2015). 

Urban migration of Māori post-World War II completely altered the country's demographics 
(May & Hill, 2018), further contributing to language and cultural loss as Māori moved from 
communities where Māori language was commonly used to urban areas where te reo Māori 
[Māori language] use was actively discouraged (McKenzie & Toia, 2022). The change in the 
status of te reo Māori, from an initially high-status language of early colonial communication to 
a low-status language in Aotearoa NZ, was a major factor in the language shift to English in 
Māori communities. By the 1970s te reo Māori was considered an endangered language 
(Benton, 1979; Spolsky, 2005). It was against this background of rapid and significant language 
loss that Māori communities initiated bilingual education in Aotearoa NZ in the 1980s (May & 
Hill, 2018). These early bilingual schools were required to follow the English-medium syllabus 
for schools (Trinick, 2015)—there was no formal Māori-medium curriculum, and limited 
resource materials to support learning and teaching in te reo Māori.  

Contested nature of Māori-medium Curriculum development 1990s-2024 

After extensive lobbying by various Māori-medium education stakeholder groups for over 10 
years, in the 1990s, the Government eventually agreed to develop Māori-medium curricula in 
the Māori language (McMurchy-Pilkington et al., 2013). While this recognition was agreeable 
on one level, as this was the first time in the long history of schooling that Māori educationalists 
(referred to in this paper as mātanga) were given any authority to develop State curricula, there 
was a requirement that the Māori-medium version be based on the parallel English-medium 
version (Lemon, 2019; Lemon et al., 2020; Trinick & May, 2013). This included the development 
of the Māori-medium Technology [Hangarau] version (Lemon, 2019; Lemon et al., 2020). 
Several of the group eventually contracted to develop the Māori-medium version had also been 
involved in developing the Technology curriculum (Ministry of Education, 1995). According to 
one of the informants for this study [Curriculum expert or Mātanga 4] there was a desire to 
design the inaugural Hangarau ‘curriculum’ based on Māori philosophies, but they were 
thwarted by contractual requirements including that the Māori-medium version be developed 
explicitly using the design of its English-medium counterpart (Lemon, 2019; Lemon et al., 2020). 
This lack of alignment between the philosophy of the Hangarau curriculum and Māori-medium 
schooling created several issues which persist to this day including the perpetuation of a 
Eurocentric bias in technology education and the reinforcement of the dominance of Western 
ways of knowing, further marginalising Indigenous voices and contributions (Lemon, 2019; 
Lemon et al., 2020). 
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In the subsequent round of development of Māori-medium curricula in 2007 and 2008, while 
there was a requirement that the basic structure of the 1996 curricula be maintained, there had 
been significant change in the Ministry of Education. As such, the government were much more 
accommodating of Māori attempts to indigenise Hangarau (Lemon, 2019; Mātanga 1; 
McMurchy-Pilkington et al., 2013), some of which were arguably represented through the 
increased use of metaphor in Te Marautanga o Aotearoa (TMoA; The national curriculum 
framework for Māori-medium education) (Mātanga 1; Mātanga 3). Māori capacity had 
increased with mātanga holding key positions in the Ministry, coupled with an increased 
capacity to write curricula, and there was a more robust round of community consultation 
during the second round of development (Ministry of Education, 1999-2008). Although there 
was still a paucity of research, work focused on Te Reo Matatini [Māori-medium literacy] 
Pāngarau [Māori-medium mathematics] and more generally on related concepts, was 
emerging. There was also an opportunity for the learning area teams to collaborate, which had 
not been allowed in the inaugural design of the 1990s (Mātanga 3; Mātanga 5). Time was 
invested in the TMoA principles re-development (the frontpiece, articulating the underlying 
beliefs, values, and theories guiding the development and implementation of TMoA) and in the 
standardisation of the lexicon across the curriculum areas (Lemon, 2019; Trinick, 2015). 

The Hangarau Curriculum Document  

The evolution of the Hangarau curriculum reflects a journey shaped by shifting educational 
paradigms and cultural aspirations. Initially, the curriculum design in the 1990s indicated a 
parallel structure to the English-medium Technology curriculum, depicted using an oval shape 
split into two strands: technological literacy and mātauranga Māori (societal knowledge and 
ethics). A whāriki [or woven mat] situated the seven kaupeka [transversal elements or contexts 
for learning, see 1 and 2 in Figure 1] for Hangarau practice in relationship to the two strands 
(see 3 and 4 in Figure 1). Subsequent iterations, particularly the establishment of Te 
Marautanga o Aotearoa [TMoA] in 2008, aimed to integrate Māori perspectives and values, 
involving collaborative stakeholder engagements, emphasising both linguistic consistency and 
cultural authenticity. 

Hangarau became a core learning area (a compulsory subject to be taught in all classes from 
2011) and was depicted using a moki [a species of trumpeter fish] wrapped in a whāriki [a 
woven flat mat]. This iteration continued to emphasise ethical practice, environmental 
stewardship, and the interdependence of Hangarau skills with Hangarau knowledge, with a 
stronger focus on the importance of local knowledge.  

The seven kaupeka had been revised and there were now five named elements or contexts for 
learning, now referred to as aho. In 2017 one of the contexts was removed (ostensibly to be 
‘embedded’ in practice throughout the rest of the Hangarau contexts) to accommodate the 
introduction of Hangarau Matihiko [Māori-medium Digital Technologies]. Through these 
transformations, the Hangarau curriculum continues to evolve, embodying a dynamic interplay 
between tradition and innovation, and serving as a testament to the resilience and adaptability 
of Māori-medium education (See Lemon 2019, Lemon et al, 2020; and 2023 for more in-depth 
explorations of the Hangarau curriculum documents). 
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Figure 1. The inaugural structure of Hangarau (Ministry of Education, 1999, p. 20). 
Reproduced with permission from the Ministry of Education. 
 
The philosophy of Hangarau seeks a balance between the preservation and reinterpretation of 
mātauranga Māori [Māori knowledge], integrating ethical decision-making, critical thinking, and 
sustainability principles into technological literacy education (made explicit through interviews 
with mātanga). It will be discussed further in the “discussion of data” section. 

Indigenising the Curricula: Where are we Now and Where to Next? 

Throughout the 2000s, more favourable education policies emerged, for example, the Ministry 
of Education commissioned a position paper on Aromatawai [Māori-medium assessment] 
(Pōhatu et al., 2014) that supported the illuminating of Māori knowledge in Māori-medium 
schooling. This assessment position paper advocated for the equal recognition or mana ōrite of 
Māori knowledge with Western in the National Certificate of Educational Achievement [NCEA]. 
NCEA is the senior secondary school assessment and credentialling framework into higher 
education in Aotearoa NZ. Mana ōrite acknowledges that Māori-medium and English-medium, 
have similarities and differences reflecting their respective communities’ philosophies and 
world views (Pōhatu et al., 2014). The development of a Māori-medium assessment position 
paper supported a greater alignment of the Hangarau curriculum with Māori goals and 
aspirations for schooling (discussed in the methodology section). Mātanga Māori (Māori 
curriculum designers) conducted systematic literature reviews to inform the re-development of 
Te Marautanga o Aotearoa [TMoA] from 2023-2025 (Allen et al., 2022; Trinick et al., 2022) 
including discussions on unique Māori teaching and learning pedagogies. This included the 
concept of student-centred learning which was a common pedagogy adopted by Māori-
medium schooling (Allen et al., 2022). However, the recommendation to the Ministry of 
Education was that the notion of child centred learning is different in Māori-medium in 
comparison to English-medium. The major difference is that the student in Māori-medium 
schooling is not just considered as an individual, but as a part of a community. The Māori 
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student-centred learning collective consisted of relationships with teachers, whānau [family], 
hapū [extended family] and others, as well as the dynamics of these ongoing relationships and 
connections to place-based knowledge. Additional research was commissioned by the Ministry 
of Education on the various competing theories on the organisation and sequencing of curricula 
including a design which best suited the needs of Māori-medium schooling (Trinick et al., 2022). 

Collectively, this policy change and research (Allen et al., 2022; Pōhatu et al., 2014; Trinick et 
al., 2022) shifted the narrative informing the design of future curriculum to be better aligned to 
the philosophies of Māori-medium education.  For example, the current 2023-25 re-
development argues strongly for greater curriculum alignment philosophically between the 
early childhood, primary and secondary Māori-medium sectors. While there were still design 
constraints, there was a shift from the previous adherence to English-medium curriculum 
design as was the case in the 1990s to one that positioned Māori-medium curriculum design 
closer to realising the aspirations and goals of the Māori-medium education community (Toia, 
2021). However, the Māori-medium education sector is very diverse politically. This adds to the 
challenges of developing a single state curriculum for all schooling models (Trinick & Heaton, 
2020). 

One of the other challenges is that about 70% of students in Māori-medium schooling transition 
out to English-medium schools after the primary school level (age 13) and do not attend 
wharekura [Māori-medium secondary schools, the last five years of formal schooling as 
teenagers]. On July 1, 2023, 5,238 Māori students were enrolled as secondary students in 
Māori-medium contexts (Education Counts, 2023). The issue of small scale is further 
exacerbated by only a few secondary students studying Hangarau at the upper levels of the 
secondary (Nippert, 2021).  Of the few students choosing to take Hangarau as a subject, the 
majority are enrolling to complete their required assessments through the English-medium 
New Zealand Curriculum (Ministry of Education, 2017b) Technology Assessment Standards 
(Nippert, 2021) because there were not enough teachers with the expertise to teach at the 
upper levels, nor appropriate resources available. What this shows is there remains structural 
misalignment at the classroom level, thus leading to a great lack of coherence.  

Greater governmental support is needed to minimise these challenges, grow the sector, and 
consider the future trajectory of the Māori-medium sector in the current 2023-25 curriculum 
refresh. Mātanga Māori interviewed for this study have advocated for systemic changes at all 
levels. They are not convinced that the ideal philosophical alignment has occurred yet, and 
work remains to develop a more authentic Indigenous curriculum (Ministry of Education, 2021; 
Te Pae Roa, 2022a, 2022b). Of current concern however, with a change to a more conservative 
government is whether developers will retain the latitude to develop a curriculum more 
reflective of Māori-medium schooling community aspirations and goals.  

Methodology: Curriculum Alignment and Coherence  
This section provides an overview of the research methodology and the data collection method 
for this study. This paper builds on an earlier study that focused on the first two iterations of 
the Hangarau curriculum document between 1999 and 2008 (Lemon, 2019). This paper 
concentrates on the first three iterations of the Hangarau curriculum and the curriculum 
support materials (otherwise known as second tier materials), drawing in the current 
development cycle where appropriate.  
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Curriculum coherence, as a methodology, entails a systematic approach to designing, 
organising, and implementing a curriculum to ensure unity, alignment, and logical progression 
of learning experiences (Wenzel, 2016). Fullan's (2007) inquiry into curriculum implementation 
underscores the importance of coherence for sustaining effective educational practices over 
time. It highlights how a well-coordinated curriculum can enhance the sustainability of teaching 
and learning initiatives by aligning various components such as learning objectives, instructional 
materials, and assessments (Roach et al., 2008). 

However, despite its benefits, the concept of curriculum coherence has weaknesses. For 
instance, rigid adherence to predetermined curriculum structures could stifle creativity and 
flexibility in responding to diverse student needs and changing educational contexts. 
Additionally, achieving coherence across all levels of the education system may pose challenges 
due to differences in priorities, resources, and stakeholder interests (Sullanmaa et al., 2021). 
Thus, while curriculum coherence is valuable for promoting effective teaching and learning, 
careful consideration of its limitations and adaptability is essential for its successful 
implementation. Successful implementation of curriculum coherence plays a large role in 
ensuring consistent and robust curriculum delivery across the school, thereby improving the 
quality of students’ school experience. 

Data Collection Methods 

There were two sources of data for this paper. The first was secondary data collection which 
involved a series of information requests to the Ministry of Education (the agency primarily 
responsible for curriculum development and the authoring of second tier professional 
development and teaching support materials in New Zealand) under the Official Information 
Act 1982. The dataset included: Contracts; schedules of payment; budgets; milestone reports; 
letters to schools; press releases; email trails; meeting minutes; surveys; production schedules; 
working drafts of both the curriculum statements, and potential structures, as well as drafts at 
various stages in the production of a range of resources – including video, DVD, written and 
online materials (Ministry of Education, 1999-2000a; 1999-2000b; 1999-2003; 1999-2008; 
2003-2012; 2007-2009; 2008-2010; 2010-2011). The milestone reports and working drafts were 
particularly helpful in communicating key thinking about curriculum development and 
curriculum support materials at that time.  

The second data source was interviews with experts, or mātanga who were involved in the 
development and/or implementation of the Hangarau curriculum during its three 
developments, in the 1990s, 2006-8, 2015-2017, Mātanga 1-3 [coded as M1-3] being involved 
in the current curriculum refresh which started in Aotearoa NZ in 2021. In the Indigenous Māori 
context, mātanga are considered experts in a particular field. In this paper, it refers to experts 
with a teaching background, who have worked on the Hangarau curriculum, and have worked 
on the development, implementation, trialling, and distribution of second tier materials to 
schools (see Lemon, 2023 for a discussion focusing on Professional Learning Development). Due 
to the incredibly small pool of mātanga in the Māori-medium education sector, anonymity and 
confidentiality could not be assured. All mātanga had the choice – first, to participate in the 
research; and second, whether they wanted to use a pseudonym or their real name. All left the 
choice up to me, so I have used pseudonyms, erring on the side of caution. Interviews were 
conducted with five mātanga. Their views of the development of the Hangarau curriculum 
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(Ministry of Education, 1999, 2008, 2017a) with respect to the nature of curriculum and its 
second-tier materials are discussed after the mātanga are introduced below. 

Mātanga tuatahi [M1] managed the re-design of Te Marautanga o Aotearoa [TMoA] in 2004, 
leading the design of curriculum support materials for 18 years. Mātanga tuarua [M2] led the 
inaugural Hangarau document development in the 1990s. Mātanga tuatoru [M3] was in the 
advisory group for science, before leading Pāngarau [Māori-medium mathematics] 
development in the 1990s. M3 also worked on the standardisation of the lexicon across TMoA. 
Mātanga tuawhā [M4], initially contributed to Technology curriculum development before 
joining the inaugural writing team for Hangarau and then working as a Facilitator. Mātanga 
tuarima [M5] was a PLD facilitator, regional coordinator, and designer of second tier curriculum 
support materials. M5's focus has been on providing classroom teachers with resources for 
exploring and engaging with the Hangarau curriculum. M5 was a member of the Hangarau 
Matihiko [Māori-medium Digital Technologies] reference group (Ministry of Education, 2017a). 

Coding and Data Analysis 

The dataset, the documents and the interviews, were coded and analysed using “In Vivo 
Coding” (Saldaña, 2022, pp. 137-143) for the first-cycle of coding, and then “Focused Coding” 
(pp. 307-307) was applied for the second-cycle of coding. Analysis was conducted through an 
adapted approach to thematic analysis (Braun & Clark, 2006; Guest et al., 2012; Thomas, 2006). 
Initial In Vivo codes were generated for the complete dataset, then a second cycle of Focused 
Coding was conducted (See Lemon et al., 2023 for more detail on coding and analysis). An 
outline of the synthesis in relation to the Hangarau curriculum and its support materials is 
discussed below. Table 1 shares an outline of the key second tier Hangarau curriculum 
materials that were detailed in the documents and then each of the following notions identified 
as being a significant notion in relation to first and second tier materials from the dataset is 
outlined briefly. The findings have been summarised very briefly in the next section. 

Table 1. Second-tier Hangarau Curriculum materials focused on in the Ministry of Education 
documents sourced under the Official Information Act 1982 

Date/Year Authors Description Request # 

1999 Copeland Wilson 
and Associates 

Hangarau video 1100564 

1999 Waiti Associates 
Ltd 

A teachers’ handbook aimed specifically at supporting 
programme development at secondary school (I have 
been unable to source a final copy of this resource). 

1139624 and 
1242781 

2001-2003 Te Tihi Tauaromahi [exemplars] project 1100564 

2007-2009 Huia A Hangarau Koiora [Māori-medium Biotechnology] 
text focused on supporting teachers of students 
working at level 6. 

1118980 

2008-2010 Tihi Ltd and 
Palisade Film 
Productions 

From tender round for Māori-medium materials to 
final milestone (including draft content), focusing on 
the DVD set, with accompanying student books, aimed 
at teachers of year 9 and 10 students (junior 
secondary) 

1207583 
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2010-2011 Kōtaretū Organising a re-print of two key resources – 1,000 
copies of Hei Tautoko i te Hangarau; and 300 copies of 
the DVDs, each of the student books and of the 
teacher’s book for Tūhurutia te Ao Hangarau. 

1241126 

 
Discussion of Data 
While the main aim of the paper was to examine the alignment and thus coherence of the 
Hangarau curriculum at all levels, a secondary aim was to examine an Indigenous philosophy of 
Hangarau, how this influenced the content, design, and structure of the marau [curriculum], 
acknowledging, and reflecting Indigenous knowledge, and pedagogy. It was also important to 
consider the implications these concepts have on classroom implementation and the 
enactment of the marau Hangarau. One of the key factors impacting on the design was 
linguistic. That is because language plays a crucial role in curriculum design and writing as it 
determines how content is communicated, understood, and internalised by learners. The 
choice of language can influence accessibility, inclusivity, and cultural relevance within the 
curriculum. It shapes the clarity of instructions, the presentation of concepts, and the 
development of learning materials, impacting students' engagement and comprehension. King 
Charlemagne is quoted as saying, ‘To have another language is to possess another soul’ (n.d.).  

Researchers in the field of sociolinguistics tend to agree that, while more research is needed, to 
some degree, your personality and your behaviour, down to the decisions you make are 
influenced by the language you are speaking (Bialystok, 2017; Chen, 2013; Cook, 2008; 
Harrison, 2010; Kramsch, 2014; Royal, 2019; Sapir, 2002; Stewart, 2020; Whorf, 1956). One of 
the central themes that emerged from the interviews was the important role of language 
serving as a lens through which individuals and groups perceive and interpret their 
surroundings. When a language is lost or marginalised, vital cultural and conceptual 
frameworks embedded within that language may also be lost (Royal, 2019; Trinick, 2015). 
Revitalising a language allows its speakers to reconnect with unique ways of understanding and 
interpreting the world, potentially leading to shifts in perception and worldview. Language is 
closely tied to individual and collective identities (Bialystok, 2017; Harrison, 2010; Stewart, 
2020). Speaking a particular language is often intertwined with one's sense of belonging to a 
cultural or ethnic group (Boroditsky, 2001; Stewart, 2020). When a language is endangered or 
suppressed, it can lead to feelings of cultural disconnection and loss of identity (Kramsch, 2014; 
Royal, 2019). Revitalising a language can strengthen cultural pride and identity among its 
speakers, fostering a sense of community and belonging. Language not only reflects cultural 
norms and values but also shapes social interactions and behaviour. Revitalising a language can 
lead to changes in social dynamics, communication patterns, and interpersonal relationships 
within a community. It may also promote intergenerational transmission of cultural knowledge 
and traditions, influencing social cohesion and collective action (Stewart, 2020). Thus, for 
Māori-medium education the revitalisation of te reo Māori [Māori language] is a critical goal of 
Māori-medium education. This critical goal seeps through out the sector including influencing 
how the matanga interviewed for this paper viewed Hangarau curriculum development.  

We fought as Māori for the revitalisation of the reo, for the revitalisation of our taonga 
[treasures], of our practices and hangarau was going to be, like every other thing, a 
vehicle to get that back. (Mātanga 4) “Mātauranga Māori [Māori knowledgebase], te 
reo Māori was everything” (Mātanga 1). 
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Another theme was the need to increase the presence of mātauranga Māori in the curriculum, 
initially through the preservation of knowledge, to an attempt now at grounding the document 
in mātauranga Māori and supporting schools in the development of localised curriculum: “The 
bits and pieces of narrative that people bring to a practice, and no-one was incorrect” (Mātanga 
4). “Te whakamana i ngā mātauranga o ngā tūpuna kia ora ai” (Mātanga 5; 
Normalising/validating/celebrating the knowledge of the ancestors to thrive). All mātanga 
spoke of the importance of researching, reclaiming and reframing mātauranga Māori, which in 
the 1990s, was aiming at being a decolonising curriculum: 

This was the first official curriculum that said, Māori mā [addressing Māori people as a 
collective]. Here it is. Make it your own. Do what your old people used to do and make it 
your own so that our kids in the next generations always know where they came from – 
what the whakapapa [origins and development] of this taonga was. … The heart of the 
matter is still hangarau and our kids’ ability to take what our tupuna [ancestors] did and 
move that on to their own space in the digital future. (Mātanga 5) 

There was also emphasis placed on the need for hybridity and evolution of the knowledgebase 
(Allen, 2023). The concept of students walking in two worlds – one rooted in mātauranga Māori 
and the other in a Western worldview – may no longer be referring to two separate and 
disparate worlds. The mātanga acknowledge the importance of relevance and adaptability, with 
a need now to reflect on what aspects of the knowledgebase are most important for our next 
generations. There is a highlighted need for a clear distinction between national guidelines and 
curriculum frameworks and locally developed curricula, supported adequately by the 
government.  

I’d like to see the emphasis shift more to supporting schools to develop their localised 
curriculum or regional curriculum or an iwi [tribal] curriculum and the Ministry resources 
this because the schools can’t do it by themselves (Mātanga 3) “…how they get involved 
and what their local knowledge means to any solutions that are found” (Mātanga 2). 

Another major issue that disrupted alignment was the lack of support resources, either in text 
and electronic form and critically in adequate teacher supply. This is made more significant 
because of the correlating lack of ongoing systematic Professional Learning and Development 
[PLD] as suggested by Lemon (2023). Additionally, the creation of robust materials is proposed 
to assist kaiako [educators] at all levels of the curriculum. “The purpose of the second-tier 
material was to guide our teachers to understand where they could go to, to help them create 
difference in their spaces” (Mātanga 1). This theme highlights the importance of providing 
support, resources, and training to educators to ensure that they can deliver the curriculum in a 
way that resonates with students and promotes their success. By investing in educators' 
professional development, the curriculum can be effectively implemented to provide a 
culturally responsive and empowering educational experience for students.  

One of the yet unresolved issues is the debate on what constitutes an Indigenous philosophy of 
Hangarau. From the perspective of the mātanga, the philosophy of Hangarau, is firstly about 
ngā taonga tuku iho [ancestral wisdom and traditions], recognising the need for a balance 
between traditional Māori knowledge and evolving Māori knowledge, and considering what 
knowledge is the most relevant to this generation of learners (Ministry of Education, 1999-
2000a, 1999-2000b, 1999-2008, 2007-2009; 2008-2010; 2003-2012). “What informs your 
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knowledge base? How you live your life and the knowledge you bring from your tūpuna 
[ancestors]” (Mātanga 2). Mātanga 2 aimed to ensure that the next generations learned at 
school: 

how clever our tūpuna were… [For example] with the maramataka [Māori divisions of 
time] … Night after night, morning after morning, looking here, seeing what’s happening 
here, linking it all together. That development was stunning, how they interpreted their 
world. 

The ongoing disruption of ngā taonga tuku iho [ancestral treasures passed down through the 
generations] because of colonialism required creative approaches in re-building the knowledge 
base. Mātanga 4 spoke of the approach used by Hirini Melbourne, who was one mātanga who 
worked tirelessly in re-building the puoro [music] knowledgebase, linking this approach to the 
ways mātanga Hangarau worked in the 1990s and 2000s: “They worked out that you could do 
that if you listened to lots of people, because everyone had a piece of the knowledge.” This 
valuing of the knowledge that tūpuna [ancestors] had did not equate to knowledge being 
frozen in time and stuck in the past. The preservation of mātauranga Māori was one of the key 
goals of a decolonising curriculum. The nature of a knowledgebase is that it changes in relation 
to changing ideas, processes, ways of being. But the knowledge needed to be reclaimed before 
it could be reframed. Mātanga 1 explains the links between past, present, traditional, and 
‘technical’ through reference to the metaphor that was used to structure the 2008 iteration of 
the Hangarau curriculum: 

When you look at the Hangarau learning area with the moki [a species of blue trumpeter 
fish] and the fact that the moki is sitting on a whāriki [woven flax mat] and the whāriki is 
wrapped around it. So the moki is our subtle recognition of the mātauranga [knowledge] 
that we have and how that mātauranga is wrapped with the whāriki and brings in the 
modern day, the technical concepts but also things from our tūpuna [ancestors]. 

The philosophy of Hangarau emphasises ethical decision-making, critical thinking, and 
sustainability. “Just because you can make it, doesn’t mean it’s right” (Mātanga 1), also raised 
by Mātanga 5: “What’s the need, as opposed to, what’s the want?” Mātanga 3 concurs, saying: 
“You can’t separate technology from the impact it has on the environment”. Mātanga 4 extends 
in explaining that the environment is considered in conjunction with people: “You couldn’t do 
anything without having a social conscience. You always must think about your people, 
basically, as Māori. Whether you’re needed or not, that’s how we are”. Mātanga 2 explains that 
as a Māori Hangarau practitioner, the Māori lens shapes the decisions you would make by 
sharing the example of having a power dam on the banks of the Waikato River (the river being 
an ancestor): “You would look at some other solution in order to do what you wanted to do, to 
get the outcome that you wanted”. 

Indigenous philosophies of education often emphasise holistic approaches to learning that 
encompass spiritual, cultural, social, and environmental dimensions (Trinick & Heaton, 2020). A 
curriculum philosophy that embraces this holistic perspective promotes the integration of 
Indigenous knowledge systems, languages, and cultural practices across various curriculum 
areas. It ensures that the curriculum is coherent and interconnected, fostering students' holistic 
development and well-being. Hangarau emphasises a holistic approach and is not static, but a 
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whole creative process. It is not a standalone subject, but rather it is interconnected with other 
learning areas.  

It was about every process, every system, every way of operating, of making, of 
developing how even society works around a technology… I got excited because I saw it 
was one of the best ways that we could engage children in learning. (Mātanga 4) 

Mātanga 2 extended this thinking by talking about the strong connections between Hangarau 
and Pūtaiao [Māori-medium Science].  

They should be able to be taught together. To me, the main thing is about valuing 
mātauranga Māori [Māori knowledgebase] and all that that means. The key idea for me 
is about the knowledge that our tūpuna had to change and develop all the time, take on 
new ideas, work out what’s right and what’s wrong. It wasn’t a magical thing. It was a 
clearly thought-out process. 

As noted, initially, in the inaugural development in the 1990s, there was a requirement to 
mirror the design of the English-medium curriculum, Mātanga 3 advocates as a starting point: 
“We have to decide whether we’re going to accept the categories of Western divisions of 
knowledge”. Once this decision is made, mātanga can either deliberate on the nature of 
Hangarau as a discipline, or they can interrogate “how Māori categorise knowledge traditionally 
and what it means in the contemporary world”. Mātanga 2 agrees that there needs to be a 
more holistic approach to the curriculum: “I think that knowledge has been so disparate and 
separated as if there is a boundary, and that’s what I think we’re moving towards with the new 
Marautanga [Curriculum]”. This debate on what is relevant for schooling and the categories of 
knowledge that have relevance to schools will (hopefully) now be in the hands of the Māori 
communities who should be the ones deciding about the future for their next generations.  

The front section of Te Marautanga o Aotearoa [TMoA] articulates the underlying beliefs, 
values, and theories guiding the development and implementation of TMoA. In this section, the 
importance of genealogical connections is emphasised, with the hope that students in Aotearoa 
NZ “always remember that they never stand alone” (Mātanga 1).  

When talking about the second iteration of the Hangarau curriculum, or the re-design in the 
mid-2000s, Mātanga 3 said: “There was a genuine attempt to indigenise the curriculum [but] I 
don’t think we were as successful as we would have liked.” Each mātanga had a complementary 
focus when speaking of the ways in which the 2017 iteration of the Marautanga Hangarau 
reflects Indigenous knowledge and pedagogy. Mātanga 4 saw Hangarau as an encompassing 
curriculum with significant potential for cross-curriculum integration of learning, Mātanga 1 
focused on its relationship with other learning areas, and Mātanga 2 on how Hangarau is 
strongly linked with Pūtaiao [Māori-medium Science]. Mātanga 5 focused on the decolonising 
nature of Hangarau, and Mātanga 3 spoke of creativity and the potential for Hangarau to 
enhance lives.  

Hangarau is about solving problems in a practical way. “We recognised people who were good 
with their hands were also knowledgeable” (Mātanga 4). It is about the holistic 
interconnectedness of knowledge and the need to interconnect different areas of learning. It is 
about creative processes, critical thinking, and sustainability. 
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Even though we’re still working in Pāngarau [Māori-medium Maths] and Pūtaiao 
[Māori-medium Science]—I think the next step really is to have no boundaries and just 
have a think about that broad thing about what we want our kids to know.” (Mātanga 
2) 

Hangarau has a whakapapa [pedigree, ancestral lines, and connections]. Mātanga 4 raised a 
caveat regarding the removal of the context named Tuku Mōhiohio [Information Transfer] to 
facilitate the addition of the Hangarau Matihiko [Māori-medium Digital Technologies] content 
in 2017: 

If you name something, it has presence (and mana). If you take things out, then it loses 
that and then it just becomes not that important, even though it’s meant to be woven 
through everything, do we really understand what weaving it through looks like… and 
has it been researched? 

Mātanga held similar views on the place of Pākehā [Europeans] or wider western ideas in 
relation to Hangarau. Mātanga 1 looked at Hangarau as part of the wider curriculum, where 
collectively “the mātauranga [knowledge] that [students] will have access to through this 
Marautanga, through this curriculum, will come from a Mātauranga Māori perspective and a 
Western worldview perspective” (Mātanga 1). Mātanga 3 identified tensions in this when 
looking at “the commodification of ideas or… how you capitalise on people’s needs”. It is about 
developing a hybrid of Māori and Western ideas and finding a way to include both. It involves 
critical analysis between pillars of knowledge and determining what is important for students to 
know and be able to do (Mātanga 2, Mātanga 3, Mātanga 5). It is about reclaiming and 
celebrating Mātauranga Māori that is being passed down through the generations. It is also 
about preserving and valuing Mātauranga Māori while incorporating selected Western ideas. 
Mātanga 4 spoke of the need to establish connections to valuable knowledge, integrating it into 
your knowledgebase. 

Indigenous leadership in language and curriculum emphasises the significance of whakapapa, 
encompassing naming and framing practices. This approach fosters the empowerment of the 
next generation by imparting relevant, interconnected knowledge. These elements ensure that 
the Hangarau curriculum acknowledges and reflects Indigenous philosophies and pedagogy. 
The philosophy of Hangarau as it stands currently holds much of value for Māori communities. 
That’s not to say that its boundaries couldn’t or shouldn’t change in the redevelopment over 
2024-2025. Hangarau is currently about solving problems, meeting needs, and in so doing, 
improving lives. No matter how the shape of the curriculum changes, there needs to be a focus 
on localising the national curriculum and significant governmental support for schools to 
develop their own localised curriculum, which will be explored more in relation to the 
discussion on the implications for classroom implementation.  

Implications of Alignment on the Implementation of Hangarau 

The issue of alignment and curriculum coherence significantly impacts the implementation of 
curriculum and classroom practice in Indigenous schools, particularly so student learning 
outcomes. The lack of alignment and coherence in the curriculum can lead to confusion and 
inconsistency in its implementation. Teachers may struggle to integrate disparate or conflicting 
curriculum materials, resulting in fragmented instructional approaches. This can undermine the 



 

 49 

effectiveness of teaching and learning in Indigenous schools, impeding students' ability to make 
meaningful connections between concepts and develop a deep understanding of the content.  

Curriculum in Indigenous schools must reflect the cultural values, knowledge systems, and 
languages of the communities they serve. Lack of coherence between the curriculum and 
Indigenous cultural contexts can lead to cultural dissonance for students, as they may struggle 
to see themselves reflected in the curriculum or find relevance in the content. One of the 
identified tensions in Māori curriculum design is based on the creation of a national Māori 
identity in relation to Pākehā [Europeans]. Pre-contact, the hapū [extended family] was the 
political unit. As such, each hapū and their wider iwi [tribe] have their own practices, their own 
traditions, their own protocols. This cannot be accurately reflected in a nationally mandated 
curriculum (Mātanga 1, Mātanga 2, Mātanga 5; Ministry of Education, 2003-2012).  

The curriculum ought to be the guide. Schools need a guide. Teachers need a guide… But 
I think there should have been much more support, development, discussion, critique 
gone into developing localised curriculum, which, in turn, or if you like, localising the 
national curriculum. … The responsibility for implementation, teaching, evaluation needs 
to shift much more to the local community. …. it can’t happen without considerable 
support from the state (Mātanga 3)  

In summary, the issue of alignment and curriculum coherence profoundly impacts the 
implementation of curriculum, classroom practice, and student learning outcomes in 
Indigenous schools. To address these challenges, it is crucial to develop culturally responsive, 
coherent curriculum frameworks that honour Indigenous cultural identities, promote equitable 
access to resources, and support meaningful engagement and learning for Indigenous students. 

Future Curriculum Alignment and Cohesion  
The analysis of the dataset and the resulting discussions that were outlined briefly above have 
been used in the development of key recommendations to consider in the design of curriculum 
and its support materials for Māori-medium educators, and specifically for the Hangarau 
curriculum. Considering the weaknesses in curriculum coherence, it's imperative to address 
these issues for effective curriculum alignment and cohesion. Firstly, there is a need to address 
the considerable inequity in support materials that are available, particularly for teachers of 
students at secondary level (aged over thirteen years of age) (Ministry of Education, 1999-
2000a, 1999-2000b, 1999-2003, 2003-2012, 2007-2009, 2008-2010). Providing comprehensive 
support materials is crucial for successful implementation of Te Marautanga o Aotearoa in 
Māori-medium classrooms.  

Secondly, curriculum support materials should be developed bilingually and with a te ao Māori 
lens [a Māori worldview]. If Māori-medium is to claim the right to indigenise Hangarau 
(whether the boundaries of Hangarau change over 2024-2025), and other Wāhanga Ako 
[Learning Areas, or disciplines], then it needs to be given the opportunity and the space to 
develop Hangarau without its design being determined by the needs of the English-medium 
sector. The Māori-medium sector should determine their educational needs. 

Furthermore, curriculum design for small, limited capacity communities must be flexible and 
tailored to their specific needs, not one size fits all. What is appropriate for the New Zealand 
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Curriculum should not be the reference and determine what is appropriate for Te Marautanga 
o Aotearoa. 

If we are to consider the imbalance between demand and supply – the small pool of mātanga 
and Hangarau practitioners with the requisite skills and the corresponding requisite fluency in 
te reo Māori [Māori language] – we need to develop online materials that can be accessed 
asynchronously. This collective pool of resources would reduce the burden on educators to 
create their own materials, particularly those lacking fluency in te reo Māori. 

Lastly, it's essential that theories and rationale that are being used to determine both 
curriculum and its support materials should be informed by systematic research in Māori-
medium contexts. This research should underpin the development of both curriculum content 
and support materials to ensure their effectiveness and relevance within Māori-medium 
education. 

Initial Conclusions 
In conclusion, this exploration into the coherence of Hangarau curriculum development in 
Māori-medium education reveals the intricate interplay between Eurocentric ideologies and 
Indigenous aspirations. Through insights shared by curriculum experts, the transformative 
power of language revitalisation efforts has been underscored, not merely as linguistic 
endeavours but as acts of reclaiming ancestral knowledge and restoring cultural connections. 
Furthermore, the call for curriculum coherence resonates not only as a pedagogical imperative 
but as a moral imperative rooted in self-determination. Empowering Māori-medium educators 
to shape Māori-medium curriculum without being bound by the dictates of the English-medium 
paradigm is essential for fostering authentic representation and relevance. 

In navigating the complexities of curriculum development, flexibility emerges as a guiding 
principle. Embracing bespoke approaches tailored to the needs of diverse communities 
acknowledges the richness of Indigenous perspectives and challenges the hegemony of one-
size-fits-all education models. Looking ahead, the path towards curriculum coherence demands 
collaborative efforts and visionary leadership. The recommendations put forth serve as 
signposts for action, urging policymakers and educators alike to embark on a journey of 
innovation and inclusivity. By harnessing the collective wisdom of our communities and 
embracing the dynamic nature of knowledge transmission, we pave the way for a curriculum 
that truly reflects the aspirations and values of Aotearoa NZ's diverse Māori-medium 
educational contexts. 

In closing, let us heed the wisdom of our ancestors and the aspirations of our tamariki 
[children]. Let us strive not only to teach but to empower, not only to transmit knowledge but 
to nurture wisdom, and not only to preserve culture but to cultivate its flourishing. In doing so, 
we honour the past, embrace the present, and forge a brighter future for generations to come. 
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