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TĒNĀ, E TE RŌPŪ WHAKAMANA I TE TIRITI O WAITANGI:  

 

Ko Taranaki te maunga 

Ko Waitara te awa 

Ko Aotea te waka 

Ko Urenui me Owae ngā marae 

Ko Ngāti Mutunga, Te Ātiawa, Rangitāne ki Wairau, Ngāti Apa ki te 
Rā Tō ngā iwi 

Ko Heemi McDonald tōku ingoa 

Hei tīmatanga kōrero 

1. I provide this evidence in my capacity as: 

a) Chief Executive of Physical Education New Zealand | Te Ao 

Kori Aotearoa (“PENZ”); 

b) Presiding Member of the Rototuna High Schools Board; and 

c) Committee Member of He Rau Ringa (Joint Subject 

Associations of Aotearoa New Zealand).  

2. I have over 20 years’ experience in education, including as a teacher, 

deputy principal, and I am now Chief Executive of PENZ.  

3. Through these roles, I have direct experience in curriculum 

development and implementation, sector engagement, school 

governance, and working alongside Māori educators, whānau, and 

kaupapa Māori approaches. 

4. I hold the following qualifications:  

a) Bachelor of Laws (University of Waikato 2003-2008);  

b) Graduate Diploma Secondary School Teaching (University of 

Auckland 2010);  

c) Post Graduate Diploma in Education (University of Auckland 

2013); and  
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d) Master of Education (University of Waikato 2023).  

5. This evidence addresses the removal of section 127(1)(d) of the 

Education and Training Act 2020 and the revision of the New Zealand 

Physical Education curriculum, and the implications of these changes 

for ākonga Māori.   

Physical Education New Zealand  

6. PENZ is the national professional body representing and supporting 

physical educators across Aotearoa New Zealand.   

7. PENZ has a long-standing history within the education sector, with its 

origins dating back to 1937.  It was established following earlier local 

initiatives led by key figures in Aotearoa and initially operated as a 

professional body responsible for certifying physical educators at a 

time when no formal tertiary qualifications in physical education 

existed. 

8. Over time, this system was gradually superseded by formal 

qualifications offered by universities, teachers’ colleges, and other 

training institutions.  PENZ has since evolved into a national 

professional association.  Its core purpose has remained consistent: 

to advocate for high-quality physical education across Aotearoa, 

support educators, and contribute to positive outcomes for learners, 

including hauora encompassing their physical, social, emotional, and 

mental wellbeing.   

He Rau Ringa  

9. He Rau Ringa is a collective of subject associations working 

collaboratively to support their members and advocate for strong, 

credible education policy, curriculum, and assessment in Aotearoa 

New Zealand.1   

10. A subject association is a professional body that represents educators 

within a specific learning area and contributes subject-specific 

 
1 See: He Rau Ringa | Empower Education Now - Join the Movement. 

https://www.herauringa.org/
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expertise to curriculum, teaching, and policy discussions.  He Rau 

Ringa currently includes 18 signatory associations2  that have formally 

committed to participate in the collective, with a broader network of 

approximately 27 associations engaged in its work.  

11. He Rau Ringa was formed in late 2025 following the disestablishment 

of Teacher Development Aotearoa (“TDA”), which had previously 

provided a coordinated structure for engagement between the Ministry 

and the Networks of Expertise (“NEX”), with the majority of NEX being 

subject associations.  

12. Following the disestablishment of TDA, the coordinated structure that 

had previously supported engagement was removed, and cohesive 

engagement began to break down.  While the nature of engagement 

prior to this was already problematic and lacked cohesion, the removal 

of TDA significantly exacerbated these issues.   

13. What I have come to realise is that the Ministry tends to engage with 

subject associations in silos, rather than through a coordinated or 

collective approach.  In the absence of communication between 

associations, we are not aware of the level or nature of engagement 

each has with the Ministry, particularly in relation to the Curriculum 

Refresh.  The formation of He Rau Ringa enabled these experiences 

to be shared and compared, revealing a consistent pattern in the way 

engagement is undertaken, and a shared level of concern across the 

sector.   

 
2 Aotearoa Social Studies Educators' Network (ASSEN)  Te Kāhui Whakaako Tikanga-
ā-iwi o Aotearoa; Dance Subject Association New Zealand (DSANZ); Education 
Outdoors New Zealand (EONZ); Earth & Space Science Educators of New Zealand 
(ESSENZ) Ngā Kaiwhakaako Pūtaiao ā-Papa, ā-Rangi  o Aotearoa Manatōpū; 
Horticulture & Agriculture Teachers Association of New Zealand (HATA); The Home 
Economics & Technology Teachers’ Association of New Zealand (HETTANZ)  Te 
Roopu Whakaako Tiaki me te Hangarau o Aotearoa; Music Education New Zealand 
Aotearoa (MENZA)  Mātauranga a Pūoro o Aotearoa; National Association of Media 
Educators NZ; New Zealand Association of Classical Studies teachers (NZACT); New 
Zealand Association for Environmental Education (NZAEE); New Zealand Association of 
Language Teachers (NZALT)  Te Rōpū Kaiwhakaako Reo o Aotearoa; New Zealand 
Association of Science Educators (NZASE); New Zealand History Teachers' Association 
(NZHTA); Religious Studies Teachers' Association of Aotearoa New Zealand (RSTAANZ); 
Technology Education New Zealand (TENZ); Whakaari Aotearoa Drama New Zealand 
(WADNZ); and New Zealand Association for the Teaching of English  (NZATE)  Te Pouhere 
o Whakaako o Te Reo Pākehā o Aotearoa.  
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14. One of our first actions as a collective was to write to the Minister of 

Education outlining concerns regarding the curriculum development 

process, including issues relating to consultation, transparency, and 

consistency of engagement (letter attached as Appendix A).  

15. This letter raises significant concerns regarding the nature and quality 

of engagement between the Ministry of Education and subject 

associations during the curriculum development process.  In particular, 

it identifies a pattern of inconsistent and inequitable communication, 

where some associations were engaged early and meaningfully, while 

others received limited or last-minute notice, in some cases only 

shortly before public announcements were made.  He Rau Ringa 

described this as falling short of genuine consultation, characterising it 

instead as notification.  

16. More broadly, He Rau Ringa emphasised that the absence of 

coordinated and meaningful engagement undermines the ability of 

subject associations to contribute constructively to curriculum 

development. 

17. A further letter was sent by He Rau Ringa to the Minister on 4 

December 2025, following the earlier correspondence (attached as 

Appendix B).  This letter builds on and reiterates the concerns 

previously raised, indicating that those issues remained unresolved.  It 

reflects a continued and coordinated position across subject 

associations and demonstrates that these concerns were persistent 

and widely experienced across the sector. 

18. He Rau Ringa met with Ministry staff in late December 2025 to discuss 

some of the issues, particularly relating to the loss of TDA.  The 

Ministry has consistently expressed the importance of the relationships 

with subject associations and this was reiterated in this and 

subsequent meetings.  Some of the substantive concerns He Rau 

Ringa raised remain unresolved.  Some inroads have been made, with 

the Ministry establishing a formal line of engagement with subject 

associations through regular meetings.   
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19. In relation to the Ministry, a broader perspective of engagement may 

be useful.  In my view, the Ministry continues to struggle with subject 

association engagement in an equitable way.  Much of the nature of 

engagement is dependent on the Ministry’s priorities (e.g. The Maths 

and English Associations for reading, writing and maths), meaning that 

even though all curriculum subjects are being reviewed, not all are 

treated equitably.  While this may be necessary, the process continues 

to isolate and silo subject associations, with a lack of  transparency in 

decision making, confused processes, and an unreasonable pace of 

development.  The default remains a predisposition to isolating subject 

associations from one another. 

The importance of culturally responsive learning programmes  

20. Physical Education is one of the few learning areas where te Tiriti o 

Waitangi can be enacted in practical and visible ways.  In this context, 

te Tiriti is reflected not only in curriculum content, but in how learning 

is experienced, whose knowledge is valued, and how identity is 

recognised within teaching and learning environments.  This has a 

direct impact on how young people experience education. 

21. When Physical Education is delivered in a culturally responsive way, 

ākonga Māori are more likely to see themselves reflected in their 

learning.  This supports engagement, strengthens identity and 

belonging, and contributes to overall wellbeing.  These approaches 

also benefit all learners by supporting a broader understanding of 

movement as cultural, social, and relational. 

22. Where this is absent, learning can become disconnected from identity 

and place.  Engagement may reduce, and participation can shift from 

meaningful involvement to compliance, with negative implications for 

both learning and wellbeing. 

Removal of Māori knowledge and frameworks within the draft 
curriculum 

23. A central concern raised consistently through PENZ engagement is 

the positioning of knowledge.  The draft curriculum reflects a shift 
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toward more generic, Western-derived knowledge frameworks, 

presented as neutral and transferable. 

24. In Physical Education, this is particularly significant.  Historically, the 

learning area has enabled the inclusion of te ao Māori and mātauranga 

Māori, including through the holistic concept of hauora, which has 

been a foundational component of the curriculum for several decades. 

25. The draft refreshed Physical Education curriculum removes hauora 

from its core framework, representing a significant departure from the 

current curriculum where it has been a foundational concept.  While 

hauora may continue to be referenced in supporting materials,3 it is no 

longer embedded within the substantive content of the curriculum.  

This significantly reduces the presence and influence of Māori 

frameworks within Physical Education.  

26. PENZ publishes a professional practice journal, The Physical 

Educator.  A recent special edition (attached as Appendix C) includes 

contributions from Māori educators outlining their concerns regarding 

the draft curriculum, including the place of hauora and the broader 

positioning of Māori knowledge within Physical Education.  

27. I am also concerned about how the Health and Physical Education 

learning areas have been treated within the draft curriculum.  

Historically, these areas have been closely connected, reflecting an 

integrated understanding of wellbeing that recognises the relationship 

between physical movement, health, and engagement with the 

environment.  This approach has enabled teaching and learning that 

is holistic in nature, where physical activity is not considered in 

isolation, but as part of a broader understanding of hauora and overall 

wellbeing. 

28. In the current draft, Health and Physical Education are separated into 

discrete areas of knowledge, with less emphasis on their 

interconnection.  This approach risks narrowing how wellbeing and 

 
3 https://newzealandcurriculum.tahurangi.education.govt.nz/the-new-zealand-
curriculum---health-and-physical-education/5637209122.p.  

https://newzealandcurriculum.tahurangi.education.govt.nz/the-new-zealand-curriculum---health-and-physical-education/5637209122.p
https://newzealandcurriculum.tahurangi.education.govt.nz/the-new-zealand-curriculum---health-and-physical-education/5637209122.p
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physical education is understood and taught, and may limit the ability 

of educators to deliver learning that reflects the relational and 

interconnected nature of wellbeing, particularly as understood within 

te ao Māori. 

Inappropriate positioning of mātauranga Māori within the curriculum  

29. A further concern relates to how mātauranga Māori has been 

positioned within the draft curriculum.  The inclusion of mātauranga 

Māori is, in some instances, not well aligned with the structure or intent 

of the learning area, which creates uncertainty about how it should be 

understood and taught in practice. 

30. For example, the inclusion of specific practices such as kapa haka, 

mau rākau and ki-o-rahi within a nationally standardised curriculum 

raises questions about intent and implementation.  While such 

inclusion may appear to support Māori content, it does not in itself 

ensure that the associated knowledge systems, pūrakau, and local 

contexts are understood or appropriately reflected.  There is a risk that 

these practices are treated as discrete activities rather than 

expressions of broader knowledge systems grounded in whakapapa, 

place, and relationships. 

31. More broadly, there is a clear tension between the inclusion of 

mātauranga Māori and the move towards a standardised, nationally 

consistent curriculum.  In my view, mātauranga Māori is inherently 

contextual and relational, and does not easily align with a model that 

requires uniform delivery across all schools.   

32. What this creates, in practice, is a contradiction.  Mātauranga Māori is 

included in the draft, but without the conditions needed for it to be 

understood or applied in a meaningful way.  It gives the impression 

that content has been inserted without a clear or coherent framework, 

rather than being carefully integrated in a way that reflects the depth 

and context of mātauranga Māori.  It is almost as though someone has 

simply put some ideas into ChatGPT and then decided where to place 

mātauranga. 
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Te Marautanga  

33. I am aware of broader developments in curriculum design, including 

proposals to align Te Marautanga o Aotearoa and the New Zealand 

Curriculum more closely at senior levels.  As I understand it, this 

includes an approach whereby knowledge developed within the 

English-medium curriculum is translated into te reo Māori to then be 

inserted into Te Marautanga.   

34. I understand Pip talks about this in her evidence and the process of 

submitting an OIA request seeking more information and clarity.4    

35. My view on the matter is that translating knowledge into te reo Māori 

does not, in itself, ensure that the curriculum reflects mātauranga 

Māori or is grounded in te ao Māori.  There is a risk that Māori learners 

are instead being provided with translated versions of Western 

knowledge.  

Impact of the Curriculum Refresh  

36. The changes to the curriculum have created a high level of uncertainty 

across the education system.  For teachers, there is a lack of clarity 

about what is expected of them, how knowledge should be interpreted, 

and how the draft should be translated into meaningful learning.  This 

increases workload and reduces confidence in the direction of the 

curriculum.  

37. For schools and boards, this lack of clarity makes it more difficult to 

ensure coherence.  Where expectations are unclear or continue to 

shift, achieving consistency across departments, kura, and 

communities becomes more challenging.  It places increased 

responsibility on individual schools to interpret and implement the 

curriculum without sufficient guidance or support. 

38. For learners, the impact is more significant.  Where curriculum 

becomes more generic and less connected to identity, culture, and 

 
4 See: Wai 3553, ROI TBC, He Kōrero Taunaki a Philippa Tinning [24 o Poutūterangi 
2026], at [31]-[33].  
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place, learner engagement is reduced.  When learning is not reflective 

of who learners are and where they come from, it becomes harder for 

them to see themselves in their education.  This has implications for 

engagement, sense of belonging, and overall wellbeing. 

39. At a system level, the effect is increased variability.  Schools with 

strong leadership and existing capability may be able to continue 

delivering high-quality, culturally responsive programmes.  However, 

others may struggle to do so.  This inconsistency risks not only 

maintaining, but further widening existing inequities over time. 

Inadequate opportunity to provide feedback  

40. As Chief Executive of PENZ, I have led national engagement with the 

draft curriculum.  This has included: 

a) Coordinating sector feedback; 

b) Preparing submissions; 

c) Facilitating professional learning and discussion; and  

d) Working alongside other subject associations through He Rau 

Ringa. 

41. The process has been characterised by compressed timeframes, 

limited clarity about what is being consulted on, and a lack of 

transparency about how decisions are made.  For example, 

expressions of interest for different phases of curriculum development 

have been as short as eight days, and it is my understanding that 

consultation periods for the upcoming Phase 5 (senior curriculum for 

Years 11-13) will be as short as one month, with only a short period 

for feedback to be incorporated before the next stage proceeds. 

42. From both a PENZ and He Rau Ringa perspective, there is a strong 

sense that the process has been more about the appearance of 

consultation than authentic engagement.  While the narrative suggests 

that the sector is being heard and engaged, the experience of 
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educators is that key decisions often appear to be predetermined, with 

little visibility of how feedback influences outcomes. 

43. These timeframes do not allow for adequate engagement.  Kaiako 

need time to work through the detail, understand the implications for 

their teaching, consult with colleagues, whānau, and communities, and 

align changes with existing programmes and priorities.  That is not 

possible within the current timeframes, particularly alongside existing 

teaching and leadership responsibilities. 

44. What tends to happen in these conditions is surface-level 

engagement.  Schools respond to what they can, rather than what they 

should.  That limits the quality of feedback and undermines the integrity 

of the process.   

45. There is limited evidence that feedback from the sector is materially 

influencing the final curriculum.  Concerns have been raised directly 

with the Ministry, including requests to delay the release of draft 

material due to issues of quality and alignment, but these have not 

been reflected in subsequent decisions. 

46. It is these experiences that have contributed to a lack of trust and 

confidence in the Ministry’s processes for engagement.  While I 

acknowledge the efforts of individuals involved, I do not have 

confidence that the systems and processes currently in place enable 

genuine consultation or partnership with the sector. 

Networking Through Knowledge and alternative curriculum  

47. In response to these challenges, PENZ has delivered “Networking 

through Knowledge” seminars to support teachers to engage with the 

changes.  These have been delivered in our own time, without Ministry 

funding.  

48. The need for these seminars reflects the level of uncertainty across 

the sector, including confusion about expectations, limited guidance, 

and insufficient time for sense-making. 
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49. In addition to this, PENZ has begun developing an alternative 

curriculum framework.  This work has been undertaken due to a lack 

of confidence that the draft curriculum, in its current form, provides 

sufficient clarity, coherence, embedding of mātauranga Māori, and 

alignment with the needs of learners and educators in the Physical 

Education learning area.   

50. In my view, this should not be the role of a subject association.  PENZ 

is not responsible for developing or implementing the national 

curriculum, yet we find ourselves doing exactly that.  When I have 

raised this work with the Ministry, there has been resistance to 

describing it as an “alternative” curriculum, despite that being an 

accurate reflection of its purpose.  We are responding to situations 

where we are not confident with the curriculum in its current form, 

therefore we are trying to provide solutions because we are passionate 

about our jobs and the future of our ākonga.  

51. We are currently incorporating the final feedback from our subject 

association.  If it would assist the Tribunal, I am happy to provide this 

material once it is complete. 

The impact that section 127 had  

52. Prior to its removal, the requirement to give effect to Te Tiriti o Waitangi 

established a clear statutory expectation that schools and boards act 

in ways consistent with the principles of te Tiriti.  

53. In practice, this requirement: 

a) Informed governance decision-making and strategic priorities; 

b) Required meaningful engagement with mana whenua and 

Māori communities; 

c) Supported the inclusion of mātauranga Māori and te reo Māori 

in curriculum design; and  

d) Enabled leaders to prioritise culturally responsive and relational 

approaches to teaching and learning. 
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54. Importantly, section 127 provided both mandate and legitimacy.  It 

shifted te Tiriti from aspirational language to operational expectation.  

At a Board level, this meant that decisions were actively considered 

through a Tiriti lens, rather than treated as discretionary.   

55. As Presiding Member of the Rototuna High Schools Board, I have seen 

how this requirement translates into practice.  To provide context, our 

student population includes approximately 16% Māori students and 

84% non-Māori students.  Examples of how we give effect to te Tiriti 

include:  

a) Maintaining a close and ongoing relationship with Ngāti 

Wairere, where this partnership is reflected in the physical 

environment of the school.  Our learning spaces are named 

after significant people and places of Ngāti Wairere, and the 

design of buildings, colours, and landscaping incorporate 

narratives connected to mana whenua; 

b) At the junior level, we currently have two rumaki reo 

classrooms; 

c) The inclusion of te reo Māori as part of the curriculum, 

alongside kapa haka being delivered within the school day, 

reflecting a commitment to normalising Māori language and 

cultural practice within everyday learning; 

d) The development of targeted programmes such as Kōanga 

Rua, designed to support rangatahi Māori who are disengaged 

or at risk of disengaging, with a focus on retaining them within 

the school rather than transitioning them into alternative 

education; 

e) Active participation in iwi-led kaupapa, including attending and 

contributing to events such as poukai and supporting Ngāti 

Wairere in community initiatives, for example the kura 

participated in the haka pōwhiri alongside Ngāti Wairere for 

homegrown.  This all stems from the relational trust between 

the school and mana whenua; and 



13 
 

f) Ongoing co-design processes with Ngāti Wairere in strategic 

planning, ensuring that the aspirations of mana whenua inform 

the direction and operation of the school. 

56. In my view, these approaches were supported and reinforced by the 

statutory requirement to give effect to te Tiriti.  The removal of that 

requirement creates a different environment.  While some schools, 

including ours, will continue to prioritise te Tiriti, this will increasingly 

depend on the values and capabilities of individual leaders and boards, 

rather than a clear and consistent expectation across the system. 

57. In my view, this increases the risk of inconsistency across schools and 

creates space for te Tiriti to be deprioritised or treated as optional, 

rather than foundational to the education system. 

Concluding remarks  

58. Hopukina te hau, te koiri, te hou – Whakatipu, Whakatuarā, 

Whakanuia, Whakamaioha, Ei, ko te ao kori e.  Grasp the source, the 

sound, the movement – Expand it, Champion it, Celebrate it, Value it.  

Ei it is alive.  

59. For me, this whakataukī reflects what physical education is intended 

to be.  It is not static or generic.  It is grounded in people, place, and 

identity, and it requires space for movement, connection, and growth. 

60. In practice, this has created a disconnect.  The removal of clear Tiriti 

obligations, alongside a move toward more standardised and 

decontextualised approaches, reduces the ability for schools to 

respond to their communities in meaningful ways.  It also makes it 

more difficult to uphold approaches that are grounded in relationships, 

local context, and mātauranga Māori. 

61. Physical education, when done well, reflects identity, culture, and 

belonging.  When those elements are weakened or treated as optional, 

learning becomes less relevant and less engaging.  In my view, this 

has direct implications for learners, particularly ākonga Māori, whose 

experiences are more likely to be impacted by these shifts. 
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62. I believe that a pause is necessary to allow for meaningful re-

engagement with Māori and the sector.  Be clear about what is being 

proposed and why.  Allow time for genuine partnership and sense-

making. 

63. At the moment, the system is being asked to implement change that it 

has not had a meaningful opportunity to shape, and that creates risk 

at every level. 

 
I TĒNEI RĀ, te rā 24 o Poutūterangi 2026 
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	d) Working alongside other subject associations through He Rau Ringa.
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	49. In addition to this, PENZ has begun developing an alternative curriculum framework.  This work has been undertaken due to a lack of confidence that the draft curriculum, in its current form, provides sufficient clarity, coherence, embedding of māt...
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	The impact that section 127 had
	52. Prior to its removal, the requirement to give effect to Te Tiriti o Waitangi established a clear statutory expectation that schools and boards act in ways consistent with the principles of te Tiriti.
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	54. Importantly, section 127 provided both mandate and legitimacy.  It shifted te Tiriti from aspirational language to operational expectation.  At a Board level, this meant that decisions were actively considered through a Tiriti lens, rather than tr...
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	f) Ongoing co-design processes with Ngāti Wairere in strategic planning, ensuring that the aspirations of mana whenua inform the direction and operation of the school.

	56. In my view, these approaches were supported and reinforced by the statutory requirement to give effect to te Tiriti.  The removal of that requirement creates a different environment.  While some schools, including ours, will continue to prioritise...
	57. In my view, this increases the risk of inconsistency across schools and creates space for te Tiriti to be deprioritised or treated as optional, rather than foundational to the education system.
	Concluding remarks
	58. Hopukina te hau, te koiri, te hou – Whakatipu, Whakatuarā, Whakanuia, Whakamaioha, Ei, ko te ao kori e.  Grasp the source, the sound, the movement – Expand it, Champion it, Celebrate it, Value it.  Ei it is alive.
	59. For me, this whakataukī reflects what physical education is intended to be.  It is not static or generic.  It is grounded in people, place, and identity, and it requires space for movement, connection, and growth.
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	63. At the moment, the system is being asked to implement change that it has not had a meaningful opportunity to shape, and that creates risk at every level.



