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He Karakia

E rere kōtare, ki runga pūwharawhara,
Ruru ō parirau, kei mate i te ua,
Tīhore mai te rangi, tīhore mai, 

Mao mao mao te ua, whiti mai te rā.1

1 This is an adaptation of an ancient karakia (prayer, incantation 
or acknowledgement) to calm Tāwhirimātea (atua of the winds and 
storms) and stop the rain. It was popularised as a song for children 
by the late Hirini Melbourne. See https://folksong.org.nz/Maori_
Theology/karakia1.html
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Foreword 
E ngā iwi e hāpai nei i tēnei kaupapa whakahirahira – tēnā koutou katoa.

I am proud to support the launch of Ngā Hau e Whā o Tāwhirimātea: Culturally Responsive 
Teaching and Learning for the Tertiary Sector. As tumuaki (director) of Ako Aotearoa: National Centre 
for Tertiary Teaching Excellence, I am so thrilled that this resource provides much-needed guidance 
for excellent teaching for ākonga (students) in a tertiary education context.

Ako Aotearoa is committed to supporting the country’s tertiary sector teachers, trainers and 
educators to be the best they can be, in order to attain the best possible outcomes for all learners in 
the New Zealand tertiary sector. This resource will help educators on a journey to value, understand 
and do better in the provision of culturally responsive teaching for Māori ākonga learner success.

I wish to acknowledge Professor Angus Hikairo Macfarlane as the driver of this book for tertiary 
teachers, which follows on from his Hikairo Schema series for early childhood, primary and secondary 
teachers. Professor Macfarlane is also an alumnus of the Ako Aotearoa Academy of Tertiary Teaching 
Excellence (TTEA), having won an award for sustained excellence in tertiary teaching, in the 
kaupapa Māori category, in 2015.

I also acknowledge the inspiring and dedicated team behind the resource, including project 
manager, Dr Matiu Rātima (University of Canterbury), the contributions and advice of other 
TTEA awardees – Associate Professor, Dr Rua Murray (University of Canterbury), Kay-Lee Jones 
(University of Canterbury) – alongside Jennifer Leahy from Ako Aotearoa, Bronwyn Yates from 
partner organisation Literacy Aotearoa and Te Ataahia Hurihanganui from Adult and Community 
Education Aotearoa.

Poipoia ngā ākonga o tēnei rā, ko rātou hoki ngā kaiārahi me ngā kaumātua ō āpōpō.
Cherish the learners of today, as they are the leaders and elders of tomorrow. 

Nāku noa nā.

Helen Lomax, Te Aitanga-ā-Māhaki
Tumuaki, Ako Aotearoa: National Centre for Tertiary Teaching Excellence, October 2021
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Introduction 

Hokia ki ō maunga kia purea koe e ngā hau o Tāwhirimātea.
Return to your ancestral mountains, to be cleansed by the winds of Tāwhirimātea.

All societies have a narrative about the origin of life, the nature of being human, the forces of the 
natural world and the design of the cosmos. Although unique in their content, the creation traditions 
of Māori (the Indigenous people of Aotearoa me Te Waipounamu1, hereafter Aotearoa) can be seen in 
this wider context. Māori determined the phenomenological world into states of existence designated 
as Te Kore (the void), Te Pō (the darkness) and Te Ao Mārama (the world of light). While different 
tribes have their own variations of the creation stories, the folklore tells of Ranginui (or Rakinui in the 
Kāi Tahu whakapapa) and Papatūānuku, who are the primordial parents, the Sky Father (Rangi or 
Raki) and the Earth Mother (Papa), whose perpetual embrace prevented light from entering the world. 
The task of separating Rangi and Papa was assigned to Tāne, one of the many sons of Ranginui and 
Papatūānuku, and this has often been portrayed in whakataukī (proverbs) that reiterate that it is by the 
strength of Tāne that Rangi and Papa were separated, and light was born. This narration is often used 
as a metaphor for the attainment of knowledge or enlightenment.

Indigenous knowledge can include all areas of te ao Māori (the Māori world), both traditional and 
contemporary. The values and beliefs behind tikanga (customs, meanings and practices; the right or 
correct way to do things) and kawa (protocols, ceremonies) are forms of Indigenous knowledge. The 
reo (language), waiata (songs) and whakataukī are all forms of Indigenous learnedness that originally 
came from the three baskets of knowledge acquired from the uppermost of the twelve heavens. 
Proverbs, legends, stories, history and particular knowledges had hidden meanings and symbolic 
references that required teaching as a craft. This knowledge was passed from generation to generation 
within the first whare wānanga (schools of esoteric knowledge), or tertiary education centres. Since the 
beginning of time, those responsible for knowledge transfer had to be accomplished teachers.

In the context of contemporary Aotearoa, a recurring theme in professional educative discourse is 
the notion that it would be advantageous for educators to attain enhanced understandings of Māori 
worldviews, Māori histories, Māori experiences of struggle and Māori lived realities. Add to that the 
nascent, yet optimistic, contentions by educators about the complexity and demands of their roles, 
and many questions emerge. How might adopting a power-sharing partnership approach within these 
parameters strengthen teaching endeavours? How might such an approach be mutually beneficial? How 
might it be monitored? Therefore, what is consistently being recommended, is the need for the sector to 
broaden and deepen its awareness and respect for knowledge that flows from different, yet potentially 
complementary, streams – in this case, the Māori and the Western knowledge streams. Progress is 
happening, but it is not embedded within the fabric of the system. We argue that it is now timely for 

1 This is an inclusive term that gives appropriate names for the North (Aotearoa) and South (Te Waipounamu) 
islands of New Zealand. Prior to European colonisation, Māori had no name for the country as a whole.
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  Introduction

the system to move from commentary to commitment … to become one in which things ‘cultural’ 
move away from the margins and towards the centre.

Life in the educational professions has always been fraught with intrigue and, often, with ambiguity. 
How are we to understand the worldviews and learning styles of the diverse cultures that populate 
today’s tertiary education settings? What are the origins of these orientations, and what are the most 
appropriate responses that professionals can offer? How can we assess the effects of our teaching, and 
what are the implications for students’ outcomes? These questions have stimulated lively and sometimes 
irascible discussion. They have also motivated researchers from Te Rū Rangahau: The Māori Research 
Laboratory at the University of Canterbury to act by way of three distinct, but interconnected, phases. 
The phases include the need to, initially, adopt a goal, next, to consider a response and, finally, to 
generate a process. The goal adopted has been to motivate diverse learners by way of teachers becoming 
more adept at instantiating culturally responsive pedagogies. The considered response has been to seek 
out and synthesise evidence from reliable literature sources, as well as to draw from pockets of best 
practice. The process has been to build on the success of evidence-based literature for the compulsory 
education sector – and to galvanise a suite of propositions specifically for tertiary teachers. 

The encapsulation of these goals is realised in the form of this book, Ngā Hau e Whā o 
Tāwhirimātea: Culturally Responsive Teaching and Learning for the Tertiary Sector. For reasons of time, 
space, practicality and priority of focus, there are some significant areas of tertiary education not 
covered in this guide. For example, research and supervision is an important part of the tertiary sector 
that is not addressed here; Māori research and supervision is deserving of a book of its own and this 
will likely be the focus of a similarly styled guidebook in the near future. 

The authors’ own experiences in initial teacher education, postgraduate courses and in-service 
professional development for teachers, continually highlighted for them a glaring reality: tertiary 
teachers were disadvantaged in terms of the availability of tools and frameworks that would support 
them to work in culturally responsive ways in their respective supervision sessions, tutorial classes, 
labs, workshops and lecture theatres. The appetite clearly was for a move towards concrete strategies 
that could be applied in the busy environments that characterise these very settings. Teachers would 
reflect on their obligations specific to upholding the three Treaty of Waitangi principles (partnership, 
protection and participation), as espoused in a wide range of key educational policies and strategy 
documents (Ministry of Education 2021a, 2021b; Tertiary Education Commission 2021). Ōritetanga: 
Tertiary Success for Everyone is the government’s five-year goal for shaping a stronger, more inclusive, 
equitable and connected vision for Māori and Pacific learners in tertiary education (Tertiary 
Education Commission 2021). The vision is an admirable one, and one to be upheld. How to convert 
a vision into practice is another matter, however. This is not the role of government; this responsibility 
resides with thinkers and doers whose ‘day job’ involves working alongside Māori learners. 

This got the authors of Ngā Hau e Whā to thinking about identifying effective and promising 
ways in which to (1) critically examine regular pedagogies on offer, and (2) introduce the development 
of new ideas in the light of the rising presence of mātauranga Māori on the tertiary education 
terrain. This called for an inclusive approach to professional knowledge that is both concerned with 
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Introduction

understanding the quintessence of culturally responsive practice and committed to addressing factors 
that have marred satisfactory progress to date.

In essence, teachers understand why they need to be culturally responsive, but many do not know 
what they need to do, or how to deliver appropriate strategies and approaches into their practice. The 
thinking that led to a decision to do something about this predicament arose out of the relatively 
constant mismatch between the fixed, sometimes linear, scientific approaches that the evidence-based 
movement seems to claim and the pragmatic, workable approach proposed by the world of practice. 
This book advances the notion that drawing from both approaches would be more robust than either 
approach would be on its own and subscribes to the axiom that ‘theory informs practice and practice 
modifies theory’. To this end, Ngā Hau e Whā o Tāwhirimātea – which translates as the four winds of 
Tāwhirimātea – examines the feasibility of integrating many examples of responsive strategies that would 
assist tertiary teachers to be more culturally adept at their craft. The four-winds metaphor represents the 
four core components of culturally responsive practice in this model: whanaungatanga (relationships), 
manaakitanga (ethic of care), kotahitanga (unity) and rangatiratanga (student agency and leadership). 
This is designed to support tertiary teachers to rethink their approaches to engaging Māori students, to 
revise teaching strategies and, where necessary, to modify their disposition. Adopting user-friendly, non-
threatening vernacular, each strategy is described and explained in a way that ‘makes sense’.

Ngā Hau e Whā o Tāwhirimātea, not unlike many predecessor publications (for example the Hikairo 
Schema suite, published by NZCER Press), throughout the text espouses relationships as a ubiquitous 
factor. In addition, this book recognises the sensitivities that come with the maturity of adult learners. 
Consequently, phenomena of racism, prejudice and citizenship are not evaded. How to support tertiary 
students as citizens in potentially chaotic futures is an urgent question. In the context of recent global 
protests, where many thousands of New Zealanders have joined in to support the likes of climate efforts 
and the Black Lives Matter movement, we acknowledge the need to make an effort to understand 
how students experience, and respond to, challenges as citizens – both during their tertiary education 
experiences and beyond. This is the reasoning for the inclusion of Teachable Moments (see Appendix I); 
good practice includes the concept of whakaoho (awakening), a reference to seizing the opportunity to 
provide special insights on a kaupapa (topic) that captures students’ attention.

Tāwhirimātea is often associated with winds and storms; after all, he is atua of these forces of nature. 
He is also the guardian of weather patterns that are fine, clear and calm. The four-winds metaphor aptly 
fits the professional practice of tertiary teaching. Practitioners brace themselves when things are tough 
and take advantage of the learnings generated by challenging circumstances. As Rose Kennedy (mother 
of United States President John F. Kennedy) stated, ‘Birds sing after a storm, why can’t we?’

E ngā nui o te whakaaro, e ngā pou o te ako, e ngā pūtake o te mārama, e ngā reo, e ngā mana, 
tēnei te mihi ki a koutou. Anei mātou te kāhui rangahau e whāriki atu nei ki mua i te aroaro o te 
hunga mātauranga. Hopukina mai, wānangatia, kōrerotia, mahia ki tāu e tika ai. Nā reira, huri noa i 
te motu, tēnā koutou katoa.

Professor Angus Hikairo Macfarlane
Te Whare Wānanga o Waitaha: University of Canterbury, October 2021
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He Mihi 
Te ihi, te wehi, te mana, te tapu, rarau, rarau, rarau.

Nau mai e ngā nui o te mātauranga, o te ako, mai i Te Rerenga Wairua ki Rakiura, mai i Taranaki 
ki Wharekauri, e ngā uri o ngā hau e whā, tēnā koutou, tēnā koutou, tēnā koutou katoa.

E ngā mate huhua o te tau, haere, haere, haere atu rā. Haere ki ō nui ki ō rahi. Haere atu ki te 
okiokinga tūturu o te tangata. E moe. Waiho mai rā ō tauira ō wawata hei wānanga, hei whakapakari, 
kia puta he oranga mā te āpōpōtanga te pai, kia puta ki te whaiao ki te ao mārama.

The work undertaken to bring this book into the world of light can be expressed in the phrase ‘He 
waka eke noa’ – we are all in this together.

This book expands on decades of pioneering theoretical and practical work in culturally responsive 
teaching practice in Aotearoa. We stand on the shoulders of giants such as Professor Wally Penetito, 
Dr Jill Bevan-Brown, Dr Lesley Rameka, Dr Melinda Webber, Professor Russell Bishop ONZM, 
Professor Mere Berryman ONZM, Professor Angus Hikairo Macfarlane CNZM and Dr Sonja 
Macfarlane, whose work has blazed a trail for normalising and prioritising te reo Māori, tikanga 
Māori and Māori student achievement in the education sector. Mei kore ko koutou, kua tino kore 
rawa atu nei.

To the Ngā Hau e Whā o Tāwhirimātea Advisory Group of tertiary educators, administrators 
and kaimahi from the universities, polytechnics, and adult and community education sector (named 
on p. 66), thank you for your advice and input on early drafts. We have striven to represent your 
voice and we are humbled that you have shared your expertise, your good Māori humour and your 
unwavering commitment to the kaupapa – the next generation of Māori tertiary students.

Thanks to the staff and students of the Takere programme for new Maōri and Pacific ākonga 
(students) at the University of Canterbury; and to Jennifer Leahy of Ako Aotearoa: National Centre 
for Tertiary Teaching Excellence, for the tertiary-teacher exemplar video links that bring the themes of 
the book to life.

Our whānau teachers, teacher educators and educational researchers known as Te Rū Rangahau: 
The Māori Research Laboratory at Te Rāngai Ako me Te Hauora: The College of Education, Health 
and Human Development, University of Canterbury have been our pā whakawairua (our physical and 
spiritual sustenance).

Ngā mihi nui ki te ihu manea ki a Kommi Tamati-Elliffe (Kai Tahu, Te Atiawa) mō tōna kanohi 
hōmiromiro. Nāna i āta pānui i te reo Māori o te pukapuka kia tika ai. Ki te hapa tonu ehara i a ia, 
nō mātou kē!

Finally, and saving the best for last, to our ākonga – young and not so young – and their whānau, 
hapū and iwi: huri noa i te motu. It is no longer correct to say, ‘You are the future,’ – in fact, ‘You 
are the now’. Our job is to help you to be the best ‘now’ you can be. When educators embrace te reo 
and tikanga Māori, as a means to connect with all students, the possibilities for culturally responsive 
teaching and learning are limitless. 

Dr Matiu Rātima (on behalf of the authors)
Te Whare Wānanga o Waitaha: University of Canterbury, October 2021
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Tangata Whenua, Tangata Tiriti
Te Tiriti o Waitangi: Treaty of Waitangi partnership is a foundation for culturally responsive practice 
in the New Zealand tertiary sector.

Before tertiary teachers or tertiary providers can begin in earnest to develop a culturally responsive 
teaching practice, we must first position ourselves as Treaty partners. This may be as tangata tiriti 
(non-Māori) or as tangata whenua (Māori). This book is designed to help non-Māori tertiary teachers 
and organisations engage respectfully with their Māori students, whānau and stakeholders. It is 
beyond the scope of this book to attempt to decolonise non-Māori, and others have already produced 
books and resources with this focus in mind.1 For those who have already positioned themselves 
– those who have established trust and reciprocity with tangata whenua – this book is here to help 
you take action in your teaching practice and to help you grow your Treaty relationships in new and 
exciting directions. 

The way in which we evaluate our relationships within a Treaty partnership needs to be well-
informed, equitable, respectful and reciprocal. These relational qualities are Treaty-based and should 
be powerful drivers of our teaching and learning choices, especially where there is impact on Māori 
students. How we go about strategising and responding to the essential Māori values in Ngā Hau 
e Whā o Tāwhirimātea needs also to be viewed in the light of our Treaty partnership. As Treaty 
partners, we are obliged to ensure we appreciate that our partnership requires us to respect and 
enhance – rather than belittle or harm – the mana and the oranga of the other partner. 

1 See Tina Ngata’s illuminating ‘What’s Required from Tangata Tiriti’: https://tinangata.com/2020/12/20/
whats-required-from-tangata-tiriti/. See also He Puna Mātauranga o Te Tiriti: Treaty Resource Centre for 
resources to support organisations to engage with Te Tiriti o Waitangi: https://trc.org.nz/. An essential resource 
there is Ngā Rerenga o Te Tiriti: Community organisations engaging with the Treaty of Waitangi: https://trc.org.
nz/sites/trc.org.nz/files/Application/Nga-Rerenga-o-Te-Tiriti.pdf. See also ‘Positioning ourselves as Treaty part-
ners: Sociocultural messages’ by Ted Glynn (Macfarlane, Macfarlane & Webber 2015).
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How to Use This Guide
This guide is designed to provide practical advice and opportunities to reflect on what it means to 
teach in culturally responsive ways. It uses the metaphor of Ngā Hau e Whā o Tāwhirimātea – the 
four winds of Tāwhirimātea – to represent the four core components of culturally responsive practice:  
whanaungatanga (relationships), manaakitanga (ethic of care), kotahitanga (unity) and rangatiratanga 
(student agency and leadership). This guide is intended to be applied in a flexible and empowering 
way to inspire educators in tertiary educational settings to broaden and deepen the culture of care 
within their learning environments.

For those of us within the sector who wish to engage in culturally responsive teaching, there is 
practical advice for day-to-day practice. This model was built with Flyvberg’s (2001) science-of-the-
concrete approach to teaching and learning. This approach enables us all to reflect and act, no matter 
where we are on our journey, providing concrete examples of things exemplary teachers are already 
doing. In offering this guide, our hope is that the suggestions will stimulate thinking, lead to action 
and provide some confidence to experiment with different ways of approaching teaching. These 
suggestions should be considered relative rather than absolute, because we acknowledge that a one-
size-fits-all approach to education does not work. 

The busy and complex nature of the tertiary-learning community means users should feel free to 
focus on one or more of the components for as long as they need to, and in a cyclic and reiterative 
way. The work is important, and time is needed to adopt an approach and evaluate the effects; this 
is how the journey starts. For example, one of the components might be selected as the focus for a 
teaching and inquiry cycle for a semester or for a year’s teaching.

Beyond the discussion of Ngā Hau e Whā o Tāwhirimātea, the book also includes sections on 
engaging with hapori Māori (p. 46), as well as providing exemplars of practice (p. 49), a glossary 
(p. 60), additional reading (p. 62) and appendices applying the teachable-moments approach to the 
book. Images used throughout are of Maōri and Pacific school leavers from Takere, the four-week, 
live-in transition academy of Te Waka Pākākano at the University of Canterbury. All this is followed 
by a reference list that shows the whakapapa of our evidence-based approach. 
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How to Use This Guide

The Components of This Book

Once you have looked through the guide, there may be a component that speaks to you and what you 
want to achieve with your learners. Start there. For this example, we will start with the manaakitanga 
section (p. 21). 

This section, written by Kay-Lee Jones and Cheryl Brown, draws on experience and research to 
show what manaakitanga might look like in the tertiary sector. In all sections, you will see multiple 
Consider This offerings. These ideas, which fit inside the component’s cultural value, draw on actions 
some culturally competent educators are already taking in the sector. 

A key alongside each Consider This component links each practice-based suggestion back to the 
applicable criteria, so all educators can see the clear connections to the criteria endorsed for our sector 
– the elaboration table is available for reference on page 13.

There is always room for revision and reflection when on a culturally responsive journey – the 
Consider This components are tools educators can use to support them on this path. And, no matter 
where on our journey we are, there will be many more ways to deepen our commitment to engaging 
all learners. 

Consider This:    Whakatūwheratia te kūaha [Wā]

For manaakitanga to occur and become embedded in the learning space, an open door to 
new worldviews, to new ways of thinking, being, doing and teaching must exist. For some, a 
tertiary institution is an unfamiliar and unwelcome space. Whakatūwheratia te kūaha means 
‘to open the door’ and to create a welcome space that is safe for all learners. In the very first 
encounter between learners and the tertiary space, we must consider how a sense of belonging 
is created and how learners are made to feel welcome (Karaka-Clarke 2019). Also to consider, 
is: How do learners resonate […]
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  How to Use This Guide

Ako Aotearoa Kaupapa Māori Criteria 

Guided by Māori educationalists, Ako Aotearoa has developed standards for measuring 
tertiary teaching excellence, appropriate to kaupapa Māori. An elaboration table is provided for 
reference below1.

Ako Aotearoa National Tertiary Teaching Excellence Awards Kaupapa Māori Criteria Key

1.   Ako – Teaching and Learning 

Teaching and learning are based on reciprocity. Teacher-to-student relationships are 
strong, and reflect mutual respect and trust. Learners’ prior knowledge is welcome in the 
learning environment and built upon to co-construct meaning. Learning activities are, at 
times, initiated and led by students.

Ak

2.  Wānangatanga – Knowledge 

Teaching includes and promotes Māori- and/or iwi-centred knowledge, perspectives and 
worldviews, including mātauranga Māori (Māori knowledge). Teaching promotes and 
advances te reo Māori within a subject area and draws on tikanga Māori (Māori correct 
procedure) to enhance teaching and learning. The approach to knowledge transmission 
innovates, engages, enlightens and empowers learners.

Wā

3.  Ngā Uara – Values

Whakamanatanga and Whakarangatiratanga (empowering learners and communities): 
Teaching empowers learners and communities by creating a student-centred 
environment that makes connections between prior experience and current learnings, 
and that supports students to take leadership in their learning.

Whanaungatanga (relationships): Teaching develops and maintains strong 
relationships with learners, colleagues, whānau, hapū, iwi and community.

NU

4.  Manatanga – Leadership

Leadership in teaching is expressed through contribution to te ao Māori, to New Zealand 
society or to the international Indigenous-knowledge context. Leadership in teaching 
enhances the mana of tangata whenua in new and innovative ways. This is reflected in 
course design and assessment, and in the delivery of learning experiences and activities.

Ma

5.  Mātaki | Taunaki – Evaluation of Excellence in Teaching and Learning

Teaching incorporates a cycle of reflective practice drawing on peer review, awareness 
of evidence-based best practice, self-reflection, student feedback, formal internal and 
external systems of evaluation, and institutional review to develop and improve on practice.

MT

1 Adapted from Ako Aotearoa: National Centre for Tertiary Teaching Excellence’s National Tertiary 
Teaching Excellence Awards 2021: Procedures, guidelines and criteria (criteria for 2022 under review at time of 
publication: https://ako.ac.nz)
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How to Use This Guide

Other Aspects

At the end of each of the four Ngā Hau e Whā o Tāwhirimātea model sections, there is a reflective 
framework (examples of this from Chapter 4: Whanaungatanga are shown below). 

This begins with a Strategies for Action table and starts by offering small, concrete ideas of practice 
that could be used to embed culturally responsive actions in the learning environment. Once again, 
these actions are relative, not absolute, and may need adaptation to fit different contexts. 

Next in the reflective framework, there is a Comments and self-reflection space where educators 
can consider the key principles of oranga (well-being), wawata (aspirations) and ako (reciprocal 
learning) – balance of power, relevance and scaffolding – in regard to each component, each Consider 
This idea and each Strategy for Action. 

There is also a space for next steps. Here, educators can set the next steps and follow up can be 
recorded as needed; student voice, course or teacher evaluations may be useful in this section to gauge 
what might work, or is working, for the learners in an educator’s space. 

Finally, additional readings have been included at the bottom of each reflective framework for 
users to explore research further.

     
Strategies for Action: Whanaungatanga

  in development                   in practice

    ��Make students feel welcome – for example, with welcome protocols at the beginning 
of the year with pōwhiri/mihi whakatau; and starting each new section and session by 
greeting and acknowledging.

    ��Allow students to explain where they are from – show them that their lived 
experiences are connected to what they will learn.

    ��Provide students with opportunities to learn about tikanga (correct procedure) and 
create some of your own, together.

     Create an environment based around the competency of ako (reciprocal learning) – 
may include opportunities for your students to learn from and assess each other.

     Use a peer-support system – regular well-being checks will benefit all learners, and 
help to ensure they are safe and feel they belong. 

Comments and self-reflection

Oranga: 
health,  
well-being, 
life, living

How am I embodying whanaungatanga across all aspects of my teaching: in 
class, in my informal interactions with students, in assessment and in feedback?

 

Wawata: 
aspirations

How do I want to enhance whanaungatanga in my teaching?

Ako:   
reciprocal 
teaching and 
learning

What did my students teach me about this concept/topic/activity? 

What are the next steps?

One strategy to use:

What supports need to be accessed?  
(Coaching, mentoring, supervision, observation, professional learning and development)

Follow-up date: __ /__ /__ 

How have the aspirations been met? What are the next steps now?

Additional Readings

Bishop, R., Ladwig, J., & Berryman, M. (2014). The centrality of relationships for pedagogy: 
The whanaungatanga thesis. American Educational Research Journal, 51(1), 184–214. 
https://doi.org/10.3102%2F0002831213510019

Le Grice, J., Braun, V., & Wetherell, M. (2017). “What I reckon is, is that like the love you 
give to your kids they’ll give to someone else and so on and so on”: Whanaungatanga and 
mātauranga Māori in practice. New Zealand Journal of Psychology, 46(3), 88–97. https://
www.psychology.org.nz/journal-archive/Whanaungatanga-and-m%C4%81tauranga-
M%C4%81ori-in-practice-private.pdf

Waiari, D. A. K., Lim, W. T., Thomson-Baker, A. P., Freestone, M. K., Thompson, S., 
Manuela, S., Mayeda, D., Purdy, S., & Le Grice, J. (2021). Stoking the fires for Māori and 
Pacific student success in psychology. Higher Education Research & Development, 40(1), 
117–131. https://doi.org/10.1080/07294360.2020.1852186
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Ngā Hau e Whā o Tāwhirimātea 
The Four Winds of Tāwhirimātea 

Ngā Hau e Whā o Tāwhirimātea is a model that comprises five co-existing and interdependent 
components. When employed or incorporated in practice, these foster teaching and learning strategies 
that are inclusive, reciprocal and collaborative in nature. These components work together to provide 
insights, to integrate Māori culture and language into teaching, and to develop culturally responsive 
paradigms both for guiding learning and for supporting teacher development.

Ngā Hau e Whā o Tāwhirimātea

Ngā hau e whā o Tāwhirimātea aligns with Macfarlane’s (2004) Educultural Wheel – on the basis of which the present model has been 
developed – incorporating contributions from Ngā hau e whā o Tāwhirimātea writing team, mahi from the Hikairo Schema series and the 
specific requirements of a model to guide culturally responsive teaching and learning within the tertiary sector. 

1

Although it is a small gift, 
it is one given with love.  
(Affection)

Empathy motivates, 
apathy demotivates.  
(Encouragement)

A choppy sea can be 
navigated.  
(Perseverance)

With your food basket and 
my food basket there will 
be ample. (Collaboration)

ORANGA
Health, well-being, life, living

Rangatiratanga 
• Student autonomy
• Self-determination
• Agency
• Leadership
• Peer and self assessment

Manaakitanga 
• Hospitality 
• Kindness
• Generosity
• Ethic of care
• Ākonga (students)  

supporting one another

Kotahitanga 
• Unity 
• Togetherness 
• Collective action
• Waiata
• Karakia
• Developing a group narrative
• Citizenship education

Mana tū, mana ora. 
Mana noho, mana mate.

Ahakoa he iti kete, he 
iti nā te aroha.

Nāu te rourou, nāku te 
rourou, ka ora ai te iwi.

He moana pukepuke e 
ekengia e te waka.

Whanaungatanga
• Connections between 

people
• Whānau, by blood and 

friendship
• Sense of belonging
• Cultural and personal 

identities embraced
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At the core of Ngā Hau e Whā o Tāwhirimātea is oranga (health, well-being, life, living). It is 
oranga that both draws the breath of life from, and provides the breath of life to, the four winds 
of Ngā Hau e Whā o Tāwhirimātea, namely: manaakitanga, whanaungatanga, kotahitanga and 
rangatiratanga. These components are related to one another through both the pressure and the 
vacuum created by the four winds. Our oranga is both supported by and supports the components of 
this model. This can be understood through the metaphor of the winds that link manaakitanga and 
oranga: the wind blows from manaakitanga (an ethic of care, hospitality, kindness, generosity and 
support) to build our oranga; however, oranga can also flow back through the winds to support our 
ethic of care for others. These elements are co-dependent and don’t imply a specified sequence; they 
all contribute to a balanced and holistic approach to culturally responsive teaching and learning. 

This metaphor of the winds of relationship carries across all the other components of Ngā 
Hau e Whā o Tāwhirimātea as well, for our oranga is also supported and strengthened through 
whanaungatanga (relationships), kotahitanga (unity) and rangatiratanga (student agency and 
leadership). As kaiako (teachers) within the tertiary sector work through each of the four winds of 
the model, their teaching, pedagogy and the learning environment should integrate these four key 
principles:

Manaakitanga – Ethic of Care: Embrace hospitality, kindness, generosity and support 
within learning environments. For Māori, manaakitanga is characterised by an ethic of care. 
This is best achieved through the process of showing respect, generosity and support for 
others.

Whanaungatanga – Relationships: Encourage the development of a close connection between 
people. The foundation of whanaungatanga is whānau, or those you consider to be family, both 
in blood and friendship. To achieve this valuing and supporting, a sense of belonging and shared 
values of ākonga (students) is important, as are their cultural and personal identities.

Kotahitanga – Unity: Create an environment of unity, togetherness, solidarity and collective 
action. Allow students to feel part of something bigger than themselves. Strategies to 
achieve this may include incorporating waiata (songs) and karakia (prayers, incantations or 
acknowledgements), and developing a group narrative. Offer citizenship activities and learning 
experiences that help ākonga to critique and understand their tertiary learning environment 
and wider society.

Rangatiratanga – Student Agency and Leadership: Facilitate student autonomy, ownership, 
self-determination and self-management. Create opportunities for leadership. Developing 
student agency is key to success. Ākonga (students) should regularly evaluate themselves, 
their kaiako and their peers (supportively), and have a say in shaping the coursework and the 
assessment.

Ngā Hau e Whā o Tāwhirimātea: The Four Winds of Tāwhirimātea
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Oranga 
Tihei Mauri Ora! 

J. P. Smith & T. H. R. Karaka-Clarke

The oranga (health, well-being, life, living) component sits in the centre of the Ngā Hau e Whā o 
Tāwhirimātea model. It breathes life into the four winds. As we consider our approach to the outer 
domains of whanaungatanga (relationships), manaakitanga (ethic of care), kotahitanga (unity) and 
rangatiratanga (student agency and leadership), we do this through the lens of oranga. 

The original, central concept of pūmanawatanga in Macfarlane’s Educultural Wheel states that 
pūmanawatanga refers to the tone, the pulse or the morale established in the school or centre (2004, 
97). Pūmanawatanga is when teachers prioritise the use of culturally relevant pedagogies and make 
authentic connections with their students’ cultures. This approach signals to students that their 
identities matter. This validation of culture and identity has a positive ripple effect on the outer 
components of the Educultural Wheel. And rightly so – as Macfarlane (2004, 97) states, ‘That is how 
critical the role of the teacher is!’ 

Despite the refocus on oranga that came along in the Hikairo Schema (Macfarlane & Macfarlane 
2016) – and that is continued in Ngā Hau e Whā ō Tāwhirimātea – we can understand that this 
centre is still steeped in the original pūmanawatanga. Oranga is still the pulse, the tone, the moral – 
it is the life force of the framework. 

Oranga encompasses three core principles – relevance, balance of power and scaffolding – that are 
useful in understanding how we create oranga. Any approach to teaching and learning through the 
four winds must have a tūāpapa (foundation or platform) in these principles. Through oranga – if 
educators take up this challenge and adapt their approach – all teaching and learning is more likely 
to enhance Māori student achievement and engagement, ultimately enhancing their success in the 
tertiary space (Whitinui 2011). 

Consider This:    Relevance through wānanga [Wā]

The first core principle of oranga is relevance and the first step in creating relevant learning 
experiences is building an environment that is rich in wānanga (conversation) (Hemara 2000). By 
creating a culture of conversation, we begin to bridge the knowledge gap between ourselves and our 
learners, ensuring the relevance that is essential to building oranga.

2
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Oranga: Tihei Mauri Ora! Oranga: Tihei Mauri Ora! 

As educators, at times we can find that the content we are presenting is too far removed from 
the experiences of the learners. Therefore, getting to know who our learners are – Where do they 
come from? What experiences have they had? – is vitally important. Only then, are we able to 
make a meaningful connection to their prior knowledge and experiences. Dochy, Segers and Buehl 
(1999) argue that accessing prior knowledge is one of the most essential learning variables for the 
teacher and that from this understanding a robust knowledge base can be built. There is, however, 
a delicate balance; we cannot sacrifice the professional content that is needed for the qualification. 
We need to ask: How well is the teacher able to transfer that knowledge in a way that learners 
are able to comprehend it and yet still tick the boxes required of the profession? The answer, is 
wānanga. 

Wānanga is about balance and engagement. It acknowledges that there are times for listening 
through rote learning; but there must also be times to debate and critique, for students to have 
quality interactions with their peers and teachers (Hemara 2000). When wānanga is achieved, there is 
a culturally safe learning environment in which all learners are able to share their thoughts and ideas, 
regardless of whether they are correct or incorrect. Wānanga, when done well, is also a space to share 
and address misunderstandings. 

Where possible, it is important that teachers choose content, experiences and resources that relate 
to the learner’s world and interests. This is not to say that teachers’ content is not relevant. However, 
careful consideration needs to be given to ensuring that content engages learners whilst also ensuring 
they learn what is required to achieve their qualification. This is because, when content is not 
relevant, or when students cannot see its value, they may disengage. 

After relevant content has been set, Leach, Zepke and Butler (2014) state that further 
consideration of the amount of content contained in each learning experience, of the size of classes, 
and of the time allowed for reflection and conversation are important to reflect on. This may be a 
cyclical process: If the content or resources aren’t suitable, how can the learning plan be adapted 
to ensure all learners see themselves in the learning process? When educators can establish and 
maintain a strong sense of relevance through wānanga, they breathe life (oranga) into the learning 
environment. Where there is an atmosphere of oranga (through relevance, balance of power and 
scaffolding), students are more likely to engage. 

Consider This:    Balance of power through ako [Ak]

To understand the role of educators of culturally diverse learners, we must address the second core 
principle of oranga – balance of power – and explore how it relates to knowledge. Foucault (1980) 
expressed a desire for all educators to understand that those who define knowledge hold an unequal 
measure of power, compared to those who participate in learning. Bishop (1999, 1) contextualises this 
imbalance in Aotearoa, explaining that what is considered valuable knowledge in the tertiary space 
often ‘belittl[es] Māori knowledge and learning practices and processes’. 

To rectify this power imbalance, we can model an Indigenous, ako (reciprocal teaching and 
learning) approach to all teaching and learning (Glasser 1992; Pere 1994; Rātima et al. 2020). Ako 
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Oranga: Tihei Mauri Ora! Oranga: Tihei Mauri Ora! 

is a process in which every person in the learning space, simultaneously, is both a teacher and a 
learner. The words ākonga (student) and kaiako (teacher) in te reo Māori underline the importance 
of this pedagogical approach for Māori. Modelling simple strategies such as titiro (observation), 
whakarongo (listening) and kōrero (dialogue for learning) ensures all can engage in this learning 
process (Pere 1994).

In the everyday teaching environment, learners should feel empowered through collaborative 
and co-constructed approaches to knowledge. These experiences, no matter the environment, 
should be led by a person with more skill or knowledge, a tuakana (Winitana 2012) who validates 
the experiences of culturally diverse learners and who is open to understanding a Māori worldview. 

Ways a tuakana can develop an authentic consciousness in this area – and so provide the healthy 
balance of power so essential to oranga – include: developing robust systems for receiving timely 
feedback from learners and other stakeholders, such as whānau; seeking professional development 
to acquire a deeper understanding of te ao Māori (the Māori world); and engaging in consultation 
with cultural advisors and community before learning outcomes, assessment and content are set for 
the year.

Maōri and Pacific school leavers from Takere,  
the four-week, live-in transition academy of Te Waka 
Pākākano at the University of Canterbury 1919



Oranga: Tihei Mauri Ora! 

Consider This:    Scaffolding through whakapapa 

Scaffolding – the third core principle of oranga – is the process through which a teacher provides 
resources and support to challenge learners, whilst ensuring successful outcomes are within the 
grasp of all learners (Rātima et al. 2020). Scaffolding has direct connections to Māori pedagogical 
approaches – such as tuakana–teina (teaching and learning that is peer-to-peer, older-to-younger, 
younger-to-older, able-to-less-abled), wānanga and ako – as well as to cultural values such as mana 
and whakapapa (Macfarlane 2015).

The concept of whakapapa, more often than not, is viewed as describing Māori kinship ties; 
however, whakapapa can also be used as an ‘analytic tool’ that shows the nature, origins and layers of 
Indigenous Māori knowledge (Hemara 2011, 267). Hemara asserts that scaffolding, in combination 
with whakapapa, is the juncture between curriculum subject and pedagogical approach (2000, 269). 

Educators who are good at scaffolding their students’ learning think deeply about the practices 
they will employ and about the content knowledge they will draw from to enhance students’ capacity. 
This kind of approach should challenge learners and encourage them to grapple with new learning, 
but do so in a way that is mana enhancing and builds an appetite for new learning (Macfarlane et 
al. 2019). Scaffolding is also used to create consistency and clarity for students as it builds from one 
learning experience onto the next. 

We can see scaffolding and whakapapa in the cultural motif of poutama (one of the traditional 
patterns on tukutuku lattice-work panels). The stepped poutama symbolises the pūrākau (ancestral 
stories) of the ascent of Tāne-te-wānanga into the heavens, where he collected the three kete o te 
wānanga (baskets of knowledge). In an educational context, therefore, poutama is a pathway of 
learning that depicts the multidimensional and multiple layers of learning. 

It is easy to get caught up in the opposing modes of learning we find in our institutions: whether 
it be lectures versus labs, or classrooms versus practical-learning sites. We acknowledge that the 
environment is complex, but in the final analysis it is our ability to scaffold learners from the 
unknown to the known that will enable their success.

Additional Readings

Leach, L., Zepke, N., & Butler, P. (2014). Tertiary teachers’ perspectives on their role in 
student engagement: A snapshot from Aotearoa New Zealand. Journal of Further and Higher 
Education, 38(1), 19–36. https://doi.org/10.1080/0309877X.2012.699513

Maged, S., Rosales-Anderson, N., & Manuel, W. (2017). The spiritual footsteps of teaching  
and learning. New Zealand Journal of Educational Studies, 52(2), 271–284.  
https://www.doi.org/10.1007/s40841-017-0086-z

Napan, K., Connor, H., & Toki, L. (2020). Cultural pedagogy and transformative learning: 
Reflections on teaching in a Māori environment in Aotearoa/New Zealand. Journal of 
Transformative Education, 18(1), 59–77. https://www.doi.org/10.1177/1541344619858978
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Manaakitanga 
Ethic of Care

K. Jones & C. Brown

At the heart of manaakitanga – the first of Ngā Hau e Whā o Tāwhirimātea’s four core components 
– are underlying and interweaving notions of reciprocity, kindness and hospitality (Harris et al. 
2016). Also interwoven into this value is a sense of empowerment. To look closely at the word 
manaakitanga: ‘mana’ sits alongside the noun ‘āki’ (urging, encouragement), which is derived from 
the verb ‘akiaki’ (to urge, to encourage). So, in essence, manaakitanga encourages us to uplift the 
mana of others, in a way that is culturally appropriate and culturally affirming. Manaakitanga 
opens a door to further cultural values – and the three other core components of Ngā Hau e Whā o 
Tāwhirimātea – of whanaungatanga (relationships), kotahitanga (unity) and rangatiratanga (student 
agency and leadership); all these values are strongly intertwined (Ministry of Education and New 
Zealand Teachers Council, 2011). Manaakitanga challenges tertiary teachers to think about how we 
make our classrooms a community of care.

Consider This:    Whakatūwheratia te kūaha [Wā]

For manaakitanga to occur and become embedded in the learning space, an open door to new 
worldviews, to new ways of thinking, being, doing and teaching must exist. For some, a tertiary 
institution is an unfamiliar and unwelcome space. Whakatūwheratia te kūaha means ‘to open the 
door’ and to create a welcome space that is safe for all learners. In the very first encounter between 
learners and the tertiary space, we must consider how a sense of belonging is created and how learners 
are made to feel welcome (Karaka-Clarke 2019). Also to consider, is: How do learners resonate 
with the space and people? Are they made to feel accepted, represented and embraced in their new 
environment? For many, an initial welcome may include a mihi whakatau (welcome ceremony). In 
the mihi whakatau, new ākonga (students) are welcomed with speeches, often waiata (songs) are sung 
and mihi (greetings) shared, to establish and maintain strong connections in the group. This is a 
chance for the teaching staff to listen intently. Knowing where students are coming from – including 
their names and whakapapa – is an integral part of the kaiako (teacher) demonstrating manaakitanga 
and, later, whanaungatanga (relationships through family connection or shared experiences). Kaiako 
should also note iwi connections, tūrangawaewae (ancestral homelands) and other geographical 
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Manaakitanga: Ethic of Care

features that Māori students may share through pepeha (tribal sayings or formulaic expressions), in 
order to have meaningful and culturally affirming conversations throughout the teaching journey. 

Whilst all this might feel like it takes too much time, there are many ways to achieve it on a 
practical level. Kaiako could perhaps set up an introduction forum, where students can use the mihi 
approach (even if in English) to introduce themselves; or set up a Flipgrid classroom and invite a very 
short (1–2 minute) video introduction, to connect visually with students and their whakapapa.

Teachers should think about an open door, in both a metaphorical and physical sense. This will 
provide a space where ākonga feel safe to approach and ask questions. An open door may entail 
building confidence and competence in ākonga to take risks and step out of comfort zones – this 
cannot be expected to occur naturally. For ākonga to take risks, a sense of trust needs to arise between 
the tertiary educator and ākonga. This may include kaiako sharing stories about themselves and their 
whakapapa, and potentially any vulnerabilities and insecurities they may have had of their own in the 
subject area being taught. An open door will ensure teaching staff take the time to learn more about 
the cultural backgrounds of their learners, to fully engage and uplift them through manaakitanga.

Most kaiako are familiar with ‘office hours’ as a concept, but could they consider having a regular 
drop-in time virtually as well? Perhaps an hour or two where the teacher has a video conference 
room open and students can pop online with a question. If this was positioned as a ‘coffee chat’, for 
example, it might encourage more informal interactions and the prospect of visiting the space would 
not seem so daunting. 

Takere student Kiliona Tamati-Tupa’i speaking on behalf of new Takere ākonga and their whānau at a mihi whakatau,  
University of Canterbury22



Manaakitanga: Ethic of Care

Consider This:    Kai mā te puku, kai mō te hinengaro [NU]

Traditionally, the mana of iwi was demonstrated by how well they catered for, looked after and fed 
their guests. Extravagant hākari (feasts) were prepared and offered to manuhiri (visitors), highlighting 
the delicacies of the local area. In Māori society today, the notion of feeding and nurturing guests 
remains. An example of this is an Aunty; regardless of the time of day, or the amount of kai in her 
fridge or pantry, one can go around to her home and she will always offer a cup of tea, generous kai 
and a heart-warming kōrero (conversation). This notion of generosity, hospitality, and going above 
and beyond – even when there is little to give – is replicated by many whānau and it is also replicated 
by many Māori (and non-Māori) tertiary educators. There is an innate sense of wanting to nourish, to 
nurture, and a responsibility to go the extra mile. Tertiary institutions often refer to this as pastoral 
care. For many Māori tertiary educators, this is part and parcel of teaching. This responsibility of 
care often extends to leading or establishing initiatives or events that bring students together, that 
celebrate ākonga achievements or that are culturally affirming outside of designated workshop times 
or lecture hours. 

How often do you feed your students? This question isn’t written in jest; we have all heard of 
‘poor’ students. This question, however, reflects a notion of nourishing the puku (stomach) in order to 
nourish the mind: Kai mā te puku, kai mō te hinengaro. Sharing in kai and kōrero with ākonga allows 
space for free-flowing informal discussion between ākonga, and also between kaiako and ākonga. 
Sharing kai, and the tikanga (correct procedure) that accompanies the process of eating kai together, 
imbues both whanaungatanga (relationships) and kotahitanga (unity). Often when ākonga or kaiako 
bring kai to share with one another, they will bring a dish that is a cultural delicacy or kai that they 
have spent time preparing; this is a point for conversation and reflection. Regardless of the kai brought, 
even if it is a packet of chips, it’s the generosity in bringing something to the table, the collective 
contribution and responsibility, that makes this practice of manaakitanga successful. Cultural customs 
such as karakia mō te kai (blessing of the food), filling up all spots at the table and sitting together, 
on top of the unity that occurs in the kitchen whilst preparing the kai, all helps a class come together 
as whānau. Often the informal chats in the kāuta (kitchen) or at the table are where clarification is 
sought, where relationships are strengthened, where pātai (questions) are asked that ākonga were too 
afraid to ask in a lecture theatre, and, most importantly, where laughter and jokes occur. 

Kaiako shouldn’t feel like it’s solely their responsibility to bring the kai. Ākonga are very used to 
the bring-and-share concept. Marking culturally significant events such as Matariki could be one 
occasion to do this. Or, even at a stressful time in a course, for example, before an assessment is due; 
this might have the added benefit of encouraging ākonga to consider a due date more salient. 

Consider This:    Aroha ki te tangata – caring for others [NU]

Communication through emails or phone calls can be impersonal, and somewhat disconnected from 
traditional Māori ways of connecting, like kanohi ki te kanohi (face to face). Preferably, there would 
be a sit-down kōrero with ākonga and kaiako, to address issues; this would ensure communication 
includes body language, harirū (handshakes) and hongi. 
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With large class numbers and an ever more normalised world of Zoom and other online forums, 
empathy can still be shown in our interactions and communications. This could take the form of an 
uplifting and non-assuming email. For example, if a student has been absent from class, we may start 
with: ‘Tēnā koe, kei te pēhea koe? Ko te tūmanako ia, kei te pai koutou ko tō whānau’. This means: 
‘Greetings, how are you? We hope you and your whānau are well’.

Adopting an approach of aroha ki te tangata (caring for others) through teaching can be as 
simple as acknowledging students’ contexts, challenges and concerns. Connecting with people 
through kindness has been something we have increasingly learned through the Covid-19 pandemic; 
this approach ranges from how we start a class, to the tone of an online announcement, to how 
feedback on assessment is given. Start with a positive affirmation, a connection to context or an 
acknowledgement of difficulties. By doing so, you are modelling practices that students can mirror 
themselves in forums and other group activities. 

Consider This:    He tangata māhaki [Ma]

Part of being an empathetic kaiako and leader is being he tangata māhaki (a humble person). The 
ability to be humble at the appropriate time is an essential feature of manaakitanga. This means 
looking at how we can learn from each other: How we can make ākonga contributions, or the skills, 
values and qualities they bring, more visible? 

In-class activities that centre around who people are, and what skills and knowledge they can 
contribute, might be one way to achieve this. For example, ask students about the size of, and 
the position they hold within, their whānau, and then foreground the skills/values/qualities this 
inherently brings – larger families bring teamwork, organisation; oldest child brings leadership; 
youngest brings compromise; middle brings adaptability – and get them to brainstorm around these 
traits. 

Consider This:     Whakamana i te tangata (enhancing the mana of others) 
[Ak/NU]

We often hear the term whakamanahia (mana enhancing). Every individual is born with their own 
innate mana, their own authority and status. Often, this is defined by whakapapa or mahi carried out 
for the betterment of the collective. 

As educators, we hold great power. We can inadvertently contribute to diminishing the mana 
of ākonga, particularly if we take a direct and managerial style of teaching and interacting. Mana 
sits within the individual; it is our responsibility, as educators, to ensure we do not act in a way that 
depletes another’s mana by belittling them or not representing them accurately. As educators, we 
can empower the ākonga by affirming their mana tūhāhā (unique, separate, independent mana) and 
aiming to keep their mana intact. 

Empowerment in education is not about merely sharing praise and using a feed-forward approach. 
It is about setting high expectations and a pathway to achieving them, according to ākonga and 
whānau aspiration. Empowerment through shared leadership and being offered other areas of 
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responsibility ensures ākonga are not negatively influenced or impacted by power dynamics. Lastly, 
to empower students holistically, we must enact culturally affirming practices and pedagogies in the 
teaching and learning programme that strengthen student’s linguistic and cultural identity. In this 
way we can embody manaakitanga by enhancing the mana (whakamana i te tangata) of Māori as 
treaty partners.

Small acts that are not time consuming can mean the difference between empowering mana or 
taking it away. A simple, yet critical, example is around names. Think about what impact you are 
having when you shorten names or get them wrong. The mere act of not ensuring you have taken the 
time to practise and learn the correct pronunciation of a student’s name – their whole name, not a 
shortened version – can empower or deplete their mana and ongoing class engagement.

Takere students at the University of Canterbury 25
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Strategies for Action: Manaakitanga

  in development                   in practice

    ��By individual mihi – visual introduction with students and their whakapapa; could be in 
person or virtual.

    ��Open-door approach – where there are opportunities for regular, informal hui, both 
physically and virtually.

    ��Generosity and hospitality in the class community – where kai and kōrero can be shared.

    Communicating with empathy – start with something positive/encouraging.

    Getting names right makes a difference. 

Comments and self-reflection

Oranga: 
health,  
well-being, 
life, living

How am I embodying manaakitanga across all aspects of my teaching: in class, in 
my informal interactions with students, in assessment and in feedback? 

Wawata: 
aspirations

How do I want to enhance manaakitanga in my teaching? 

Ako:   
reciprocal 
teaching and 
learning

What did my students teach me about this concept/topic/activity?
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What are the next steps?

One strategy to use:

What supports need to be accessed?  
(Coaching, mentoring, supervision, observation, professional learning and development)

Follow-up date: __ /__ /__ 

How have the aspirations been met? What are the next steps now?

Additional Readings

Blackberry, G., & Kearney, J. (2020). Lessons for teachers: Maori and Pacific Islander students’ 
reflections on educational experiences. Asia-Pacific Journal of Teacher Education, 49(1), 113–
127. https://www.doi.org/10.1080/1359866X.2020.1793905

Ministry of Education & New Zealand Teachers Council (2011). Tātaiako: Cultural competencies 
for teachers of Māori learners. Ministry of Education. https://teachingcouncil.nz/assets/Files/
Code-and-Standards/Tataiako-cultural-competencies-for-teachers-of-Maori-learners.pdf

Ragoonaden, K., & Mueller, L. (2017). Culturally responsive pedagogy: Indigenizing 
curriculum. Canadian Journal of Higher Education, 47(2), 22–46.  
https://www.doi.org/10.47678/cjhe.v47i2.187963
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4
Whanaungatanga 

Relationships

S. Macfarlane and M. Derby 

Whanaungatanga – the process of establishing and maintaining relationships (Tate 1999) – is the 
second core component of Ngā Hau e Whā o Tāwhirimātea. It is the foundational element that brings 
people together around a common cause or association. This cause or association can be based on such 
things as kinship ties, connections to place(s), interests, the environment and, of course, shared learning 
experiences. Research clearly indicates that relationships are integral to authentic learning for Māori and 
non-Māori alike (Macfarlane 2004; Smith 1995). For tertiary educators, this means creating learning 
experiences and contexts in which meaningful and reciprocal relationships can be built and sustained.

Consider This:    Welcome your students authentically [Ak/NU]

Establishing whanaungatanga, at its most basic level, is to refer to the learning environment as 
whānau. A good way to initiate this would be to greet students with warmth and authenticity. 
Therefore, it is recommended that tertiary educators grasp the opportunity to begin semesters with a 
mihi whakatau (welcome ceremony) that acts as a platform on which to build healthy relationships, 
partnerships and reciprocity. A formal welcome indicates to students a commitment to learning, 
growing and working together. In doing so, educators will be promoting the first principle of Te Tiriti 
o Waitangi, that of partnership, which is about working together in mutually productive ways. 

When Māori students arrive at their first meeting, many of them may be walking in with a sense 
of whakamā (unease), āwangawanga (anxiety) and pairi (trepidation). They may also be dealing with 
various internal and external stressors and issues that are impacting on them, both within and beyond 
the tertiary setting. By welcoming students authentically into the learning environment, educators can 
put many of these fears to rest through some reassuring messages of shared purpose: we know you are 
anxious and excited, but don’t worry, we have your best interests at heart and we are all in this together.

A formal welcome at this early juncture will also express to students a genuine desire on the part 
of educators to be culturally responsive and acknowledge them with the utmost respect, to engage 
from the very outset and to show gratitude for them being there, and to indicate the aspirations 
the educator has for them as future leaders: ngā rangatira mō āpōpō. A formal welcome is the first 
opportunity to begin building a strong sense of whanaungatanga and it is the first chance to start 
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building a sense of the learning community as a supportive whānau – a place where people can feel 
safe and valued, and where they will be expected to contribute their best and care for one another.

Consider This:    Share your own experiences [Ak/Wā/NU]

Establishing whanaungatanga requires reaching out to students with care and consideration. Do 
not expect all Māori students to reach in; some may hold back, and it may take time to build a 
relationship or a connection. Therefore, grasp the opportunity to extend a hand to students from 
the very outset, by sharing (discerningly) a little bit about who you are. This will show your Māori 
students – in a genuine and non-threatening way – that you are interested in who they are, and that 
you are prepared to bring a ‘human touch’ to the learning partnership. 

It is important to realise that, for Māori, the concept of ‘nō hea’ (where you are from) precedes the 
concept of ‘ko wai’ (who you are). In sharing with ākonga information about where you are from – 
your connections to people and places, your experiences and your own learning journey – you will be 
expressing your desire to connect with fortitude and authenticity. In essence, you will be modelling 
power sharing; you will be sending the message that you are interested in learning ‘with, from and 
about’ them. 

Throughout this process, there will be opportunities for you to include and utilise te reo Māori; 
in so doing, you will be modelling your commitment to upholding the second principle of Te Tiriti 
o Waitangi, that of protection, which is about protecting treasures that Māori hold dear. You will be 
indicating that it is safe to use te reo Māori – that it is a cultural norm in the learning space. For the 
Māori students in your class, this will send the message to them that their language and culture are 
valued. This is important in building and fostering a strong sense of whanaungatanga.

Dr Darryn Russell, former Amokapua 
Pākākano/Assistant Vice Chancellor Māori, 
Pacific and Equity, greets Takere graduate 
Andrew Fraenkel at the Takere graduation 

ceremony, University of Canterbury, 2021
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Consider This:    Establish cultural norms and expectations [NU/Ma]

Establishing whanaungatanga requires tertiary educators to introduce the particular protocols 
that will be in place in the learning environment, as well as the expectations that they have of 
their students throughout the coming weeks and months. Therefore, educators should grasp the 
opportunity to outline and reiterate the protocols of engagement and learning. In doing this, you 
will be addressing grey areas, concerns and unknowns that Māori students may be ruminating on 
as they embark on their learning. These protocols include expectations for things like arriving on 
time, speaking in turn, protocols of engagement and communication, the use of devices, exiting the 
setting, deadlines, extensions, and when/how to make contact with the educator. Māori students 
may be familiar with the tikanga (correct procedure) of the marae, so this is an opportunity to align 
the learning environment with a traditional Māori cultural context. Outlining the protocols and 
expectations you have for the students will help to establish the tikanga that will prevail throughout 
the learning journey. Establishing and maintaining the cultural norms and expectations for the 
learning environment is important for whanaungatanga. Relationships can be damaged when the 
agreed-upon norms and expectations are not maintained, and there are no consequences when 
teachers or students fail to act in accordance. While you must lead, it is not your sole responsibility 
to keep everyone accountable. Students should be encouraged to keep themselves, each other and you 
accountable for living up to the cultural norms and expectations.

Consider This:    Create a culture of well-being and belonging [Wā/NU]

Establishing and maintaining whanaungatanga requires tertiary educators to provide pastoral care for 
students in genuine and affirming ways. It is proposed that tertiary educators take the opportunity 
to support student well-being by setting up a system that will monitor and support their presence, 
participation and learning. It is widely known that student retention can become an issue of concern 
when ākonga become overwhelmed, feel they cannot cope or feel they are not being supported. 

To that end, it is often useful to set up buddy groups for peer support and to achieve mahi tahi 
(collaboration), where students have the opportunity, through working in pairs or small groups, to 
map out their network of well-being and support needs – modelling the concept of being together 
and working together on the same waka. This is achieved through a process of reflecting on 
students’ own domains of well-being, reaffirming what helps them to succeed and repositioning the 
expectations they have of themselves, and of their support buddy/buddies. Things like encouraging 
students to give feedback to each other on assignments, checking in and enquiring if things are okay 
when their buddy is absent from class or tutorial, and sharing resources with each other, are just 
some of the ways that you can encourage students to support each other’s sense of well-being and 
belonging, and thereby foster whanaungatanga.
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Consider This:    Provide opportunities to learn collaboratively [Ak/Ma/MT]

Establishing and maintaining whanaungatanga requires tertiary educators to provide students with 
activities that enable them to learn together. Therefore, educators should grasp the opportunity to model 
the notion of ako – or reciprocal learning – wherein particular assessment activities can be undertaken 
collaboratively, in groups and/or in pairs (this can establish the conditions for tuakana–teina, a teaching 
and learning concept in which the more able assist the less able). When individualistic assessments are the 
only option available, for each and every assessment task, this may hinder the progress of many Māori 
students and not support them to reach their potential. While there is a place for including individual-
learning theory by way of individual experiences, activities and tasks, this must not be the dominant, or 
sole, option. An individual-learning approach on its own promotes the view that real learning can only 
happen through a competitive and individualistic process, and reduces opportunities for rich knowledge 
to emerge through learning in collaboration. Building a strong culture of collaboration (through 
assessment, curriculum and learning activities) is a hallmark of whanaungatanga.

Consider This:    Check in along the way [NU]

Establishing and maintaining whanaungatanga requires tertiary educators to retain oversight of 
students’ progress. Educators can take the opportunity to monitor students’ participation and 
engagement – both online and in class – which will resonate with the third principle of Te Tiriti o 
Waitangi, that of participation. Examples of this include incentivising turning up to class, by way 
of allocating a small assessment percentage, and taking the roll (by way of a sign-in protocol) at each 
scheduled learning activity. In doing so, you will not only be engendering for Māori students the 
notion of caring about their learning, but will also be showing students that you care about them, by 
identifying – at the earliest possible time – patterns of absence and disengagement. Taking time to 
check in with students who are not turning up will often enable you to identify particular patterns of 
behaviour that may be setting in, for example, missed lectures, disengagement from tutorials, requests 
for extensions, indifferent attitude, declining quality of work and detachment – both in person and 
online. These behaviours send signals that indicate that the learning is not on the right trajectory and 
that steps should be taken to put matters to rights.

An instructor working  
with a Takere student, 
University of Canterbury
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Strategies for Action: Whanaungatanga

  in development                   in practice

    ��Make students feel welcome – for example, with welcome protocols at the beginning 
of the year with pōwhiri/mihi whakatau, and starting each new section and session by 
greeting and acknowledging.

    ��Allow students to explain where they are from – show them that their lived experiences 
are connected to what they will learn.

    ��Provide students with opportunities to learn about tikanga (correct procedure) and 
create some of your own, together.

     Create an environment based around the competency of ako (reciprocal learning) – may 
include opportunities for your students to learn from and assess each other.

     Use a peer-support system – regular well-being checks will benefit all learners, and help 
to ensure they are safe and feel they belong. 

Comments and self-reflection

Oranga: 
health,  
well-being, 
life, living

How am I embodying whanaungatanga across all aspects of my teaching: in class, 
in my informal interactions with students, in assessment and in feedback?

 

Wawata: 
aspirations

How do I want to enhance whanaungatanga in my teaching?

Ako:   
reciprocal 
teaching and 
learning

What did my students teach me about this concept/topic/activity? 
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What are the next steps?

One strategy to use:

What supports need to be accessed?  
(Coaching, mentoring, supervision, observation, professional learning and development)

Follow-up date: __ /__ /__ 

How have the aspirations been met? What are the next steps now?

Additional Readings

Bishop, R., Ladwig, J., & Berryman, M. (2014). The centrality of relationships for pedagogy: 
The whanaungatanga thesis. American Educational Research Journal, 51(1), 184–214.  
https://doi.org/10.3102%2F0002831213510019

Le Grice, J., Braun, V., & Wetherell, M. (2017). “What I reckon is, is that like the love you 
give to your kids they’ll give to someone else and so on and so on”: Whanaungatanga and 
mātauranga Māori in practice. New Zealand Journal of Psychology, 46(3), 88–97.  
https://www.psychology.org.nz/journal-archive/Whanaungatanga-and-m%C4%81tauranga-
M%C4%81ori-in-practice-private.pdf

Waiari, D. A. K., Lim, W. T., Thomson-Baker, A. P., Freestone, M. K., Thompson, S., Manuela, 
S., Mayeda, D., Purdy, S., & Le Grice, J. (2021). Stoking the fires for Māori and Pacific 
student success in psychology. Higher Education Research & Development, 40(1), 117–131. 
https://doi.org/10.1080/07294360.2020.1852186
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5
Kotahitanga 

Unity

R. Maitland & J. Leahy

Kotahitanga (unity) – the third core component of Ngā hau e whā o Tāwhirimātea – supports a sense 
of connection and unity; it challenges tertiary educators to create inclusive learning environments 
that foster a culture and an expectation of respectful collaboration (Macfarlane 2004). Emphasis 
is placed on principles and on purposeful practices that recognise and build the mana of everyone 
within the organisation and wider community. Through the establishment of collective and 
supportive learning environments, tertiary educators engage learners in routines and rituals, in a 
climate that generates a sense of belonging (Waiari et al. 2021).

Consider This:     Establish tikanga shared protocols and agreed etiquette [NU] 

The process and product of establishing tikanga (protocol and etiquette) for groups of learners 
or individuals can help foster confidence and trust, which are the foundations for building 
a powerful sense of kotahitanga. This tikanga can be formalised in a co-constructed written 
document or through a more informal discussion. Either way, the tikanga captures what 
is agreed, in terms of the group’s values, how its members will interact and how they will 
conduct themselves within the shared learning space. Tertiary educators can lead the process 
of establishing tikanga, but need to look for opportunities to role model the process of ako 
(reciprocal teaching and learning) (Pere 1994). They can do this by actively listening and learning 
about the tikanga their students view as important. An agreed tikanga can be the reference 
point in times of tension for groups of learners or for individual learners of concern. It is also 
recommended that tertiary educators actively seek opportunities to recognise and celebrate when 
students act in a way that honours the agreed tikanga.

Consider This:    Celebrate and value divergent voices [Ak/NU]

Tertiary educators strengthen kotahitanga when they celebrate and actively value the voice of learners 
who think differently. These learners are often creative, take risks and in many instances represent 
the views of marginalised communities. Valuing divergent voices encourages groups of learners to 
recognise individual mana, while encouraging collective responsibility (Waiari et al. 2021). Within 
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an inclusive learning climate that values diversity, tertiary educators are better positioned to meet the 
needs of students with different learning styles and preferences.

Consider This:     Present knowledge and content from a range of 
perspectives [Wā]

Tertiary educators build a sense of kotahitanga when they present content from a range of 
perspectives, ideally built upon a foundation of local, place-based knowledge, honouring Aotearoa’s 
unique bicultural partnership. Within our context, giving attention to local knowledge allows tertiary 
educators to model and normalise the upholding of their commitment to Te Tiriti o Waitangi. 
Beginning courses and programmes with a mihi whakatau (welcoming ceremony) and a noho 
marae (marae stay) offers rich learning opportunities in which local knowledge and stories can 
be authentically embedded in the learning process. Having built a bicultural foundation, tertiary 
educators can then extend their content and delivery to represent multiple lenses and perspectives, 
with a focus on delivering a more complete education (Hardman et al. 1999, as cited in Macfarlane 
2004). From this platform, tertiary educators can challenge stereotypes and Eurocentric notions 
(Macfarlane 2004). Educators can help to establish the conditions for kotahitanga by following 
the principle of wānangatanga – engaging in debate or discussion from multiple perspectives (Ako 
Aotearoa n.d., 13). Kotahitanga can be built and maintained when diverse learners can see that 
divergent views and sources of knowledge are valued and engaged in the learning process. Conversely, 
if Māori language, culture and perspectives are marginalised by exclusion, the conditions for 
kotahitanga are unlikely to be felt by ākonga Māori.

Takere students at the University of Canterbury
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Consider This:    Person-to-person bonding [NU]

Tertiary educators establish and maintain kotahitanga when they seek opportunities to make 
meaningful connections with their learners, and between learners (Macfarlane 2004). The scene is set 
when tertiary educators model appropriate self-disclosure, discussing their feelings and experiences 
within an established climate of trust. This might be displayed by sharing whakapapa through stories 
and photos from the educator, followed by opportunities for students to also share. It is important 
that tertiary educators pay careful attention to students when they, in turn, talk about their feelings 
and experiences (McMurchy-Pilkington 2013). Students feel seen when educators remember details 
about them, for example, when they remember students’ references to the people and things that 
matter most to them. When time and space is created for such interactions, the bond between 
individual students and the wider programme cohort will also be strengthened, resulting in a sense of 
kotahitanga.

Educators also engage in person-to-person bonding, and create a sense of kotahitanga with 
colleagues, when they engage in respectful collaboration. In this way, kotahitanga enables tertiary 
educators to embed consistency and cohesion across courses and programmes.

Takere students at the University of Canterbury36
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Consider This:    Rituals and traditions [Wā/Ma/MT]

The establishment of rituals and traditions in programmes, courses, lectures and workshops can help 
streamline and maximise teaching and learning time, and build kotahitanga through regular and 
habitual group activity and togetherness. These established learning routines can also strengthen 
pastoral care and create opportunities for the authentic integration of te reo me ōna tikanga (Māori 
language and culture). Tertiary educators who engage in a brief mihi as students enter the learning 
space can use the interaction to gauge how students are faring and respond to this, using the 
opportunity to support and encourage them. Embedding customary practices and concepts such 
as karakia (prayers), waiata (songs) drawn from the local context, whakataukī (proverbs), pūrākau 
(ancestral stories) and poroporoaki (farewells) as routine will enhance and enrich students’ learning 
experience. Critical reflection on the uptake of such activities can circumvent tokenism; with this 
in mind, it is recommended that tertiary educators lead discussion and learning into the meaning, 
background and relevance of these practices (Broughton et al. 2017). Where possible, tertiary 
educators are encouraged to prioritise attendance and participation in Māori events and celebrations 
in the wider institution and community. Attendance outside of regular, scheduled class times 
demonstrates the educators’ commitment to building and maintaining kotahitanga.

Consider This:    Hui whakatika – restorative practices [Wā/Ma/MT]

Occasionally, tertiary educators are required to take the lead during times of tension and conflict, 
which they need to do with sensitivity and in culturally appropriate ways (Cavanagh et al. 2012). 
Such issues are often dealt with by referring to the group tikanga in one-on-one or group conferences, 
depending on the nature of the issue. Here, it is recommended that educators employ a relational 
response to resolving issues of conflict and conduct through hui whakatika (restorative meetings) 
(Bateman and Berryman 2008). In facilitating these restorative hui, tertiary educators seek to employ 
a solution-focused response to resolving conflict and supporting behaviour change. The goal of 
hui whakatika is to empower everyone involved in an issue or incident to have a voice in finding 
resolution, restoring participants’ mana and strengthening relationships in a healing way. Restorative 
practice is recognised as having the potential to strengthen kotahitanga by giving students a greater 
sense of safety, support and belonging within the learning environment.

Takere students at the  
University of Canterbury
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Strategies for Action: Kotahitanga

  in development                   in practice

    ��Model an understanding of your own cultural identity and an interest in learning about 
the whakapapa and cultures of all learners and colleagues.

    ��Learn and teach the cultural narrative of your institution.

    ��Use te reo Māori and encourage all ākonga to speak and share.
     Collaborate with ākonga to focus on and define the kaupapa of the teaching and 

learning environment.

     Facilitate hui whakatika, with a key goal of restoring and upholding the mana of all 
participants.

Comments and self-reflection

Oranga: 
health,  
well-being, 
life, living

How am I embodying kotahitanga across all aspects of my teaching: in class, in my 
informal interactions with students, in assessment and in feedback?

 

Wawata: 
aspirations

How do I want to enhance kotahitanga in my teaching?

Ako:   
reciprocal 
teaching and 
learning

What did my students teach me about this concept/topic/activity? 
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What are the next steps?

One strategy to use:

What supports need to be accessed?  
(Coaching, mentoring, supervision, observation, professional learning and development)

Follow-up date: __ /__ /__ 

How have the aspirations been met? What are the next steps now?

Additional Readings

Bat, M., Kilgariff, C., & Doe, T. (2014). Indigenous tertiary education – we are all learning: 
Both-ways pedagogy in the Northern Territory of Australia. Higher Education Research & 
Development, 33(5), 871–886. https://www.doi.org/10.1080/07294360.2014.890575

McMurchy-Pilkington, C. (2013). ‘We are family’: Māori success in foundation programmes. 
Higher Education Research & Development, 32(3), 436–449. https://www.doi.org/10.1080/072
94360.2011.643294

Sciascia, A. (2017). Māori learner success in tertiary education: Highlights from Ako Aotearoa 
supported research projects. Ako Aotearoa. https://ako.ac.nz/assets/Reports/Synthesis-reports/
SYNTHESIS-REPORT-Maori-learner-success-in-tertiary-education-Highlights-from-Ako-
Aotearoa-supported-research-projects.pdf
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Rangatiratanga 
Student Agency and Leadership

M. T. Rātima & W. Duncan

Rangatiratanga – learner agency, autonomy and effectiveness (Macfarlane 2004; Ritchie 1992) – is 
the process of challenging and supporting learners to achieve, across physical, emotional, cognitive, 
social, spiritual and cultural domains. Through this fourth core component of Ngā Hau e Whā o 
Tāwhirimātea, learners are encouraged to think for themselves; they are guided towards problem solving 
and the generation of their own creative solutions. The cultural capital that learners bring, in the form 
of prior knowledge and success in other spheres of life, is acknowledged and harnessed, ‘drawing an 
additional boost of power, of strength, of mana’ (Ritchie 1992, 70). The drawing of strength or power 
not only comes from a student’s own increasing ability, but also comes from the expression of mana 
within the group – from the group supporting one another and allowing inspiration to be drawn from 
the success of others. 

Consider This:      Ako – opportunities for learners to teach and teachers to 
learn [Ak, Wā]

To build mana and rangatiratanga within students, tertiary educators should allow them to select a 
particular concept, process, product, learning point, discussion topic, problem or case to learn about 
and present back to others. Once this selection is made, the teacher – as an example of rangatiratanga 
– must prepare and support students to study their choice in depth and then present their product, 
solution or analysis back to the learning cohort. This presentation may take any form, but the key 
to the process is that the learners take responsibility for their own learning, developing their own 
rangatiratanga, while being supported by the kaiako and one another where appropriate. 

By allowing students to select and focus on a narrow topic of their choice and teach it to 
others, they can become experts on this issue or aspect of the learning; in this way, they increase 
their rangatiratanga, as not only students, but also as teachers. This concept is referred to as 
Whakamanatanga and Whakarangatiratanga – Empowering Learners and Communities, in the Ngā 
Uara – Values section of Ako Aotearoa National Tertiary Teaching Excellence Awards (Ako Aotearoa 
n.d., 13). The concept of ‘ako’ in te ao Māori (the Māori world), means both to teach and to learn. 
Thus, ako creates an environment in which the teacher can learn from the students and students are 
supported to play the role of teacher.

6
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Consider This:    Make sure learners are prepared to take control [NU/Ma]

For ako to be effective, kaiako and ākonga need to be clear about the criteria for student success. 
What knowledge, skills, processes and outcomes will the students need to demonstrate in order to 
evidence that their product, solution or analysis has been successful? This requires extra work in the 
learning-design phase for students and teachers, in making sure the students are well prepared to 
take responsibility for their own learning. Parameters and requirements for success must be clear to 
everyone. The student-as-teacher approach should be used sparingly and may increase incrementally 
over time, as student confidence and ability develop. It may lead to better student motivation and 
engagement, and an increased sense of purpose. By removing the authoritarian structure of ‘teacher 
as the source of all knowledge’ and ‘students as passive recipients’, greater solidarity can be forged 
amongst the learning cohort (see Chapter 5: Kotahitanga) and bonds built through collaborative 
activity (see Chapter 4: Whanaungatanga). This practice is grounded in the partnership principle of 
Te Tiriti o Waitangi. 

The advantages of this approach for small-group work include students developing subject 
mastery, teamwork and confidence, as well as planning, problem-solving and presentation skills. For 
rangatiratanga to be authentic, students should have the opportunity to help shape the form and 
structure of not only the learning activity, but also the assessment. A key outcome that ako facilitates 
is that it allows students to hold, exercise and develop their rangatiratanga in partnership with the 
kaiako.

Consider This:     Develop critical thinking through challenging and engaging 
learning [Wā/Ma]

To develop rangatiratanga within students and within oneself, openness, curiosity, and a willingness 
to change one’s mind and challenge one’s own assumptions are crucial. It is important to accept 
and acknowledge the rangatiratanga of others, their right to have differing views and, when 
necessary, to ‘agree to disagree’. Use open-ended questions with students, to encourage and promote 
curiosity, stimulate discussion and co-create understandings. Support ākonga to reflect critically 
on their culture by modelling your own critical self-reflection on your cultural knowledge, biases 
and competencies. In this way, students can begin to seek to understand the cultures of others. 
Practice consideration of multiple perspectives on controversial topics, to help students formulate 
and understand their own personal perspectives. Encourage students to expect that every teaching 
and learning experience has a specific purpose that is clear to everyone. Where appropriate, utilise 
local/place-based mātauranga (Māori knowledge) such as karakia (prayers), waiata (songs), pūrākau 
(ancestral stories), whakataukī (proverbs) and teaching resources that encourage all ākonga to 
understand the local community around them. Do not use this mātauranga uncritically. Encourage 
students to ask what these knowledge forms are. What is the purpose of them? How can they help 
to enhance our learning and our thinking about our subject of study and its relevance to the local, 
regional and national communities? This practice reflects notions of local and global citizenship and 
the Te Tiriti o Waitangi principle of participation.
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Consider This:     Support students to value self-determination, self-belief and 
self-worth [Ak/Wā]

Rangatiratanga means taking responsibility for one’s own learning. Beyond this, it includes 
willingness to be vulnerable enough to ask for help and being generous enough to help others 
when they need it. Teachers should explicitly teach ākonga strategies that enable them to overcome 
roadblocks in learning (for example, supporting peers to succeed or asking for help as needed).

Tertiary educators should make an effort to get to know their students, and to learn about 
their individual and collective aspirations. They should utilise whakawhanaungatanga (a 
process of establishing relations, making connections and relating well to others; see Chapter 4. 
Whanaungatanga) as a specific strategy to get to know their students, and let their students get to 
know them better. This way, educators can make specific links between students and the curriculum, 
the learning outcomes, and to activities and learning experiences. Experiment with learning 
experiences and assessments that encourage student agency and sharing, by utilising tuakana (a 
person with more skill or knowledge) to guide teina (a less-knowledgeable person). This will require 
modelling, guidance and multiple practice opportunities.

Ako strategies – such as peer-to-peer evaluation, inquiry-based learning and student input into 
assessment design – should be used or adapted to your learning context, to support the development 
of characteristics of leadership of self.

Teach ākonga to use metacognition skills that underpin learning, so they can develop an 
understanding of themselves as learners. For example, educators could co-develop with students a 
basic framework for self-evaluation to be used after a learning activity or at the end of a topic. Self-
assessment could become part of a formal assessment process or a part of the regular learning culture.

One key element of self-determination in learning is that each ākonga has opportunities to 
discuss strengths and weaknesses with kaiako, peers or external stakeholders, in collaboration. 
Student-led seeking of feedback can help to build a sense of self-worth and belonging to not only the 
class but also the subject material. Another important aspect of supporting student rangatiratanga 
(self-determination) is to regularly give feedback that is purposeful and constructive, and that 
acknowledges effort and achievement. Teachers need to balance constructive criticism with positive 
reinforcement.

Consider This:     Kia Māori tō tirohanga – let your view of the world be a Māori 
worldview; seek local solutions for global challenges [Wā/Ma]

Young people entering the tertiary sector as students have grown up in a world in which change 
is accelerating at an exponential rate. For the sake of future generations, today’s students are 
demanding the skills to be able to face multiple challenges. Climate change, increasing economic 
disparities exacerbated by the global expansion of capital, and persistent educational and social 
inequalities of opportunity and outcome, are aggravating existing divisions within communities 
both here and abroad. Here in Aotearoa, recent examples of tumultuous events that have impacted 
education include earthquake recovery, volcanic eruptions, drinking-water contamination, a mass 
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murder committed by a white supremacist, the Black Lives Matter movement, student-led protests 
for protection of the environment and Covid-19 lockdown events. Our local community is a part 
of a global society, more multi-ethnic and multi-cultural than ever before. The potential for friction 
means mutual understanding across and within communities is essential for us to live in a peaceful 
and just country. The ability of kaiako to model and foster multi- and, in Aotearoa, bi-cultural 
competence in teaching and learning, to empower students to navigate complex local and global 
challenges, has never been more important.

Building rangatiratanga in learning and teaching provides a strategy for protection (the second 
Te Tiriti o Waitangi principle) and resilience (Kensington-Miller and Rātima, 2015). This can be 
facilitated by:

• helping students to take charge of their own learning, while supporting others;
• uplifting the mana of the students’ culture and prior knowledge, while challenging them to 

examine their own cultural knowledge and practices;
• developing an appreciation for the cultures and prior knowledge of others;
• developing strategies for problem solving that draw on mātauranga Māori, Indigenous 

knowledge, and multiple perspectives and worldviews on controversial issues. 

Ākonga respond when kaiako demonstrate a willingness to explore te reo Māori, and Māori 
worldviews and perspectives. The actions of effective kaiako signal the need for the learning 
collective to be open to alternative perspectives. When kaiako demonstrate commitment to Te Tiriti 
o Waitangi, they begin to create a supportive environment where inclusion and rangatiratanga can 
flourish (Messitidis 2018). Rangatiratanga can be both the process and the outcome of a culturally 
responsive approach to teaching and learning.

Ākonga participating in a study session at Te Ao Mārama, University of Canterbury 43
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Strategies for Action: Rangatiratanga

  in development                   in practice

    ��Develop an assignment, assessment or task in which students get some choice in what 
they produce.

    ��Create assessments that require the consideration of bi- or multi-cultural perspectives in 
a process, product, system or problem-solving strategy.

    ��Use group-learning tasks and assessments, and train ākonga how to work supportively.

    Model and show students how to self-evaluate.

    Set tasks and assessments that draw on tangata whenua knowledge.

Comments and self-reflection

Oranga: 
health,  
well-being, 
life, living

How am I embodying rangatiratanga across all aspects of my teaching: in class, in 
my informal interactions with students, in assessment and in feedback? 

Wawata: 
aspirations

How do I want to enhance rangatiratanga in my teaching? 

Ako:   
reciprocal 
teaching and 
learning

What did my students teach me about this concept/topic/activity?
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What are the next steps?

One strategy to use:

What supports need to be accessed?  
(Coaching, mentoring, supervision, observation, professional learning and development)

Follow-up date: __ /__ /__ 

How have the aspirations been met? What are the next steps now?

Additional Readings

Kensington-Miller, B., & Rātima, M. T. (2015). Māori in partnership: A peer mentoring model 
for tertiary Indigenous staff in New Zealand. Race Ethnicity and Education, 18(6), 813–833. 
https://doi.org/10.1080/13613324.2013.831824

McClutchie, A. (2020). Leadership through learning: Normalising Māori and Pacific leadership 
and learning success in a tertiary environment. MAI Journal, 9(1), 59–69.  
www.journal.mai.ac.nz/sites/default/files/MAI_Jrnl_2020917_final.pdf

Woodley, X., Hernandez, C., Parra, J., & Negash, B. (2017). Celebrating difference: Best 
practices in culturally responsive teaching online. TechTrends, 61(5), 470–478.  
https://www.doi.org/10.1007/s11528-017-0207-z
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7
Engaging with Hapori Māori

J. P. Smith & L. K. Davies

The tertiary environment is a multifaceted enterprise; people, histories, identities and, sometimes, 
culture are woven into our institutions, all for the betterment of our society through higher 
education. As Aotearoa moves towards education that is more culturally responsive, the tertiary 
sector is considering its partnerships with Māori. As this has not always been the way, there is no 
clear blueprint for how we best engage with hapori Māori (the Māori community) in a meaningful 
and mutually beneficial way. Hapori Māori, in a tertiary-education context, includes several 
different groups: it is our Māori students, their whānau and whānau whānui (broader extended 
family), as well as community groups such as hapū, marae, rūnanga and other iwi entities. Hapori 
Māori can also include local and national research organisations: research and innovation units, 
kaupapa Māori research groups, or institutes like Ako Aotearoa and Ngā Pae o te Māramatanga 
(New Zealand’s Māori Centre of Research Excellence). Te ao Māori (the Māori world) is complex 
and for this reason we encourage all educators to become acquainted with this complexity in their 
region before they reach out to their local Māori community.

Relationships, or whanaungatanga, are essential in te ao Māori; the building of strong, resilient 
connections ‘requires effort to engage and to understand not only those you’re seeking to connect 
with (looking outward) but also one’s self (looking inward)’ (Rātima et al. 2020, 41). Kanohi kitea 
(the seen face) also provides opportunities for non-Māori to see and comprehend ways of viewing 
the world from a Māori perspective (O’Carroll 2013). This gives us all occasion to not only challenge 
personal biases and assumptions but also to identify and begin to dismantle systemic barriers that 
may continue to oppress our Indigenous population in the tertiary-educational space (Campinha-
Bacote 2007; Gerlach et al. 2017; Rātima et al. 2020). True and authentic engagement with hapori 
Māori is achieved through a shared purpose that is mana enhancing for both parties.

Community

There are many ways to support students to use the knowledge systems that exist within their 
whānau to enrich their tertiary education. Whānau and hapori are key enablers to Māori students’ 
success (Theodore et al. 2017; Williams 2011) and play a significant role for students in terms of their 
knowledge of what is going on in the community. Hapori are the reason rangatahi (young people) 
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can participate in further education in the first place. Thus, understanding the ecological systems 
that support Māori students is essential. We can: 

• acknowledge and support students who have external barriers – family and community 
commitments aren’t always ‘optional’;

• acknowledge and support students with navigating internal barriers – Māori students often 
don’t see themselves in the staffing, curriculum or systems of tertiary education;

• acknowledge and support students to mitigate effects of individual barriers – examples include 
being first-generation tertiary students or second-chance learners, coming from education 
pathways such as kura kaupapa Māori (Māori language immersion schools) or being whakamā 
(embarrassed, ashamed or shy) about asking for help and academic support; and

• kanohi kitea (show face) – make time for students (virtually or in person) to touch base and 
connect.

Collaboration

Māori students have accumulated experience, knowledge and values that inform their learning 
(Wilkie 2014). Collaborative approaches with hapori Māori to teaching, learning and research place 
these at the centre and support success. They remind us of the importance of:

• acknowledging and addressing stereotypes that act as a barrier for all Māori;
• acknowledging, in context, that Māori are not homogenous;
• using Māori frameworks, and using them consistently and appropriately; and
• ako (reciprocal) and co-constructed learning: What would it look like for students to be able to 

centre their community within learning outcomes in practical ways?

Cultural Safety 

Hapori Māori can have an amazing mātauranga Māori (Māori knowledge) that is very different 
to what is taught in tertiary contexts. Educators can utilise pedagogies such as wānanga and ako 
(covered briefly, respectively in Chapter 2: Oranga, and Chapter 6: Rangatiratanga) with hapori 
Māori to access appropriate mātauranga Māori, for example pūrākau (ancestral stories), and Māori 
names and narratives relevant to their curriculum. 

In order for our endeavours to be inclusive, however, we need to remind ourselves of the cultural 
safety of ākonga. It is our job to plan for these experiences prior to learning time. We can keep our 
Māori students culturally safe when we: 

• don’t single out Māori students in class because they are Māori. They may, however, self-
identify – there is a difference;

• co-design learning with hapori, so teachers and students alike (both Māori and non-Māori) are 
all included on the learning journey together; 
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• never make assumptions about language or cultural knowledge – students can be on different 
te reo Māori journeys and we need to be cognisant of language trauma that students may have; 
and

• take up opportunities to attend and immerse ourselves in professional development – seek out 
and maintain relationships with cultural advisors, keep checking in with them and keep trying.

Authors’ Note:

Mō tātou, ā, mō kā uri ā muri ake nei

This section was written in consultation with kaiārahi and kaiurungi (Māori cultural guides and 
leaders) from the University of Canterbury, specifically Rāhera Cowie (Kāi Tahu, Ngāpuhi), Mel 
Tainui (Kāi Tahu) and Jamie Hape (Ngāti Kahungunu, Ngāti Porou, Te Āti Awa, Ngāti Rārua).

Nei a mātou mihi maioha ki a koutou. 

Additional Readings

Karaka-Clarke, T. H. R. (2019). Pōwhiri: A ritual of encounter framework for engaging with 
whānau. Set: Research Information for Teachers, 2019(1), 3–8. 

Wilkie, M. (2014). Te timata – The first step to Māori succeeding in higher education. In  
C. Tuagalu, F. Cram, H. Phillips, P. Sauni, & H. T. Frierson, (Eds.), Māori and Pasifika 
higher education horizons (pp. 61–82). Emerald Publishing.

Williams, T. (2011). “It’s about empowering the whānau”: Māori adult students succeeding at 
university. Waikato Journal of Education, 16(3), 57–68. https://wje.org.nz/index.php/WJE/
article/view/35/26 

Wolfgramm-Foliaki, ’E., & Santamaria, L. J. (2018). Excavating stories of first generation 
students in Aotearoa New Zealand. In A. Bell & L. J. Santamaria, (Eds.), Understanding 
experiences of first generation university students (pp. 27–46). Bloomsbury.
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Exemplars of Practice

The following sections are short biographical or autobiographical commentaries from two past 
National Tertiary Teaching Excellence Award winners and another outstanding tertiary teacher of 
note. These were either provided by the teachers themselves or were written in consultation with one 
of our authors.

The discerning reader will note how the commentaries exemplify the four winds of Ngā Hau 
e Whā o Tāwhirimātea; each commentary was selected as it resonates with one or many of the 
core components of the book: whanaungatanga (relationships), kotahitanga (unity), rangatiratanga 
(student agency and leadership) and manaakitanga (ethic of care).

These exemplar pieces are important because they illustrate a bridging between theory and 
practice; as we think about possible actions we could take, we can draw upon the experiences of 
others that are already implementing those actions in a real-world teaching context. Also, they show 
how several different components of Ngā Hau e Whā o Tāwhirimātea can be seen working together 
and facilitating positive outcomes in any one teaching and learning context.

8
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Dr Maxine Lewis, University of Auckland

2020 National Tertiary Teaching Excellence Awards – Sustained Excellence in Tertiary Teaching recipient

Teaching for LGBTQIA1/takatāpui students as a queer woman

As a young, queer student I had no out lesbian or gay teachers. I experienced and witnessed 
homophobia both inside the classroom and outside. These experiences badly impacted on my self-
esteem, and on my sense of place and belonging in the classroom. Research shows that emotional 
states affect learning (see, for example, Mayes 2019 and Ng 2015), so I aim to make sure my 
LGBTQIA/takatāpui students do not have their own learning environments compromised by negative 
emotions, such as shame and anger, caused by experiencing homophobia.

Step one starts before I step into the classroom. My email signature contains my pronouns. I do this 
to normalise the sharing of pronouns, which is especially important for non-binary and trans students 
who will regularly have to share their own in order to be named and seen correctly in the classroom. 
Step two, I come out to students early on in my courses. I do this simply by having an introductory 
session, in which I mention my wife and the two daughters we share. I come out as a queer woman and 
rainbow parent to signal to all students in the room that I am LGBTQIA/takatāpui friendly.

My other strategies depend on class size and the type of material we are learning. In courses that 
are small enough, I have students introduce themselves and, if they choose, share their pronouns. 
When I have students introduce themselves via a pepeha (tribal saying), I explicitly mention that 
students can think flexibly about their family, allowing queer students to name their chosen family 
instead of their biological kin and include same-sex partners.

When I teach texts that feature non-heterosexual desires and acts in ancient Greece and Rome, or 
characters who crossed gender boundaries, I remind students that some people in the room will have 
personal experience of these topics. I ask everyone to be mindful of how they translate and discuss 
terms from the sources that might have negative connotations for their peers. I make myself available 
after class to chat one-on-one with students in case any issues arise.

I let trans students set the terms of their presence in the classroom. I have had multiple students 
transition gender identity during a semester. When they identify themselves to me, I give them 
options for how they want to communicate key information (like their new name and pronouns) to 
their classmates. I offer to serve as a communicator on their behalf to other students, for example, by 
sending an email or announcing in class that we need to call a student by their new name.

Lastly, I stay open to learning. The LGBTQIA/takatāpui community continues to evolve in its 
terms, culture(s), and political and cultural priorities. For example, I recently learned from a student 
that MVPFAFF+2 is now in use as an acronym for LGBTQIA in Pacific communities, so I will begin 
incorporating it into my vocabulary. We have to stay open to learning new terms and perspectives 
from our queer students; they are the future of our community.

1  LGBTQIA – lesbian, gay, bisexual, transgender, intersex, queer and/or questioning, and asexual and/or ally.
2  This acronym stands for mahu, vakasalewalewa, palopa, fa’afafine, akava’ine, fakaleiti (leiti), fakafifine and more.
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Anuj Bhargava, University of Auckland

2020 National Tertiary Teaching Excellence Awards – Sustained Excellence in Tertiary Teaching recipient 

Learning is deeply personal. Students acquire knowledge best when teaching is tailored to their 
specific requirements. I put students at the centre of my teaching and connect with them as distinct 
individuals. Each year I teach physiology to approximately eight hundred second- and third-year 
University of Auckland medical (MBChB) and science (BSc) students in lecture, small-group and 
laboratory settings. Whether in a large four-hundred-person lecture, or in small-group teaching, each 
student gets my respect and attention.

Reflecting on how I was empowered through enthusiastic and respectful teaching has made 
me a better teacher. I grew up in India and always wanted to help people: teaching gives me that 
opportunity. Having faced my own challenges during my medical degree, I enjoy creating positive 
learning experiences for my students. After a life-changing opportunity as a medical teaching fellow 
at the University of Otago, I joined the University of Auckland’s physiology department in 2006.

Physiology studies the body’s functions, illuminating the inter-workings of systems centred 
on organs like the heart, lungs and brain. It is a cornerstone subject for understanding medicine, 
relying on abstract concepts. It is demanding of students, but also has clear practical and personal 
implications. I create clinical scenarios for students, showing them physiological principles at work in 
real bodies. I also encourage them to relate physiological concepts to the working of their bodies. This 
contextualises and substantiates the ideas. Superficial, rote learning is not enough; students need to 
understand key concepts at a deep level. When students master these ideas, they are rewarded with a 
new level of lifelong knowledge; ‘Oh, I get it now!’ moments drive my teaching and power my search 
for innovative teaching methods.

I relate easily to students and sympathise with their challenges, fostering learning environments 
that build empathy. My approach is holistic. I prioritise understanding my students and their 
backgrounds, recognising their needs at different stages and facilitating their progress to graduation. 
I endeavour to create inclusive environments in which effective learning and creativity flourish. 
Contributing to my students’ growth as individuals is what makes my role so very special.

My students come from diverse backgrounds. We have Māori and Pasifika students, international 
students and some who are the first in their family to attend a tertiary education provider.

Working with my Māori and Pasifika colleagues and students, I have found that Māori ako 
values align closely with my teaching framework. Whakamana (collective respect) allows students 
and teachers to create safe and effective learning environments together. Learning is mutual; I craft 
learning opportunities to extend my students and they enlarge my teaching skills. Student voices are 
my inspiration for setting up wānanga (creative spaces) within my teaching domain and developing 
auaha (creative and innovative) approaches. 

What happens outside the classroom is another important aspect of excellent teaching. I provide 
my students with meaningful engagement with industry contacts and prospective employers via 
networking, professional-development events and career expos.
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Te Ataahia Hurihanganui, adult and community education language 
teacher and cultural advisor, Wairarapa

Ko Te Arawa te waka. Ko Tūhourangi (Ngāti Whakaue, Ngāti Wahiao), ko Ngāti Tūwharetoa,  
ko Ngāti Tahu-Ngāti Whaoa, ko Te Roro-o-te-Rangi ngā iwi. Ko Horouta, ko Nukutere ngā 
waka. Ko Ngāti Porou, ko Ngāti Ira ngā iwi. Ko Tākitimu, ko Kurahaupō ngā waka. Ko Ngāti 
Kahungunu ki Wairarapa, ko Rangitāne, ko Ngāti Hāmua ngā iwi.

Preparing the learning space

Before any teaching occurs, Te Ataahia is deliberate in the way that she sets up the physical space 
for teaching. She is very mindful of people’s hauora (well-being) and ensures that the environment 
is comfortable for all. Te Ataahia likes to provide a seating arrangement in a circle where both 
kaiako (teacher) and learners are on the same level; there are no objects between kaiako and learners, 
although these are situated elsewhere within the learning space, and are available for written tasks 
and activities if needed. Te Ataahia is mindful to invite the sharing of kai and water for learning 
sessions, and provides background music as well, to ensure that learners feel nourished and relaxed in 
their learning space. 

Maramataka – Māori time system and lunar calendar

The maramataka is the traditional Māori time system and lunar calendar, which is launched every 
season with the reappearance of key stars like Matariki or Puanga/Puaka. It marks the phases of the 
moon in partnership with the rising and setting of stars, as well as the sun’s movements in the sky. 
These tohu (signs or symbols) in the sky affect the natural environment significantly and Te Ataahia 
uses them to guide her in her teaching. According to the lunar phases, Te Ataahia is informed by the 
various energy levels as to how she might work – that is, at low-energy times she will provide regular 
breaks and nutrients; at high-energy times she might use a games-based approach. She is mindful of 
avoiding travel – if possible – on certain days or nights, and offers a rich online service of education 
and teaching as an alternative if needed. 

Mihimihi and relationships

An important part of Te Ataahia’s teaching is mihimihi – that is, the process of sharing greetings and 
personal introductions in order to build relationships. She incorporates mihimihi at the beginning of 
every teaching opportunity and every subject she teaches. She provides this opportunity by inviting 
each learner to bring something of value to them to share at the start of the session, to reference or 
prompt mihi. Alternatively, she always brings with her her own kete taonga – a basket of special and 
beautiful natural treasures such as shells, feathers, rocks and sticks – to be held by participants or 
learners, and to encourage all to share in a discussion or sharing point, or sometimes even a learning 
point. This is also applied to online learning and is a great method for new learners to connect with 
one another.
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Likewise, the opportunity to mihimihi or share reflection is given again at the end of each and 
every session, to allow learners to reflect on the learning. It is important for Te Ataahia to incorporate 
this into her teaching, to enable the successful collective transfer of knowledge. It is also an effective 
way for her to evaluate the lesson plan.

Creating various opportunities for learners to connect with each other (whakawhanaungatanga) 
is integral throughout each and every teaching session that Te Ataahia provides, but is especially 
important at the very first session. She always gives time for people to get to know one another, 
whether this is done through introductions, ice breakers, sharing of taonga or by using photo stories 
to share personal pepeha (tribal sayings). Te Ataahia believes that this helps to set the environment 
for any teaching that proceeds and enables learners to feel welcomed, safe and comfortable in the 
learning space. This approach appeals to all learners, especially kinaesthetic learners who want to 
touch and play, or do something with their hands. Having a focus point (an object) also assists and 
supports those who are shy or fearful to speak in front of others, as it steadies the physical body.

Rituals

Opening and closing each learning session with a karakia (prayer, incantation or acknowledgement), 
kaikōhau (to murmur hopes and desires) or a whakataukī (proverb) helps define the theme and sets 
the scene for the learning session. Whilst karakia provide a spiritual context, kaikōhau or whakataukī 
are useful secular opening rituals for learning sessions.

These are some of the many ways Te Ataahia naturally models and includes te reo Māori in her 
teaching. As a teacher of English to speakers of other languages, she has had regular feedback that 
most, if not all, learners value and appreciate the opportunity to learn more about te ao Māori, as 
they find similarities and parallels with their own cultures.

Teaching practice

Te Ataahia values the way that each ākonga learns, and provides opportunities for people to learn in 
more than one way. She ensures that she addresses each of the learning styles and provides learning 
activities that accommodate the learning needs of visual, auditory and kinaesthetic learners, as well as 
of those who learn by reading and writing.

Te Ataahia is mindful of how powerful the learner can be, in that they represent their tūpuna 
(ancestors) as well as being tūpuna for others in the future. She is very aware how each learner shares 
their own wisdom with everyone in the group, just as much as she shares as kaiako. Te Ataahia 
models this concept and believes that ‘engagement only happens when ako is at the forefront’. Ako is 
the acknowledgement that the learning relationship is a reciprocal one between educator and learner 
– that we move through the learning journey realising all potential, both and all ways.
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Videos from National Tertiary Teaching  
Excellence Award Recipients

Every year, up to ten of our country’s top tertiary teachers are celebrated at the Ako Aotearoa 
National Tertiary Teaching Excellence Awards, hosted by the minister of education.

The awards recognise excellence and, since 2001, over two hundred tertiary teachers have received 
an award, as recognition of their sustained contributions to teaching. Categories for awards include 
general, kaupapa Māori (criteria for this are summarised on page 13 of this book), and supporting 
Pacific learners.

The videos that follow reveal snippets of the wisdom and inspiration of just a small selection of 
these distinguished teachers. Many thanks to Jennifer Leahy of Ako Aotearoa for provision of the 
web links and permission to use them. 

Professor Angus Hikairo Macfarlane (Education)
2015, University of Canterbury
Award for Sustained Excellence in Tertiary Teaching – Kaupapa Māori category
https://www.youtube.com/watch?v=ZM_8ihmhwDs

Associate Professor Suzanne Pitama (Health)
2015, University of Otago 
Prime Minister’s Supreme Award recipient; Award for Sustained Excellence in Tertiary Teaching – 
Kaupapa Māori category
https://www.youtube.com/watch?v=16nPVq-hkqo
 
Professor Jacinta Ruru (Law)
2016, University of Otago 
Prime Minister’s Supreme Award recipient; Award for Sustained Excellence in Tertiary Teaching – 
Kaupapa Māori category
https://www.youtube.com/watch?v=N8P6u2DTZsA
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Videos from NTTEA Recipients

Gail Harrison
2017, Whanganui Learning Centre
Award for Sustained Excellence in Tertiary Teaching
https://www.youtube.com/watch?v=7y0ozMBTNmA

Dr Te Taka Keegan (Computer Science)
2017, University of Waikato 
Prime Minister’s Supreme Award recipient; Award for Sustained Excellence in Tertiary Teaching – 
Kaupapa Māori category
https://www.youtube.com/watch?v=N2GlgtlxYvw
 
Ahorangi Tuarua Mera Penehira 
2019, Te Whare Wānanga o Awanuiārangi: School of Indigenous Graduate Studies
Award for Sustained Excellence in Tertiary Teaching – Kaupapa Māori category
https://www.youtube.com/watch?v=h11L_ycygsk

Dr Awanui Te Huia
2020, Victoria University of Wellington
Award for Sustained Excellence in Tertiary Teaching – Kaupapa Māori category
https://www.youtube.com/watch?v=-eLosR7vTj8&t=18s

Kay-Lee Jones (Education)
2020, University of Canterbury
Award for Sustained Excellence in Tertiary Teaching – Kaupapa Māori category
https://www.youtube.com/watch?v=R2_WuoJly0M

Dr Rhys Jones (Health)
2020, University of Auckland
Prime Minister’s Supreme Award recipient; Award for Sustained Excellence in Tertiary Teaching – 
Kaupapa Māori category
https://www.youtube.com/watch?v=Lm1gqfwTHLk
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Appendix I: Teachable Moments in Tertiary 
Settings – Ngā Hau e Whā o Tāwhirimātea and 
Citizenship
A. H. Macfarlane 

A teachable moment is the time at which learning a particular topic or idea becomes possible or 
opportune. The concept was popularised by Robert Havighurst in his book, Human Development 
and Education (1953)1. In the context of education theory, Havighurst explained that material that 
is learned at a specific point – when the timing is right – is a powerful pedagogical construct. This 
is about seizing the moment, lest it be lost. Such a construct reinforces the importance of repeating 
significant points when a teachable moment occurs, so that significant learning benefits ensue. The 
phrase teachable moments sometimes denotes not a developmental stage, but rather that moment 
when a unique, high-interest situation arises that lends itself to discussion of a particular topic. It 
implies personal and/or group engagement with issues and problems. These moments can (and often 
do) come when least expected. 

Exemplary teachers the world over delight in the gains that accrue from teachable moments. 
Teachers and students alike benefit from teachable moments, a technique that is consciously used 
by, and is regularly proven effective for, teachers and students in tertiary courses.2 In Aotearoa, a 
master of this mode of teaching was, for many years, Mita Hikairo Mohi (see Macfarlane 2004), 
who operationalised the seminal taiaha wānanga (school for learning the taiaha, a traditional Māori 
wooden weapon) on Mokoia Island.

Teachable moments has a good ‘fit’ with the Ngā Hau e Whā o Tāwhirimātea philosophy that 
conventional or monolithic lines of inquiry, alone, are often not enough to make revolutionary and 
just change within the tertiary sector. For growth to occur, teachers need to harness the trust they 
have built with students to ask critical questions, to capitalise on timely events, epochs or watershed 
moments in history as they happen. The goal is to stimulate curious minds and kind hearts towards a 
habit of reflection on our place in these timely events, as citizens of our local and global communities.

Ngā Hau e Whā o Tāwhirimātea encourages accessing topics related to citizenship through this 
teachable moments approach. For Māori, concepts of ‘belonging’ pre-date the concept of ‘citizenship’ 
as it is perceived in recent times. New settlers, with their own vernaculars, introduced a tribal people 
(iwi) who had been isolated in the South Pacific for centuries to new terminologies. What iwi had 
then and still have now are three timeless, customary realities: tika (righteousness), pono (integrity) 
and aroha (love). Ngā Hau e Whā o Tāwhirimātea, as a collective of authors, holds fast to the 

1  The teachable moments approach pre-dates Havighurst’s book, as does use of the phrase, but he is credited 
with popularising it.
2  ‘Really enjoyed the conversations in class, especially as new learnings emerged in interactions on the 
spur of the moment. We were encouraged to go with the flow.’ (Student: Culturally Inclusive Pedagogies: 
Motivating Diverse Learners, University of Canterbury postgraduate course, 2021.) 
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principle that tangata whenua sowed ‘citizenship seeds’ in pedagogical ground that was already fertile. 
Over time – as the country’s identity moved from that of a British colony, through independence 
to a bi-cultural nation with a more global outlook (Mutch 2011) – notions of what it meant to be 
a citizen of Aotearoa have mirrored social and political changes. Citizenship ideals were originally 
taught through history, geography, moral education and social studies in the compulsory sector, 
and as a standalone or affiliate in social sciences courses in higher education. Ngā Hau e Whā o 
Tāwhirimātea accepts these and furthermore supports applying a teachable-moments approach – that 
is, an integrated curriculum technique supported by participatory instructional (ako) processes – to 
teaching citizenship.

Editors’ note: 

This piece is the text to complement the Citizenship Table in Appendix II.
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Appendix II: Citizenship Table.  
An Accompaniment to Teachable Moments in 
Tertiary Settings – Ngā Hau e Whā o Tāwhirimātea 
and Citizenship (Appendix I)

Whāinga  Ako  
(Citizenship  

Learning Goal)

Kaupapa  
(Ngā Hau e Whā focus)

Hei mahi  
(Action in Teachable Moment)

Critical thinking and 
social responsibility

Manaakitanga (an ethic of care, 
kindness)

Whakawhanaungatanga 
(making connections, relating 
well to others)

At opportune time, set up learning 
experiences that enable students 
(and teachers) to think critically 
about issues that challenge the 
kaupapa of ‘citizenship’. Put it on 
the line that these challenges are 
linked to wider cultures of exclusion 
such as sexism, racism, fatism 
and homophobia. Take care and 
be respectful with descriptors and 
terminology.

Ethics and social 
responsibility

Rangatiratanga (student agency 
or autonomy)

Manaakitanga (an ethic of care, 
kindness)

Rights:

 y students have a right to 
speak up

 y teachers have a right to be 
respected

 y both teachers and students 
have a responsibility to be 
kind and care for one another

Students feel safe to share their 
views if something seems unfair. 
Teachers encourage students to 
share their views if something seems 
unfair. The axiom of ‘having the 
courage of one’s convictions’ is a 
teaching and learning point.

Teachers model what they want. 

Teamwork and 
flexibility

Kotahitanga (collaboration, 
unity)

Being in the same (citizenship) 
canoe is the preferred reality:

 y teacher
 y student
 y faculty 

Kawa (protocol and etiquette) and 
tikanga (correct procedure) are co-
constructed, and upheld.

Ako (reciprocal teaching and 
learning) is applied.

Tuakana–teina (the more-able 
assisting the less-able) is evident.
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Whāinga  Ako  
(Citizenship  

Learning Goal)

Kaupapa  
(Ngā Hau e Whā focus)

Hei mahi  
(Action in Teachable Moment)

Negotiation skills Wānangatanga (debate, discuss 
multiple perspectives)

Exploring behaviours or attitudes 
associated with racism or 
differential treatment.

Resilience is contextually bound.

People are accepted for who they 
are.

Prior knowledge is valued.

Analytical thinking Manaakitanga (ethic of care)

Manaakitanga as an analytical 
lens to critique acts of:

 y racism
 y bullying
 y inequity/disproportionality
 y discrimination
 y conflict
 y othering

Empowering students to be able 
to challenge divisive acts when 
they arise through a conceptual 
and applied understanding of 
manaakitanga.

Teachers care about their students 
and get to know them as individuals 
– both socially and culturally.

Teachers care about their students 
and about their performance – both 
as citizens and as learners.

Reasoning and 
making good 
judgements

Ako (reciprocal learning)

Being grateful for what we, 
our students, our whānau and 
our communities bring to the 
table for us as providers and 
consumers of education to draw 
on.

Encourage critical discussions 
amongst students around the 
privilege of being a part of the 
tertiary sector and:

 y to explore how we can honour Te 
Tiriti o Waitangi;

 y to learn te reo Māori; and
 y to engage in Māori pedagogies 

and practices when appropriate 
(e.g., karakia, waiata).

Critical thinking and 
problem-solving 
skills

Oranga (health, well-being, life)

Different worldviews are 
incorporated under the following 
constructs:

 y relevance
 y balance of Power
 y scaffolding

Regularly set up learning experiences 
that enable students to think critically 
and take action (e.g., designing ways 
to improve the well-being of people 
and the environment).

Teachers have reviewed the 
curriculum to give consideration of 
how to include mātauranga Māori 
(Māori knowledge), within reason, into 
the learning and teaching process.
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Glossary 
(of te reo Māori terms and phrases used in the text)

akiaki .............................................. to urge, encourage
ako .................................................. reciprocal teaching and learning
ākonga ............................................ student
auaha ............................................... creative, innovative 
hākari .............................................. feasts
hapori .............................................. a community
hapū ................................................ kinship group, clan, tribe, subtribe
hongi ............................................... greet by pressing noses and sharing breath
hui ................................................... meeting or gathering
hui whakatika ................................. restorative meetings
iwi ................................................... extended kinship group, tribe, nation, people, nationality, race
kai ................................................... food
kaiako ............................................. teacher
kaikōhau ......................................... to murmur hopes or desires
kanohi ki te kanohi ........................ face to face
kanohi kitea .................................... the seen face
karakia ............................................ prayer, incantation or acknowledgement
kaupapa .......................................... topic, subject or reason
kāuta ............................................... kitchen
kawa ................................................ protocol, etiquette, customs
kete .................................................. basket
koha ................................................ gift or donation
kōrero .............................................. to talk (verb); conversation, discussion (noun)
kotahitanga ..................................... unity
mahi ................................................ work
mahi tahi ........................................ working together, collaboration, cooperation, teamwork
mana ............................................... prestige, authority, power, influence, status, charisma
manaakitanga ................................. an ethic of care, hospitality, kindness, generosity and support
manuhiri ......................................... visitors
marae .............................................. a traditional site or complex of buildings
mātauranga Māori .......................... Māori knowledge, Māori epistemology
mihi ................................................. to greet (verb); a greeting, tribute, an acknowledgement, a thank 

you (noun)
mihi whakatau ............................... a less formal Māori welcome
mihimihi ......................................... formatted or formulaic semi-formal greeting
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ngā rangatira o āpōpō .................... the leaders of tomorrow
oranga ............................................. health, well-being, life, living
pātai ................................................ question
pepeha ............................................. tribal saying or formulaic expression
poroporoaki .................................... traditional Māori farewell
pōwhiri ........................................... traditional Māori welcome
pūrākau .......................................... ancestral stories
rangatiratanga ................................ student agency and leadership
rūnanga ........................................... iwi authority
tamariki .......................................... children
tangata tiriti ................................... non-Māori
tangata whenua .............................. Māori
tauira ............................................... student
te ao Māori ...................................... the Māori dimension
te Tiriti o Waitangi......................... the Treaty of Waitangi
tiaki ................................................. to care for
tikanga ............................................ correct procedure
tuakana ........................................... elder sibling; in an educational context, a person with more skill 

or knowledge
tuakana–teina ................................. a teaching and learning concept: peer-to-peer, older-to-younger, 

younger-to-older, able-to-less-abled
tūāpapa ........................................... foundation or platform
tukutuku ......................................... ornamental latticework
tumuaki .......................................... principal, director
tūpuna ............................................. ancestors
waiata .............................................. song/s
wānanga ..........................................  a learning conversation, discussion, debate; or a learning space 

(physical or conceptual)
wawata ............................................ aspirations
whakapapa ...................................... genealogy and kinship
whakataukī ..................................... proverbial saying
whakatika ....................................... solution or preparation
whakawhanaungatanga ................. a process of establishing relations, making connections and 

relating well to others
whānau ........................................... the extended family, family group, a familiar term of address to 

a group of people
whānau whānui .............................. broader extended family
whanaungatanga ............................ relationships
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