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 RECOMMENDATIONS 

1. That the report be received. 
 
2. That PPTA Te Wehengarua should advocate for a pause on the Review of Achievement Standards, 

both in terms of the development and implementation, to allow for curriculum alignment.  
 
3. That PPTA Te Wehengarua advocates that the focus of the NCEA Review for the next few years be on 

Mana ōrite mō te mātauranga Māori, cultural responsiveness, literacy & numeracy and localised 
curriculum in the existing teaching, learning and assessment programmes.  
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1. INTRODUCTION 

1.1 Back in the pre-Covid times, a new government undertook a courageous programme of reform in 
education. Kōrero Mātauranga in May 2018 saw stakeholders across the motu come together to find 
consensus around what we wanted our education system to look like. 
 

1.2 The review of NCEA had already begun, with a legislative requirement that it should be underway by 
December 2018. Guiding PPTA Te Wehengarua’s work in this space was the final of Judie Alison’s 17 
papers on NCEA - NCEA Review 2018 – an opportunity for change.1 

 

1.3 At the 2017 conference it was agreed that PPTA Te Wehengarua’s input into the NCEA Review should be 
guided by the eight criteria for an educationally valid qualifications system that had been developed 
originally by the 1997 Qualifications Framework Inquiry, Te Tiro Hou. These eight criteria had been 
confirmed by annual conference in 1997 as being the basis for a qualifications system that could be 
endorsed by PPTA Te Wehengarua.  

 

1.4 By the time the NCEA change package was announced in May 2019, the governing principles of the 
review neatly matched those of PPTA Te Wehengarua. 

 

PPTA Te Wehengarua’s 8 criteria NCEA Review’s 5 principles 

Manageable Wellbeing 

Inclusive Equity & Inclusion 

Fair Credibility 

Clear 

Constructive 

Motivating 

Cumulative 

Pathways 

Coherent Coherence 

 

1.5 The change programme announced had 7 key system shifts identified2: 

1. Make NCEA more accessible– zero fees, fewer barriers for learners with disabilities and learning 
support needs. 

2. Equal status for Mātauranga Māori in NCEA - develop new ways to recognise mātauranga Māori, 
build teacher capability, and improve resourcing and support for Māori learners and te ao Māori 
pathways. 

3. Strengthen literacy and numeracy requirements and assessments - ensure students with an 
NCEA have functional literacy and numeracy skills that will ready them to transition into tertiary 
education or the workplace.  

4. Fewer, larger standards - new achievement standards and resources will be developed to replace 
existing standards and ensure the qualification achieved credentials the most significant learning 
in a learning area or subject. 

5. Simplify NCEA’s structure - credits can no longer be carried over to the next level and 

 

1 NCEA review 2018: an opportunity for change (ppta.org.nz) 
2 What is the NCEA Change Programme | NCEA (education.govt.nz) 

https://www.ppta.org.nz/publication-library/document/549
https://ncea.education.govt.nz/what-ncea-change-programme
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resubmissions will only be allowed where they take students from a ‘Not Achieved’ grade to an 
‘Achieved’ grade. Sixty credits are required to pass each NCEA level. 

6. Clearer pathways to further education and work - develop a Vocational Entrance Award to clearly 
signal when a student is ready to transition into higher level vocational education and strengthen 
vocational pathways through NCEA. 

7. Keep NCEA Level 1 optional  
 

1.6 Some of these changes, such as the removal of all NCEA fees including scholarship, were able to be 
implemented immediately. Others, such as the resubmission rule change, had a longer lead time. 

 
1.7 This paper provides an update on the NCEA Change Package, the Curriculum Refresh, incorporating the 

redesign of Te Marautanga o Aotearoa (TMoA), and the Reform of Vocational Education (RoVE) work 
programmes.  
 

1.8 It is no surprise that these work programmes represent some big shifts in content knowledge, 
pedagogical practice, and systems across all education sectors, with the secondary sector being 
particularly hard hit. The increase in workload across the sector as the development, consultation, and 
piloting ramp up, is significant.  

 
1.9 PPTA Te Wehengarua is on record supporting the changes in principle, as it looks forward to:  

• reduced workload over time for teachers and students;  

• more equitable access to learning opportunities;  

• more explicit honouring of Te Tiriti o Waitangi through Aotearoa New Zealand’s Histories curriculum; 
and,  

• a greater emphasis on mana ōrite mō te mātauranga Māori. 
 
1.10 PPTA Te Wehengarua considers that raising concerns about the impact of changes on unnecessary 

increases to workload for teachers or about anything that might challenge equitable outcomes for 
students is part of its business-as-usual approach when representatives of the Association front up on 
various Ministry of Education working groups and committees (see Appendix A.). However, it is now time 
to consider a firmer approach in advocating for a pause to the Review of Achievement Standards work in 
order to address our ongoing concerns.  

 
 
 
1.11 Navigating this paper 

The following sections provide detail of each of the major workstreams over the past 12 months 
giving importance to the enormity of the work being undertaken and providing a record for 
members. The rationale for advocating for a pause can be found in section 10. 

 
 

2. REPHASING ANNOUNCEMENTS 

2.1 It is fitting to note here that there have been several rephasing announcements that have relieved 
some of the pressure in the system.  

 
2.2 On 10 November 2021, the Minister of Education announced a ‘resetting’ or ‘rephasing’ for the New 

Zealand Curriculum (NZC) Refresh, Aotearoa New Zealand’s Histories, Te Takanga o Te Wā and the 
NCEA Change Programme to support the sector.3 This meant moving out the timeline for the 

 

3 https://www.beehive.govt.nz/release/schools-kura-and-early-learning-given-space-build-back-covid-19 

https://www.beehive.govt.nz/release/schools-kura-and-early-learning-given-space-build-back-covid-19
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implementation of the Review of Achievement Standards (Level 1 implementation moved to 2024) 
and the Curriculum Refresh (a stretching out of development and implementation timelines).  This 
was to acknowledge that:  

“during 2021, teachers, learners and communities…continued to manage their way through 
COVID-19 uncertainty and disruption, and their wellbeing is a key priority for government.  

The rephasing of the NCEA Change Programme ensures that our teachers, students, 
whānau and communities have the time they need to understand and be involved in the 
programme.” 4 

 
2.3 The delay to the implementation of the Aotearoa New Zealand Histories curriculum was to support 

schools and kura with an extra year to access the resources they needed and would have funding to 
involve iwi and hapū in developing region specific information. The new content would start being 
taught from 2023. 

 
2.4 There was no change to the redesign of Te Marautanga o Aotearoa as the phasing of learning areas 

will be aligned to the redesign process around the Te Tamaiti Hei Raukura conceptual framework. 
 
2.5 The timing of the implementation of the new literacy and numeracy/te reo matatini me te pāngarau 

co-requisites for NCEA have been a concern for PPTA Te Wehengarua for some time. We have been 
acutely aware of the importance of all teachers being able to support the development of literacy 
and numeracy skills of all students across all subjects and recognising that there are some significant 
system and pedagogical shifts needed, we have not been convinced that the sector would be ready 
by 2023. The announcement by Associate Education Minister Tinetti on 28th June 2022 that the 
mandatory implementation of the Literacy and Numeracy co-requisites for NCEA would be delayed 
until 20245, was received with great relief. In response to Minister Tinetti’s announcement, President 
Melanie Webber had this to say: “Secondary teachers support the new standards. They are a 
significant step towards ensuring rangatahi leave school equipped with basic literacy and numeracy 
skills. But they must be tested and evaluated adequately so they work. The new timeline is a great 
help in that regard.” 

 
2.6 PPTA Te Wehengarua takes the resetting of all timelines as wins, having advocated strongly for these 

decisions over a number of months. 
 
2.7 A summary of what the resets mean is provided in the tables that follow and useful links (including 

timelines) in Appendix B at the end of this document. 
 
  

 

4 https://www.nzqa.govt.nz/about-us/news/rephasing-of-the-ncea-change-programme/ 
5 Government listening to sector on NCEA | Beehive.govt.nz 

https://www.nzqa.govt.nz/about-us/news/rephasing-of-the-ncea-change-programme/
https://www.beehive.govt.nz/release/government-listening-sector-ncea
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2.8 What the rephasing means for the NCEA Review: 
 

 

 

2.9 What the rephasing means for the Curriculum Refresh: 
 

 

 

2.10 What about further resets or rephasing? 
 

2.10.1 At PPTA Te Wehengarua’s July 2022 Leadership Summit in Christchurch, it was heartening 
to hear Minister Hipkins acknowledge the time, energy and focus that all these changes will 
require.  He also commented that progressing the changes at speed over the past 2.5 years 
would have been irresponsible and could have pushed the sector to breaking point. He 
emphasised the need to be realistic in expectations, and that timelines may have to be 
pushed out again, stating that he “would rather do it right than do it in a hurry and get it 
wrong”.  He also committed to working with us, acknowledging that the sector has the 
knowledge and expertise to get it right and that the best outcomes won’t happen if the 
workforce kept being loaded up “when you are just struggling to keep your heads above 
the water”. This last comment was made in specific reference to the impact that the third 
year of the Covid-19 pandemic was having.   
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2.10.2 When asked what his top priorities would be if he were a principal heading into the second 
half of 2022, his response was that while different schools will be at different places e.g. 
with some schools just wanting to get on with the ANZH curriculum, the number one 
priority is to get (your)selves and students through the challenges ahead – as the second 
half of the year may be bumpier than the first and the change programme has to come 
second to all of that.  

 
2.10.3 PPTA Te Wehengarua needs to hold the Minister to these comments and it is for this 

reason that the recommendations in this paper are put forward for the consideration of the 
membership. 

 

 

3. NCEA REVIEW PROGRESS 

3.1 NCEA Level 2 and 3 subjects 
 

3.1.1 The final subject lists for NCEA Level 2 and 3 were released on 30 September 2021. Te 
Marautanga o Aotearoa has two new subjects: Te Reo Pākehā; Toi Whakairo. The following 
subjects are deferred for development at a later date: Hangaru Matihiko; Hākinakina; Mau 
Rākau; Raranga. For New Zealand Curriculum subjects, there is a net increase of six subjects 
to 56 (given the loss of Latin and the absorption of Generic Technology and Calculus into 
other subjects). 

 

• Changes include 
o Music split into two subjects 
o Agribusiness and Business Studies to become two separate subjects 
o Visual Art reduced to two subjects (from three) 

• New subjects 
o Mau Rākau; Outdoor Education; Whaiora; Gagana Tokelau; Vagahau Niue; 

Pacific Studies; Tourism; Computer Science; Agribusiness 
o Some subjects have also had name changes.  

 
3.2 Review of Achievement Standards 
 

3.2.1 The 2021 mini-pilots for NZC L1 were the test for the piloting process and many ‘piloteers’ 
were surprised by the depth of changes required to the teaching and learning programme 
(via the Learning Matrices) as well as the assessment programme. Teachers reported that 
students were more engaged with the learning and enjoyed the variation in the non-exam 
assessments.  There has been some concern that those students involved in 2021/2 mini-
pilots for Level 1 will not continue to benefit from ongoing improvements to their 
programmes once the mini-pilots are over. 

 
3.2.2 The 2021 Te Ao Haka mini-pilots included all three NCEA levels. Level 3 students were able 

to have their learning recognised for UE, and schools worked in clusters which supported 
the kaiako to develop their understanding of the teaching and assessment processes. The 
Ministry will be acting on feedback received to ensure that ākonga and whānau voice are 
better represented in future pilots as well as helping all stakeholders realise the potential 
of the skills gained from Te Ao Haka.  

 
3.2.3 Four NZC mini-pilots are occurring in 2022 for L1: NZC subjects; Te Marautanga o Aotearoa 

(TMoA) subjects; Te Ao Haka; and Literacy and Numeracy/Te Reo Matatini me te Pāngarau. 
More than 360 schools are taking part. The Ministry of Education has reported to us that 
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the mini-pilots in schools are going well and schools feel well-supported (via online portal 
Te Aka).  This is similar to what we've been hearing.    

• PPTA Te Wehengarua has asked the Ministry to: 

i) update the sector on mini-pilot findings as they go and  

ii) keep a close eye on the expectations of increases to teacher workload. 

• PPTA Te Wehengarua is keen to ensure that the Ministry of Education sticks to its word 
that the out-of-synch development of the Learning Areas (under the Curriculum 
Refresh) does not create major issues for the senior levels of the curriculum where it is 
likely the Learning Matrices (from the Review of Achievement Standards) will become 
the default curriculum at Years 11, 12 and 13.  

• PPTA Te Wehengarua would like to hear from members involved in mini-pilots 
particularly in TMoA, given the number of kura that have withdrawn from the pilots in 
early 2022 and the extra pressure that has been on Kaiako Māori. 

 
3.3 NCEA Level 2 development  
 

3.3.1 There will be 67 subjects being developed at NCEA Level 2 with 11 from Te Marautanga o 
Aotearoa (TMoA) and 56 from the New Zealand Curriculum (NZC). 

 
3.3.2 The first group of NZC subjects is well underway with much of the material to be made 

available at the TOD 6 in August 2022. The second group started mid-year and the final 
group of subjects is yet to begin. PPTA Te Wehengarua is concerned that those subjects 
due to begin later in the year (including those that don’t have a presence at level 1) won’t 
have sufficient development time and opportunity to engage with the sector before mini-
pilots are run in 2023.  

 
3.3.3 The development of the new kaupapa ako Māori subjects follows a longer delivery timeline 

to allow sufficient time to work closely with experts and kura. 
 
3.3.4 Mini-pilots of all TMoA NCEA Level 2 Wāhanga Ako and NCEA Level 2 Te reo Māori will be 

conducted in 2023.  In 2024, full pilots of all TMoA NCEA Level 2 Wāhanga Ako and all NZC 
NCEA Level 2 subjects will be conducted ahead of the implementation of all NCEA Level 2 
Wāhanga Ako and NZC subjects in 2025. 

 
3.3.5 See Appendix B for a link to the list of subjects being developed at Level 2 for both TMoA 

and NZC. 
 
3.4 NCEA Literacy (reading and writing) and Numeracy co-requisites 
 

3.4.1 Mini-pilot schools have reported a range of concerns from the logistics (enrolling SAC 
students in paper version, ensuring all laptops are charged, allowing sufficient time for the 
assessments) to the technical (on screen short cuts, barely visible dropdown menus) and 
inability to support learners’ next steps as the piloteers haven’t received individual student 
work back from the assessments. In the TMOA space, there has been a cluster-based 
approach to the mini-pilot process and there have been opportunities to incorporate texts 
from local iwi with the portfolio assessment option for Te Reo Matatini.   

 

3.4.2 While we welcome the pedagogy guides that are available in some subjects to support 
teaching and learning there would need to be more available prior to these standards 
becoming mandatory. In addition, many of the Common Assessment Activities across the 
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mini-pilots contain redacted material adding to concerns about insufficient support for 
quality delivery of these standards. 

 
3.4.3 More than 360 schools took part in the pilot which focused on literacy and numeracy as a 

co-requisite to NCEA.  But two-thirds of New Zealand students failed the test, with the pass 
rates for writing only at 34.5 percent, and reading at 66.9 percent.6 

 
3.4.4 PPTA Te Wehengarua does recognise that the mini-pilots were more about testing the 

method and looks forward to the results of the first main pilot for 2022 - due at the end of 
August. 

 
3.5 Accord Teacher Only Days 
 

3.5.1 Phase two materials were the subject of the third TOD in August 2021 and the local 
curriculum the focus of the fourth day in November/December 2021. Due to pressures 
from lockdowns and the end-of-year, members report great variation in not only the focus 
of these days but also in the way staff engaged e.g. some schools sent staff in smaller 
subjects to meet with others from neighbouring schools on different days.  The Ministry 
have allowed for more flexibility in the timing of the final four days (all to be held in 2022).  

 
3.5.2 Schools and wharekura can choose the focus/topics of each day to best suit local 

circumstances. All resources will be made available on the Ministry of Education’s Learning 
Management System.  

 
3.5.3 Schools can also choose the dates when they will hold their four Teacher-Only Days. 

However, the chosen dates must fall within each of these two-week windows:  

TOD 5: May 9 to 20 

TOD 6: August 15 to 26 

TODs 7 and 8: November 21 to December 2 (MoE, NCEA website) 
 

3.5.4 Schools across regions have been encouraged to co-ordinate with each other as they need 
to, although there has been variability in experiences between regions. 

 
 
 

4. CURRICULUM REFRESH PROGRESS 

4.1 This work is progressing in leaps and bounds and PPTA Te Wehengarua now has better 
representation at the highest level on the Curriculum Advisory Group (CAG) through an SPC member, 
after pressure from the President, SPC and SPANZ.  In addition, another SPC member represents 
PPTA Te Wehengarua on Pou Arataki. This group’s main purpose is to develop the content that 
provides clear guidance to schools and kura on how to bring to life the national curriculum within 
unique local community contexts.  

 
4.2 While aspects (such as making the links to biculturalism, inclusion and Te Tiriti more explicit) have 

been a key focus of recent work alongside finalising the vision for young people (to ensure all 

 

6 https://www.newshub.co.nz/home/new-zealand/2022/07/experts-say-nz-children-are-facing-school-postcode-

lottery-neurodivergent-kids-at-most-risk-after-shocking-ncea-pilot-results.html 
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students can see themselves in the curriculum), the main update in this space is the implementation 
of the Te Takanga o Te Wā in Te Marautanga o Aotearoa and Aotearoa New Zealand’s Histories 
(ANZH) in the NZC.    

  
4.3 The final content for ANZH was released in March 2022 and is available for use in schools that are 

ready to do so, with all schools expected to be planning for implementation from term 1, 2023.  
Under the solid guidance of Graeme Ball (NZ History Teachers’ Association, seconded to lead the 
implementation of ANZH), teachers will have many opportunities to engage with the big ideas and 
content of this new subject.  One of the critical aspects of both Te Takanga o Te Wā and Aotearoa 
New Zealand’s Histories is marau ā-kura (local curriculum) and how to: 

 
interpret and present Te Marautanga o Aotearoa and The New Zealand Curriculum to 
ākonga in kura and schools, making it relevant to their current and future lives – their 
strengths, aspirations and needs. Kura and schools shape their marau ā-kura and local 
curriculum by collaborating with ākonga, parents, whānau, hapū, iwi and their wider 
community. The purpose of the marau ā-kura | local curriculum is to be explicit and 
intentional in delivering teaching and learning to meet the needs and aspirations of ākonga 
and their whānau. 
 

4.4 At the 2022 PPTA Te Wehengarua Subject Associations’ Forum, attendees were reminded that the 
structure of the ANZH curriculum would be adopted as each of the learning areas is ‘refreshed’ with 
the UNDERSTAND (big ideas) - KNOW (context -national and local) – DO (practise, how your discipline 
functions) model being the same across all learning areas.  PPTA Te Wehengarua heard again the 
concerns of the sector that this is not a straightforward ‘refresh’ and it was noted that the Ministry of 
Education do recognise the value of seconding teachers (like Graeme) to support the development 
and implementation of all learning areas. 

 
4.5 In relation to the importance of the ANZH and embedding mana ōrite mo te mātauranga Māori in all 

curricula, PPTA Te Wehengarua also noted the following: 

• Recruiting and retaining kaiako Māori is critical. Māori-specific performing arts and other 
developments, while exciting, are pulling kaiako Māori in many directions; 

• The complexity of being a national organisation (subject association) supporting mahi at 
local/iwi level. MoE advice is to work through the regional offices and schools can also try 
working within their Kahui Ako. 

• Reciprocal approach very important in the journey; and 

• Many (but not all) iwi have education-related strategic plans. 
 

5. REFORM OF VOCATIONAL EDUCATION (ROVE) AND THE VOCATIONAL 

ENTRANCE AWARD 

5.1 The Reform of Vocational Education’s overarching aim is to strengthen pathways through secondary 
school and NCEA to higher-level vocational education and training (VET), including in the workplace. 
RoVE is well underway with the Workplace Development Councils (WDCs) and Te Pūkenga now 
operating but will take some years to come into full effect. PPTA Te Wehengarua supports the seven 
key changes in principle and is well represented in the three sector groups:  the ongoing Pathways 
Advisory Group as well as two newly formed groups: Māori Pathways Advisory Group (MPAG) and 
the skill standards and ‘national curricula’ sector working group. 

 
5.2 NZQA is working with the recently formed Workplace Development Councils to co-design the process 

for the skill standards and ‘national curricula. The sector working group mentioned above is 
developing skill standards and ‘national curricula examples, a skill standard and ‘national curriculum’ 
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template, and giving input to guidance for the development, approval, delivery and quality 
assurance. Specialist teams have been established by each WDC to stress test the working principles 
and skill standard components by developing worked skill standard examples. The sector working 
group have also started kōrero around the opportunities ‘national curriculum’ could provide to 
learners, industry and providers. The development of skill standard and ‘national curriculum’ 
proposals is expected to be completed at the end of June.  

 
5.3 Our key consideration, as always, is how the changes will be impacting on schools, teachers and of 

course ākonga.   There are numerous moving parts with changes to names, roles, functions and 
relationships; it’s a lot to get your head around. PPTA has asked for sector-facing, overarching 
timelines and simplified messages to support members in navigating yet another massive overhaul to 
a critical part of the education system.  

 
5.4 In brief, some of the challenges noted to date are: 

• by December 2022, all Transitional Industry Training Organisations (TITOs) will have transferred 
their arranging training functions to other providers such as Te Pūkenga, private training 
establishments (PTEs), and wānanga. Over time, schools will need to form relationships with 
these new bodies. 

• The improved vocational education and training provision will include both skill standards and 
national curricula standards that will require some challenges for timetabling. 

• There are still perceptions that VET learning is not as important as traditional or academic 
pathways. 

• Current arrangements are not fit for purpose in Māori medium settings 

• Keeping pathways open for students for as long as possible before specialising is a difficult 
balance and needs to be highly individualised – such flexibility doesn’t exist in the system at the 
moment. 

• Timelines for the RAS development and development of skill standards and national curricula 
are different. The introduction of a Vocational Entrance Award will need careful mapping with 
existing subjects and the work of the RAS (e.g. with tourism) as will consideration for impact on 
hybrid courses. 
 

• Ministry plan to finalise the high-level design of a VE Award by mid-2022.  They will then move 
into the detailed design phase, including preparing for some prototyping of the Award from 
2023 with a small number of WDCs, schools and kura. The ongoing concern from PPTA Te 
Wehengarua is why the award is being designed without the standards being ready. 

 

5.5 In the meantime, both the Teacher Education Commission and NZQA websites do provide the in-
depth detail of what is happening.  Those with the time and fortitude can also sign up to 
newsletters.7   

 
 

6. PPTA TE WEHENGARUA MEMBER VOICE 

6.1 The 2021 PPTA Te Wehengarua’s member survey yielded responses from some 734 members across 
all questions (a response rate of 18%).  The responses to the questions about the NCEA Review and 
Curriculum Refresh are interesting to note here: 

 

7 RoVE News | Tertiary Education Commission (tec.govt.nz) 

https://www.tec.govt.nz/rove/rove-news/
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• a third of members saw no long-term workload reduction in the NCEA changes although the 
fewer, larger standards and simplification of the structure were each seen by a third of 
members (not necessarily the same third) offering an opportunity for workload reduction 
longer term. 

• when responding to the question of supports needed for the implementation of NCEA changes, 
a majority of members identified more and better exemplars, subject-specific regional teacher 
only days and more non-contact time. 

• members were less familiar with the intended changes from the Curriculum Refresh 

• with regard to the confidence of members to integrate Aotearoa New Zealand’s Histories into 
their subject, a quarter of members thought it did not apply to them or their subjects (which 
will include senior leaders and others without a specific subject); and a little over half of the 
rest have some confidence. 

• in order to assist with implementing the Curriculum Refresh, access to exemplars was the main 
support members were requesting although about half identified timetabled PLD, more non-
contact time and access to external expertise as also being important. 

 
 

7. OTHER THINGS WE ARE KEEPING AN EYE ON 

7.1 Since 2016, NZQA has maintained a ‘Digital First’ approach to assessment.  NZQA has been steadily 
moving more of its assessment practices to a digital environment with digital trials, pilots, practice 
assessments, submissions and marking. NCEA external digital assessments have increased from 21 to 
25 subjects offered over Levels 1 to 3.  

• In 2021, 75% of students surveyed reported that doing their practice exams digitally was a 
positive experience. 

• In 2022 digital practice exams (content provided by subject associations) will be offered in 11 
subjects at Levels 1 to 3. 

• In the NCEA Review pilots Te Ao Haka is leading the way with all of its external assessments 
being digitally assessed in 2021.  

• PPTA Te Wehengarua notes, as a result of the increase in digital assessments, that there is a 
huge amount of pressure on schools to manage not only the IT but also the venues and staffing 
to administer these assessments. 
 

7.2 PPTA Te Wehengarua is keen to ensure that students are not disadvantaged by this move to digital 
assessment and that the principle of authenticity of the evidence-gathering method is maintained. 

• The impacts of Covid on teaching, learning and assessment. We have heard that members’ 
schools have employed a range of strategies to ‘get ahead’ of any possible disruptions early in 
2022 such as 

o reducing the number of internal assessments offered across subjects  

o moving assessment dates as appropriate to support students to achieve credits earlier 
in the year 
 

7.3 NZQA has provided Principal Nominees with a refreshed Pukapuka Aratohu | Handbook Assessment 
in Uncertain Times to support some of these decisions. 

• At the regular meetings of Secondary Qualifications Advisory Group, attendees are updated on 
a number of work programmes from across NZQA and the Ministry including how NCEA results 
fare in light of the UEGs; the NCEA change package and the Review of Achievement Standards; 



13 
 

NCEA implementation readiness (from 2021 pilots in four subjects).  From the attendees we 
heard that: 

o Some learners at Year 12/13 are not returning despite the UEG results – many in 
employment – supporting families (particularly in Northland). 

o Staff absences mean plenty of rostering year levels home -this experience varied across 
the motu. 

o Inequities remain for some – devices everywhere but lagging internet and/or lack of 
space at home mean many students still struggle when not face to face at school. 

o ‘Hybrid’ teaching/learning not well understood – need clear message that it’s NOT 
about teaching face-to-face AND online synchronously 

o Increasing pressure on Principal Nominees. 
 
 

8. ACKNOWLEDGING THE TENSIONS 

8.1 When representing PPTA Te Wehengarua, members and staff are often faced with a range of 
tensions that cover both personal and professional spaces. Representatives will take to the meetings 
their own views on education, biases and interpretations of the world, the experiences of their own 
school settings as well as a degree of understanding about where the Association sits regarding a 
particular issue under scrutiny.  

 
8.2 As mentioned earlier, PPTA Te Wehengarua currently has representatives involved in a number of 

groups to support the development of the Curriculum Refresh, the NCEA Change package and the 
Reform of Vocational Education.  Some of the professional tensions that arise in these meetings 
include:   

• how to represent the diverse nature of the teaching population and promote teacher agency. 
For example, with the more deliberate incorporation of teaching of Mātauranga Māori 
knowledge across all levels of teaching, learning and assessment programmes, and the 
implementation of Aotearoa New Zealand’s Histories (ANZH) curriculum: 

o the range of experiences, knowledge, and views that the wider membership will bring 
along with the range of professional development needs that will therefore need to be 
addressed; 

o the need to whakamana the knowledge and expertise of Kaiako Māori while at the 
same time protecting them from unrealistic expectations of colleagues and schools; 

• how to acknowledge the need for some centralised decision-making (that include resources 
and PLD) vs the desire to have unique local solutions to curriculum implementation and PLD; 

• how to respect the autonomy of schools while enabling teacher agency;  

• how to support the need for continuous improvement in teaching, learning and assessment 
programmes, while being firm about the impact on teacher workload of too many changes 
happening at once; and 

• how to navigate some of the design, pedagogical, and content debates. For example: 

o the Understand-Know-Do model of the ANZH curriculum that might work for some 
subjects but might not work for learning areas that come later in the development 
work; 

o the lack of clarity around how ANZH fits with the current core subject of senior Social 
Sciences; 
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o the decision about whether ANZH should sit under social sciences learning area or be 
woven through all learning areas/ subjects; 

o the potential (not yet researched) benefits for some cross-curricular collaborations 
with the new ‘Understand/Know/Do’ model while acknowledging the risk of 
superficiality for the sake of output creation; 

o the inevitable changes (or alignments) that will need to be made because the changes 
associated with the NCEA Change Package have taken place before the Curriculum 
Refresh work; 

o the discrepancies and potential mismatch between the Big Ideas of the Curriculum 
Refresh work and Significant Ideas underpinning the Review of Achievement Standards 
(RAS-NCEA) – the latter becoming the default curriculum for the senior levels of the 
curriculum, due to the fact that the Curriculum Refresh is stopping at Year 10; 

 
8.3 This is not an exclusive list of the mahi our representatives are involved in, and the tensions that are 

being navigated; nor does this paper come close to giving all the detail of all the developments that 
are happening with the redesign of Te Marautanga o Aotearoa, the Refresh of the New Zealand 
Curriculum, the NCEA Change Package, and the Reform of Vocational Education. However, it does 
highlight some of the heavy lifting that is being done on behalf of the Association currently. 

 

 

9. CHANGES WITHIN THE MINISTRY OF EDUCATION AND MINISTERIAL 

RESPONSIBILITIES 

9.1 Te Tāhuhu o te Mātauranga (The Ministry of Education) announced its new structure in 2021 along 
with an overview of its design8. Te Mahau is the new name for what was previously called the 
Education Service Agency, underwhich sits the Curriculum Centre or Te Poutāhū. Over time, 
according to the first issue of their newsletter9, Te Poutāhū is the centre from which schools can 
expect to receive much of their support at a local level, including an alignment of the Curriculum 
refresh, the redesign of TMoA and the NCEA change programme -. 

 
9.2 Another change we saw in mid-June 2022 was the expansion of Jan Tinetti’s Associate Minister of 

Education role to include School Operations encompassing Te Mahau and curriculum issues (NCEA 
change programme, the curriculum refresh and literacy and numeracy). Having a former principal 
(albeit a primary one) in the hot seat offers us increased opportunities for connection with the 
Minister’s Office although Minister Tinetti had already reached out to our members through the first 
of what will be ongoing webinars (May 17th, 2022) and a meeting with two Northland Regional 
Chairs. 

 
 

10. ADVOCATING FOR A PAUSE OF THE REVIEW OF ACHIEVEMENT 

STANDARDS 

10.1 This paper recommends that PPTA advocate for a pause on the Review of Achievement Standards, 
both in terms of the development and implementation, to allow for curriculum alignment.   

  

 

8 Establishing Te Mahau within Te Tāhuhu o te Mātauranga | The Ministry of Education 
9 Te Poutāhū | Curriculum Centre Update | Issue 1 | Education Bulletins 

https://www.education.govt.nz/assets/Future-education-/Decision-Summary-A3-Establishing-Te-Mahau-within-Te-Tahuhu-o-te-Matauranga.pdf#:~:text=Te%20Pout%C4%81h%C5%ABwill%20be%20the%20name%20that%20we%20will,tied%20directly%20to%20the%20structure%20of%20our%20whare.
https://bulletins.education.govt.nz/bulletin/te-pout%C4%81h%C5%AB/issue/issue-1/date/2022-07-07#welcome-to-the-te-pout%C4%81h%C5%AB-|-curriculum-centre-update
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10.2  The RAS or Review of Achievement Standards began as scheduled in 2019, with the focus on shift 3 
(fewer, larger standards).  This piece of work was considerably bigger than the realignment that had 
occurred following the introduction of the new curriculum in 2007.  The work began with an exercise 
within the Ministry that picked out the ‘key learning’ in each subject area, then had the Subject 
Expert Groups (SEGs) map the assessment backwards.  

 
10.3 Even in the early days of the SEGs, there were concerns with this process. Not helping was the 

increasing sense that the new standards were being looked upon as a lever that would achieve shifts 
across the system.  

 
10.4 Mana ōrite mo te mātauranga Māori is being ‘baked in’ to standards, and therefore needing to be 

visible in teaching and learning programmes, however not all schools are at the same position in their 
journey.  Teachers and schools need time to build on iwi, hapū, whānau relationships, to grow in 
their knowledge of and to incorporate te ao Māori respectfully, and appropriately, into teaching, 
learning and assessment programmes. 

 
10.5 Meanwhile, what had started as an investigation into Curriculum, Progress and Achievement had 

veered considerably from the initial suggestions of the Ministerial Advisory Group and what had 
been described as a Curriculum Refresh was looking increasingly like a Curriculum Rebuild. Those 
who had been here before sounded the alarm bells about the potential difficulties of a curriculum 
change happening after an assessment system change. The fear was that we could end up in a space 
where, once again, the standards became the curriculum by default in senior secondary. Messages 
seeping out of the Ministry about ‘curriculum stopping at year 10’ didn’t help ease concerns.  

 
10.6 At the same time, what had always been a huge ask of the sector was being increasingly disrupted by 

Covid. SEGs were forced to delay and shift online. As mentioned earlier, after extensive lobbying in 
2021, the review timeline was pushed back so that the new standards for NCEA Level 1 would be in 
place from 2024 rather than 2023. Further  lobbying this year saw the literacy and numeracy 
co-requisites moved to align with the other standard changes.  

 
10.7 As we have progressed through 2022, it has become increasingly evident that these delays may not 

be enough to keep the sector afloat in what is a tsunami of change. At the most recent Secondary 
Principal’s Council hui a whiteboard exercise, seeking to prioritise areas of focus for schools, 
identified 31 separate pressures on school leaders.  

 
10.8 Meanwhile, the stresses of living in an increasingly uncertain world are having an impact  on our 

ability to make good decisions and find creative solutions. All of these things can appear equally 
important, but we must focus in on what will make the most difference to students.  

 
10.9 With the additional weight of Covid, we must be judicious about what our energy is spent on rather 

than trying to do everything all at once. This pandemic is not yet over, and Peter Gluckman’s recent 
report Unprecedented & Unfinished: COVID-19 and Implications for   

National and Global Policy takes a 5 year lens.  
 

10.10 Developing a new assessment system in the midst of a global pandemic is not going to  
 provide us with the best outcomes. This doesn’t mean that the NCEA review is for naught  though. All 
bar one of the shifts identified can continue without the RAS. 
 

1. Make NCEA more accessible 
We have already removed all NCEA fees including scholarship fees. The application process for 
SAC has been simplified. New standards will be written to be more inclusive from the start, but 
some small modifications to existing standards could address this now. 

 
2. Equal status for Mātauranga Māori in NCEA 
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One of the greatest outcomes of the NCEA review has been the creation of new subjects such 
as Te Ao Haka. Development of these subjects with the assessment and learning guides for 
Māori education should continue. These can continue to act as pilot models for the rest of the 
system. 

 
While in our ideal final system te ao Māori and mātauranga Māori will be built into many more 
achievement standards, NCEA is flexible enough to allow their inclusion in the existing system, 
and certainly to begin to be better incorporated into the teaching and learning programmes as 
confidence grows in how this might be realised in all classrooms. 
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3. Strengthen literacy and numeracy requirements and assessments 
Development of the co-requisites can and should continue as a key focus. Achieving 20 credits 
in these will resolve the issue of ‘carry over’ credits.  

 
4. Fewer, larger standards 

Cannot occur. 
 
5. Simplify NCEA’s structure 

Making NCEA 60 credits at all three levels with the literacy and numeracy credits as a co-
requisite removes the confusion over the 20 credits able to be carried over from a lower level. 

 
Clear guidance, as to how many credits a student should enter each year, can be given without 
waiting for the RAS which will effectively force this change. 
 
The resubmission rule has already been changed. 
 

6. Clearer pathways to further education and work 
The development of a new vocational entrance award is constrained by the timelines of the 
Reform of Vocational Education, and the mahi being done by the Workforce Development 
Councils and their skill standards. While clearer pathways are required, it is  difficult to create a 
pathway where you are uncertain what the destination looks like. 
 

7. Keep NCEA Level 1 optional  
This is already happening with many schools dropping Level 1 assessments. 

 
10.11  This is not a paper advocating for a halt to all change in the system. We know we need change in 

order to be able to support the young people we have in front of us. Many of our members are 
excited about the change coming, but there are equally many who are not ready for it. By delaying 
the RAS and concentrating focus on the development of teacher capacity around literacy & 
numeracy, cultural responsiveness, localised curriculum and te ao Māori we might be able to 
navigate our way through this storm without the boat sinking beneath us.   
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APPENDICES 

A.  PPTA Representation 
 

• Curriculum Advisory Group (CAG): SPC member 

• Pou Arataki: SPC member 

• Curriculum Voices Group (CVG): Four representatives (Two from Exec, one from SPC, one Advisory 
Officer). 

• Accord sub-group -Teacher Only Day: Three representatives (one from Exec, one from SPC, one 
Advisory Officer). 

• Pathways Advisory Group (PAG): Two representatives (one from Exec, one Advisory Officer). 

• Māori Pathways Advisory Group (MPAG): Two Advisory Officers. 

• Skill standards and ‘national curricula’ sector working group. One member representative 

• Secondary Qualifications Advisory Group (SQAG): Three representatives (one from Exec, one from 
SPC, one Advisory Officer). 

 

 

B.  Useful links 
 
Curriculum Refresh: https://www.education.govt.nz/our-work/changes-in-education/curriculum-and-
assessment-changes/new-zealand-curriculum/ 

 
NCEA Review: Rephasing information 10 November, 2021 

https://www.nzqa.govt.nz/about-us/news/rephasing-of-the-ncea-change-programme/ 

  
Level 2 Development subjects 

https://ncea.education.govt.nz/ncea-level-2-development 

 
BOTH Curriculum and NCEA infographics/timelines 

Curriculum and assessment changes – Education in New Zealand  

 
Te Takanga o Te Wā and Aotearoa New Zealand’s Histories  

https://www.education.govt.nz/our-work/changes-in-education/aotearoa-new-zealands-histories-and-te-
takanga-o-te-wa/ 

 
Accord Teacher Only Days: https://ncea.education.govt.nz/teacher-only-days 

 
Pilots: https://ncea.education.govt.nz/ncea-pilots 

 
  

https://www.education.govt.nz/our-work/changes-in-education/curriculum-and-assessment-changes/new-zealand-curriculum/
https://www.education.govt.nz/our-work/changes-in-education/curriculum-and-assessment-changes/new-zealand-curriculum/
https://www.nzqa.govt.nz/about-us/news/rephasing-of-the-ncea-change-programme/
https://www.nzqa.govt.nz/about-us/news/rephasing-of-the-ncea-change-programme/
https://www.nzqa.govt.nz/about-us/news/rephasing-of-the-ncea-change-programme/
https://ncea.education.govt.nz/ncea-level-2-development
https://www.education.govt.nz/our-work/changes-in-education/curriculum-and-assessment-changes/
https://www.education.govt.nz/our-work/changes-in-education/aotearoa-new-zealands-histories-and-te-takanga-o-te-wa/
https://www.education.govt.nz/our-work/changes-in-education/aotearoa-new-zealands-histories-and-te-takanga-o-te-wa/
https://ncea.education.govt.nz/teacher-only-days
https://ncea.education.govt.nz/ncea-pilots


19 
 

PPTA Te Wehengarua (have your say) 

https://www.ppta.org.nz/advice-and-issues/new-page-2/ 

 
Literacy and Numeracy 

https://ncea.education.govt.nz/literacy-and-numeracy/literacy/learning 

https://ncea.education.govt.nz/literacy-and-numeracy/numeracy/learning 

 
Pedagogy Guides: 
https://ncea.education.govt.nz/literacy-pedagogy-guides-lpgs  

https://ncea.education.govt.nz/numeracy-pedagogy-guides-npgs  

 
Transitions of Industry Training Organisations  
https://www.tec.govt.nz/rove/wdcs-and-ito-transitions/ 

 
Skill Standards and ‘National Curriculum’ design process 
SSandNC-codesign-engagement-plan-and-work-programme.pdf (nzqa.govt.nz) 

 
Curriculum Leads: 

https://www.education.govt.nz/our-work/overall-strategies-and-policies/wellbeing-in-education/curriculum-
leads-wellbeing/meet-the-curriculum-leads/#sh-Aotearoa%20NZ%20histories 

 

 

https://www.ppta.org.nz/advice-and-issues/new-page-2/
https://ncea.education.govt.nz/literacy-and-numeracy/literacy/learning
https://ncea.education.govt.nz/literacy-and-numeracy/numeracy/learning
https://ncea.education.govt.nz/literacy-pedagogy-guides-lpgs
https://ncea.education.govt.nz/numeracy-pedagogy-guides-npgs
https://www.tec.govt.nz/rove/wdcs-and-ito-transitions/
https://www.nzqa.govt.nz/assets/Providers-and-partners/RoVE/SSandNC-codesign-engagement-plan-and-work-programme.pdf
https://www.education.govt.nz/our-work/overall-strategies-and-policies/wellbeing-in-education/curriculum-leads-wellbeing/meet-the-curriculum-leads/#sh-Aotearoa%20NZ%20histories
https://www.education.govt.nz/our-work/overall-strategies-and-policies/wellbeing-in-education/curriculum-leads-wellbeing/meet-the-curriculum-leads/#sh-Aotearoa%20NZ%20histories
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 RECOMMENDATIONS 

1. That the paper be received. 

 

2. That PPTA Te Wehengarua rejects political party interference in the development of the 

curriculum. 

 

3. That PPTA Te Wehengarua be guided by the following four principles for effective curriculum 

development when responding to any sector proposals:  

• Principle 1: Te Tiriti is valued and is visible;  

• Principle 2: Learners are at the centre so that the curriculum is inclusive and equitable; 

• Principle 3: The curriculum is manageable, is well resourced, coherent, and well 

communicated; and, 

• Principle 4: Teachers are valued as curriculum designers and their expertise and 

specialisation are recognised and valued. 
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1. BACKGROUND 

1.1. It is important to acknowledge that education is essentially a political activity.  The political 

climate prevailing in a state or country is very important in determining the type of schooling 

and curriculum for the young.1 

 

1.2 This statement, from a book chapter on ‘Sociological and political issues that affect curriculum’, 

firmly sets the direction of this paper by acknowledging that, like it or not, education is a 

political activity and by default, so is the curriculum that sits within the education system. 

 

1.3 Of course this is not a new idea, with the relevance of education being given promenance across 

the decades with multilateral agencies such as OECD and UNESCO frequently leading the way 

with education manifestos, reports and rafts of imperatives that aim to drive global 

developments and reforms in education.2  Whether curriculum development is a re-design, 

reform or refresh, depending on where one looks across the globe, different governments will 

take different approaches, often to address declining results from one or other measure 

(usually PISA). The reforms of 2012 -2018 in Mexico had a focus on teacher performance 

alongside a top-down design and implementation of a competency-based curriculum. Likewise, 

during a similar period, Peru also focused on rewarding effort and performance of teachers 

while at the same time trying to improve opportunities to learn for all by supporting bilingual 

education for indigenous students. Finland, on the other hand, adopted a more collaborative 

and participatory approach with a large number of participants and governement-funded pilots 

and a focus on the Definition and Selection of Competencies (DeSeCo) twenty-first century 

learning descriptions.3 

 

1.4 We are fortunate in Aotearoa New Zealand that, compared to other countries, we have a history 

of curriculum development that is largely free from direct political party interference, and the 

most recent approach taken in Aotearoa New Zealand with the Curriculum Refresh and the 

development of Te Mātaiaho4 was more akin to the collaborative and participatory approach of 

the Finnish reforms.   

 

1.5 While not without its challenges (assessment changes leaping ahead of curriculum changes; 

little acknowledgement of secondary specialisms in early curriculum groups to name just two), 

the processes followed have on the whole been open, robust and inclusive of the profession and 

a wide range of community, academic and student voice. 

 

1.6 However, since the October 2023 election, we have found ourselves in the unprecedented 

situation of specific commitments being made, in the most recent coalition agreements to the 

government, pursuing political party policies that directly interfere in the curriculum.  

 

  

 

1 Button, L.J. (2021) Curriculum Essentials: A Journey  
2 Fernando M. Reimers, (Ed.) (2020). Audacious Education Purposes, How Governments Transform the Goals of 

Education Systems 
3 OECD.(2005). Definition and selection of competencies (DeSeCo): Executive summary. Paris: OECD Publishing. 

Retrieved from http://www.oecd.org/pisa/35070367.pdf. 
4 The name given to the Refreshed New Zealand Curriculum: ‘Mātai’ means to study deliberately, examine, and observe, 

and ‘aho’ describes the many strands and threads of learning. 

https://oer.pressbooks.pub/curriculumessentials/chapter/sociological-and-political-issues-that-affect-curriculum/
https://oer.pressbooks.pub/curriculumessentials/
https://link.springer.com/book/10.1007/978-3-030-41882-3
https://link.springer.com/book/10.1007/978-3-030-41882-3
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1.7 These include: 

 

• From the agreement between the National party and the New Zealand First party5 

o Refocusing the curriculum on academic achievement and not ideology  

o The removal and replacement of the gender, sexuality, and relationship-based 

education guidelines 

• From the agreement between the National party and the ACT party6 

o Restoring balance to the Aotearoa New Zealand’s Histories curriculum 

o Amending the Education and Training Act 2020 to enshrine educational 

attainment as the paramount objective for state schools. 

• a more prescriptive approach to how teachers should deliver their craft such as the 

introduction of structured literacy up to year 8. 

 

1.8 We have also seen all consultation and sector reference groups put on hold, and replaced, in the 

case of English and Mathematics and Statistics learning areas, with hand-picked curriculum 

writing group members (and to only include Ministerial appointments) to the exclusion of 

subject association experts and indeed excluding Ministry of Education leaders in curriculum 

development.7 After strong objections from PPTA Te Wehengarua the process for science and 

technology writing groups has been much more transparent. This is a reminder of the 

importance of our advocacy as the professional association for secondary teachers.  

 

1.9 It is important to acknowledge here also that PPTA Te Wehengarua is not necessarily against 

particular teaching approaches being made available, nor to funds being provided for a range of 

resources and professional learning to support the implementation of effective pedagogy. 

However, PPTA Te Wehengarua is consistent in its rejection of legislating for pedagogy (e.g. the 

Common Practice Model brought into legislation by the previous government) and any 

insistence of a single approach, to the exclusion of other approaches.  

 

1.10 We need only to look to the United States to the recent decision of an elected official from a 

political party that requires teachers to teach the Bible and the Ten Commandments,8 which 

could be interpreted as disregard of the first amendment9  to see where political interference in 

the curriculum can lead.  

 

1.11 PPTA Te Wehengarua members have a diverse range of views on the substance of curriculum in 

different learning areas; the purpose is not for us to ‘take a side’ on these questions, but to set 

out principles that empower teachers to control the direction of the curriculum for the benefit of 

our young people.  

 

1.12 The purpose of this paper is therefore to outline principles that will guide PPTA Te 

Wehengrarua when responding to proposals relating to the curriculum.   

 

 

5 Coalition Agreement National and New Zealand First  
6 Coalition Agreement National and ACT 
7 https://www.rnz.co.nz/news/national/521737/leaked-emails-on-rewriting-curriculum-show-process-not-followed-

teaching-association  
8 https://edition.cnn.com/2024/06/27/us/oklahoma-schools-bible-curriculum/index.html  
9 The First Amendment itself establishes six rights, the second is ‘the right to be free from governmental interference 

with the practice of religion.’ 

https://assets.nationbuilder.com/nationalparty/pages/18466/attachments/original/1700778597/NZFirst_Agreement_2.pdf?1700778597
https://assets.nationbuilder.com/nationalparty/pages/18466/attachments/original/1700778592/National_ACT_Agreement.pdf?1700778592
https://www.rnz.co.nz/news/national/521737/leaked-emails-on-rewriting-curriculum-show-process-not-followed-teaching-association
https://www.rnz.co.nz/news/national/521737/leaked-emails-on-rewriting-curriculum-show-process-not-followed-teaching-association
https://edition.cnn.com/2024/06/27/us/oklahoma-schools-bible-curriculum/index.html
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1.13 As interesting as the epistemological debates are about what counts as knowledge, or how we 

know certain knowledge(s) exist, this paper will not be delving into these debates.10 Likewise, 

this paper will not be arguing for specific pedagogies that bring curriculum to life. Rather, it 

proposes principles that will support a robust process of critique and consultation.  

 

 

2. WHO SHOULD BE INVOLVED IN CURRICULUM DEVELOPMENT ? 

2.1 As has been indicated above, it’s important to acknowledge that curriculum development and 

the education systems that curriculum sits inside are of interest to us all, are often highly 

contested, and involve many stakeholders and multiple components. These education systems 

are ‘made up of a large number of actors (teachers, parents, politicians, bureaucrats, civil 

society organizations) interacting with each other in different institutions (schools, ministry 

departments) for different reasons (developing curricula, monitoring school performance, 

managing teachers). All these interactions are governed by rules, beliefs and behavioral norms 

that affect how actors react and adapt to changes in the system’.11  

 

2.2 The following table provides an overview of the actors involved, the levels of involvement, and 

some examples of activities the various actors are involved in.   

 

Level Description and examples of activity Examples of actors in the Aotearoa-NZ context 

Supra 

International: Transnational curricular 

discourse generation, policy borrowing 

and lending; policy learning 

OECD; Common European Framework of References for 

Languages12; UNESCO; Education International 

Macro 

Systems at government level: 

Development of curriculum policy 

frameworks; legislation to establish 

agencies and infrastructure 

Curriculum agencies: Ministry of Education; NZQA – 

qualifications and examinations; NZ Curriculum -

guidance; writing groups 

Meso 

School, Institute: Production of 

guidance; leadership of and support for 

curriculum making; production of 

resources 

Boards, Principals, senior and middle leaders; School-

specific programmes; Subject Associations; Networks of 

Expertise13; resourcing including textbook publishers. 

Evaluation agencies: ERO; 

ākonga and whānau 

Micro 

Classroom, Teacher: School-level 

curriculum making: programme design; 

lesson-planning 

Teacher planning, instructional materials, modules, 

coursework (including assessment); learning experiences 

outside the classroom; 

ākonga and whānau 

Nano 

Pupil, Individual: Curriculum making in 

classrooms and other learning spaces: 

pedagogic interactions; curriculum 

events 

Teachers; students - personal / individual plans for 

learning; ākonga and whānau 

Adapted from Priestley et al. 202114 

 

10 OECD Education Working Papers provides a good starting point to delve into these debates e.g. https://www.oecd-

ilibrary.org/education/curriculum-frameworks-and-visualisations-beyond-national-frameworks_2a4bdce6-en  
11 Global Education Partnership. (2019). Country level evaluations (Synthesis Report). https://www. 

globalpartnership.org/sites/default/files/2019-02-gpe-synthesis-report-country-level-evaluations_0.pdf.    
12 Referenced in the creation of the Learning Languages learning area of the New Zealand Curriculum, 2007 
13 https://pld.education.govt.nz/find-pld/networks-of-expertise/  
14 https://www.storre.stir.ac.uk/retrieve/e68166a2-7fa0-4caa-b8d9-6e73d5fe7f59/Intro_curriculummaking.pdf  

https://www.oecd-ilibrary.org/education/curriculum-frameworks-and-visualisations-beyond-national-frameworks_2a4bdce6-en
https://www.oecd-ilibrary.org/education/curriculum-frameworks-and-visualisations-beyond-national-frameworks_2a4bdce6-en
https://pld.education.govt.nz/find-pld/networks-of-expertise/
https://www.storre.stir.ac.uk/retrieve/e68166a2-7fa0-4caa-b8d9-6e73d5fe7f59/Intro_curriculummaking.pdf
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2.3 PPTA Te Wehengarua asserts that the expertise and input of teachers should be considered- at 

the very least - at all levels of curriculum development with increased involvement from macro 

level.  

 

2.4 Teachers are the experts for interpreting and implementing the curriculum through programme 

design and lesson planning and are indeed held accountable for their actions through the 

Professional Teaching Standards, so it is unconscionable to suggest that they are shut out of 

curriculum planning at macro level.15 

 

2.5 Indeed, some go as far to say teachers are the most effective participants in such processes. 

 

Curriculum making strategies that allow actors to experience themselves as trusted and 

capable participants in curriculum making and make sense of it together with others are the 

most effective ones – ‘effective’ meaning here that people relate to the aims of the curriculum 

they co-construct and feel ownership, and through that are willing to adapt and develop not 

only curriculum, but also the educational system and settings within which they work”.16                                                                                                                         

 

 

3. PPTA TE WEHENGARUA’S PRINCIPLES TO GUIDE CURRICULUM DEVELOPMENT 

3.1 As the professional association for secondary teachers, the PPTA Te Wehengarua has an 

influential voice in education sector reform in Aotearoa New Zealand. The following principles 

are recommended to provide a strong professional direction for our Association, and those 

acting on behalf of the Association, as we navigate through changes associated with curriculum 

development and reform, regardless of who is in government. While the principles have been 

addressed separately below, there will understandably be much overlap in their application. 

 

PRINCIPLE 1: TE TIRITI IS VALUED AND IS VISIBLE  

 

3.1.1 The Education and Training Act 2020 provides, in section 127, that one of the primary 

objectives for School Boards is to give effect to Te Tiriti o Waitangi as it outlines the 

duty of the Crown to actively promote and protect Tiriti rights and to develop 

education settings in a way that reflects Māori-Crown relationships.17  In keeping with 

this requirement therefore, the Teaching Council’s Standards for the Teaching 

Profession also require that teachers ‘[d]emonstrate commitment to tangata 

whenuatanga and Te Tiriti o Waitangi partnership in Aotearoa New Zealand’.18 

 

3.1.2 Not surprisingly then, under Rule 4(c), the Constitution of PPTA Te Wehengarua states 

that one of the objects of the Association shall be: 

 

15 https://educationhq.com/news/torrid-times-ahead-furore-as-teachers-shut-out-of-curriculum-change-process-

174750/  
16 Alvunger, D., Soini, T., Philippou, S. & Priestley, M. (2021). Conclusions: Patterns and trends in curriculum making in 

Europe. In: M. Priestley, D. Alvunger, S. Philippou. & T. Soini, Curriculum making in Europe: policy and practice within and 

across diverse contexts. Bingley: Emerald. The original publication is available at: https://doi.org/10.1108/978-1-83867-

735-020211013  
17 https://www.education.govt.nz/our-work/legislation/education-and-training-act-2020/the-education-and-training-

act-te-tiriti-o-waitangi/  
18 https://teachingcouncil.nz/professional-practice/our-code-our-standards/  

https://educationhq.com/news/torrid-times-ahead-furore-as-teachers-shut-out-of-curriculum-change-process-174750/
https://educationhq.com/news/torrid-times-ahead-furore-as-teachers-shut-out-of-curriculum-change-process-174750/
https://doi.org/10.1108/978-1-83867-735-020211013
https://doi.org/10.1108/978-1-83867-735-020211013
https://www.education.govt.nz/our-work/legislation/education-and-training-act-2020/the-education-and-training-act-te-tiriti-o-waitangi/
https://www.education.govt.nz/our-work/legislation/education-and-training-act-2020/the-education-and-training-act-te-tiriti-o-waitangi/
https://teachingcouncil.nz/professional-practice/our-code-our-standards/
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To affirm and advance Te Tiriti o Waitangi (The Treaty of Waitangi) as embodied in the 

First Schedule of these rules. 

 

3.1.3 PPTA Te Wehengarua takes its commitment to affirm and advance Te Tiriti o Waitangi 

seriously and including this as the first principle in this work on curriculum is a 

demonstration of this ongoing commitment.   

 

3.1.4 Under this principle PPTA Te Wehengarua will commit to the following (examples of 

actions, rather than a definitive list): 

• encourage Māori member representation on sector advisory groups. 

• consult with relevant members and staff when responding to or developing 

policy: Te Huarahi, Māori members, Kaihautū Māori.  

• protect and enhance the mana and dignity of Mātauranga Māori as it relates to 

curriculum development. 

• be inclusive of Te Marautanga o Aotearoa and incorporate the knowledge of 

papers such as Te Tamaiti Hei Raukura.19  

 

PRINCIPLE 2: LEARNERS ARE AT THE CENTRE SO THAT THE CURRICULUM IS 

INCLUSIVE AND EQUITABLE 

 

3.1.5 Curriculum should hold a broad view of ākonga success. Value should be placed on 

both wellbeing (cultural, physical, emotional, social, and psychological) and excellence 

as connected and important outcomes of schooling. A curriculum that reinforces the 

values of inclusion, through a focus on positive, inclusive relationships, a sense of 

belonging for all, and the promotion of diversity as ordinary and expected is one that 

aspires to being inclusive and equitable.  It sets an expectation of planning from the 

outset for all ākonga and views every learner as having open-ended potential.20 

 

3.1.6 A good curriculum makes space for the recognition of each learner's personal, social 

and cognitive capacities, and respects differences in the ways in which children prefer 

to learn. It will support teachers in leading, assisting and encouraging each student to 

achieve his or her potential.21  

 

PRINCIPLE 3: THE CURRICULUM IS MANAGEABLE, IS WELL RESOURCED, 

COHERENT AND WELL COMMUNICATED 

 

3.1.7 It is common in much curriculum thinking and scholarship to place pedagogical 

considerations – how students are taught – at the heart of curricular thinking.22 These 

questions are, of course, worthwhile. It is also true that curriculum content does, to an 

extent, have an impact on pedagogy in schools. However, pedagogy is not the same as 

curriculum; curriculum is a statement of what students are to learn, and is silent on the 

 

19 https://kauwhatareo.govt.nz/en/resource/te-marautanga-o-aotearoa-refresh-content/he-tamaiti-hei-raukura/  
20 Adapted from Te Mātaiaho March 2023 pdf 
21 https://unesdoc.unesco.org/ark:/48223/pf0000243975  
22 Lourie, M. (2020). Recontextualising twenty-first century learning in New Zealand education policy: The reframing of 

knowledge, skills and competencies. New Zealand Journal of Educational Studies, 55(1), 113-128. 

https://doi.org/10.1007/s40841-020-00158-0 

https://kauwhatareo.govt.nz/en/resource/te-marautanga-o-aotearoa-refresh-content/he-tamaiti-hei-raukura/
http://curriculumrefresh-live-assetstorages3bucket-l5w0dsj7zmbm.s3.amazonaws.com/
https://unesdoc.unesco.org/ark:/48223/pf0000243975
https://doi.org/10.1007/s40841-020-00158-0
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question of how this should be taught to them.23 There is an important role for 

guidance to teachers on pedagogical approaches, but both curriculum and pedagogy 

are important enough that they need to be considered separately. This allows for 

coherence, clarity, and resourcing of the curriculum to all be prioritised in the 

curriculum development phase. It also means that teachers with a wide range of 

pedagogical preferences and approaches will be able to use the curriculum, as it will 

specify content rather than methods. 

 

3.1.8 This pedagogical variety is particularly the case in New Zealand, where public schools 

have considerable autonomy over their pedagogical approaches. These approaches are 

often radically different to each other,24 and students deserve clarity about the core 

concepts that they will learn, regardless of the approach their school takes to how they 

will learn it. 

 

3.1.9 A clear and coherent curriculum should be grounded in the disciplines from which it 

derives and should promote students’ ascent from novice to expert in that discipline.25 

This ranges from the natural science disciplines, through to the social sciences,26 and 

includes the arts, and indigenous knowledge – including especially Mātauranga Māori 

in the New Zealand context. 

 

3.1.10 All of these ‘disciplines’ are included in our curriculum because they are valued for 

their own sakes, as well as the capabilities, dispositions and skills they impart on young 

people. However, it is not enough to say that the curriculum reflects these ‘disciplines’ 

in the broadest sense. There are implications for how curriculum is designed. Of 

course, disciplinary experts – be they academics, practitioners, or cultural experts – 

should be involved in the design of the curriculum. However, the role of teachers is also 

crucial.  

 

PRINCIPLE 4: TEACHERS ARE VALUED AS CURRICULUM DESIGNERS AND 

THEIR EXPERTISE AND SPECIALISATION ARE RECOGNISED AND VALUED.  

 

3.1.11 Secondary teachers possess specialist knowledge in their disciplines, but this alone is 

not the reason that subject associations and teacher voices must be included in the 

curriculum design phase. Instead, it is because it is within the teaching profession that 

expert knowledge exists about the translation of the pure discipline into appropriate 

material for teaching in schools – the ‘recontextualisation’ of a body of expert 

knowledge into a school subject.27 

 

3.1.12 Each subject and learning area therefore needs a clear decision about how much 

prescription and detail is needed to ensure the curriculum is clear and coherent. There 

is already agreement from the original Curriculum Refresh principles that there is 

 

23 McPhail, G. (2016). The fault lines of recontextualization: The limits of constructivism in education. British Educational 

Research Journal, 42(2), 294-313. https://doi.org/10.1002/berj.3199 
24 McPhail, G. (2018). Curriculum integration in the senior secondary school: A case study in a national assessment 

context. Journal of Curriculum Studies, 50(1), 56-76. https://doi.org/10.1080/00220272.2017.1386234 
25 Winch, C. (2013). Curriculum design and epistemic ascent. Journal of Philosophy of Education, 47(1), 128-146. 

https://doi.org/10.1111/1467-9752.12006 
26 Young, M.F.D., & Muller, J. (2013). On the powers of powerful knowledge. Review of Education, 1(3), 229-250. 

https://doi.org/10.1002/rev3.3017 
27 Bernstein, B. (2000). Pedagogy, symbolic control and identity: Theory, research, critique. Lanham, MD: Rowman & 

Littlefield. 

https://doi.org/10.1002/berj.3199
https://doi.org/10.1080/00220272.2017.1386234
https://doi.org/10.1111/1467-9752.12006
https://doi.org/10.1002/rev3.3017


9 

some learning that cannot be left to chance in each learning area. Core concepts 

clearly need to be defined. However, this will look different in different subjects. A 

subject like history – where big ideas can be taught using many different bodies of 

specific content – needs to be designed differently to science, where big concepts are 

inextricably linked with the content used to illustrate them. 

 

3.1.13 Some frameworks may make more sense in one learning area than another. Coherence 

and clarity in the curriculum might not mean the same framework for all learning areas 

or perhaps all levels of learning.  Consideration of different frameworks to avoid an 

overly prescriptive model that suits policymakers but not necessarily teachers or 

young people could be recommended. We believe that teachers, in partnership with 

subject-matter experts and teacher educators, are much better placed to advise on 

what form the curriculum should take in their learning areas.  

 

 

 

4. SUMMARY 

4.1 This paper calls for PPTA Te Wehengarua to reject political party interference in the 

development of curriculum. It has outlined the inevitable involvement in curriculum 

development of systems at government or macro level, but rejects interference at the 

school (meso), classroom (micro) and learner (nano) levels where other actors, particularly 

teachers, should have more influence. 

 

4.2 This paper proposes four principles for effective curriculum development when responding 

to any sector proposals. These principles will support members and staff of the Association 

alike in their involvement in curriculum development at macro and meso levels in particular, 

as they consider impacts on the micro and nano levels.  

 

4.3 PPTA Te Wehengarua wants to ensure that teachers’ lived experiences are at the heart of 

any curriculum change and that teachers are empowered to contribute their expertise to 

curriculum development. If teachers are part of the planning and creating, they will be more 

confident in the implementation. 

 



Media statement 

1 April 2025 

Draft English curriculum lacks connection with reality 

The draft English curriculum released this week, raises concerns about how out of touch it 
is with the realities of secondary education in 2025 in Aotearoa New Zealand, says Chris 
Abercrombie, PPTA Te Wehengarua president. 
 
“Its focus on cursive writing at Year 8, for example, shows a complete lack of 
understanding of the challenges of secondary teaching and the extent to which teachers 
have to work to engage and motivate students and manage an ever-increasing range of 
abilities and behaviours. 

“Similarly, making Shakespeare and authors from the 1800s compulsory. Does this actually 
reflect what the teaching profession considers would be best for the students that they 
teach?” 

Moving away from a curriculum that is underpinned by Te Tiriti o Waitangi is a seriously 
backward move, says Chris Abercrombie. 

It was also extremely concerning that the English teachers’ subject association had 
stepped away from the development of the draft curriculum. 

“If the draft curriculum has been written outside of the frameworks developed by the 
profession, and the curriculum writers are not listening to the subject association that 
represents the profession, then we have to question what connection it has to the reality of 
the classroom. 

“If there is no link between the curriculum and reality, then it will not be delivered or 
received well, resulting in more students being disengaged and more teachers leaving the 
profession. 

 “Good curriculum needs the input of the subject specialist teachers who are on the 
ground delivering it.” 

Chris Abercrombie urged all English teachers and school leaders and the community to 
provide feedback on this. “We will be watching to see whether the Ministry of Education 
responds to that feedback.” 
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27 November 2025 

 

 

Hon. Erica Stanford 

Minister of Education 

Freepost Parliament 

WELLINGTON 6140 

 

Email: erica.stanford@parliament.govt.nz 
 
 
 

 
 

Dear Minister  

 

Kei te rangatira, tēnā koe  

 

Secondary Principals' Council of Aotearoa (SPC) wishes to express our strong opposition to 

your government’s decision to remove the requirement for school boards to give effect 

to Te Tiriti o Waitangi within the Education and Training Act 2020.  

 

SPC champions public education that meets the needs of our rangatahi. We support the growth of 

a culturally responsive secondary education system that promotes and enhances Māori success as 

Māori. Schools should be places where ākonga Māori and their whānau feel a sense of belonging 

and connection. We add our voices to the many and publicly commit to upholding Te Tiriti o 

Waitangi in our schools.  

 

We support the important role of the board in governing a school, and its role in ensuring that the 

school gives effect to Te Tiriti o Waitangi. We consider that the absence of a specific Te Tiriti 

provision in the proposed amendment to the Bill is unacceptable and is a breach of the Crown’s 

obligations under Te Tiriti o Waitangi.  

 

We do not agree that Boards have lost focus on their core responsibilities: they continue to be 

focused on achievement, attendance, keeping young people safe at school and ensuring they are 

learning. This is our daily work, which we do in partnership with our diverse communities.  

 

Our principal members work hard with their Boards to ensure schools’ plans, policies, and 

curricula reflect local tikanga Māori, mātauranga Māori and te ao Māori, and take reasonable steps 

to make instruction in tikanga Māori and te reo Māori available. We do this because we know that 

our Māori students (25% of the 2023 population) need to see themselves reflected in the 

education they are receiving and the aims and expectations of their country’s education 

system. Honouring Te Tiriti ensures every child feels valued, respected and represented in their 

learning.  
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The removal of the explicit obligation to uphold Te Tiriti o Waitangi sends a damaging message to 

our students, our staff, and our communities that the principles of partnership, participation, and 

protection are negotiable, variable and able to be avoided. Voluntary commitments alone cannot 

guarantee equity. Legislation matters because it sets expectations, protects progress, and 

ensures every board in Aotearoa New Zealand holds the same responsibility to honour Te Tiriti o 

Waitangi.  

 

SPC principals will continue to give effect to Te Tiriti o Waitangi in governance, curriculum, 

leadership, and community partnership as an unchanged moral and professional obligation.  

 

We urge you to consider this feedback which is widely held and deeply felt, to reflect, review and 

reverse the decision to remove the requirement for school boards to give effect to Te Tiriti o 

Waitangi from the Education and Training Act.   

 

Reaffirming the Crown's commitment to Te Tiriti as an essential foundation of a high-quality, 

inclusive, and successful education system for all in Aotearoa, is critical.  

 

We stand in solidarity with the wider education sector in opposing this change. As always, we are 

happy to meet with you and continue dialogue about these matters and hope you too will see the 

value of a partnership approach.   

Nāku noa, nā 

 
 

 

 

 
Kate Gainsford 
Chair, Secondary Principals’ Council of Aotearoa 
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P2 PPTA TE WEHENGARUA SUBMISSION TO THE MINISTRY OF EDUCATION ON THE DRAFT ENGLISH CURRICULUM 

 

PPTA Te Wehengarua  

The New Zealand Post Primary Teachers' Association / Te Wehengarua (PPTA) is the union and 

professional association for secondary school teachers in New Zealand. 

PPTA Te Wehengarua represents the majority of teachers engaged in secondary education in New 

Zealand, including secondary teachers, principals, and manual and technology teachers. 

Under our constitution, all PPTA Te Wehengarua activity is guided by the following objectives: 

• to advance the cause of education generally and of all phases of secondary and technical 

education in particular; 

• to uphold and maintain the just claims of its members individually and collectively; and,  

• to affirm and advance Te Tiriti O Waitangi. 

This submission is from the PPTA Te Wehengarua Executive and is on behalf of all of our members. 

 

Introduction 

At PPTA Te Wehengarua’s Annual Conference in 2024, the following principles on curriculum 

development were agreed: 

• Principle 1: Te Tiriti is valued and is visible;  

• Principle 2: Learners are at the centre so that the curriculum is inclusive and equitable; 

• Principle 3: The curriculum is manageable, is well resourced, coherent, and well communicated;  

• Principle 4: Teachers are valued as curriculum designers and their expertise and specialisation 

are recognised and valued; and, 

• Principle 5: The curriculum is regularly reviewed through research on effective practice to make 

sure it is fit for purpose. 

This submission sets out our members’ views on how well the Draft English Curriculum reflects these 

principles, recognising that its development will shape curriculum design across other learning areas. 

The final section of this submission takes a brief look at how well, in the Association’s view, the draft 

English Curriculum measures up against the Ministry of Education’s own Curriculum Design 

Principles. 

 

PPTA Te Wehengarua’s Five Principles for Curriculum development 

Principle 1: Te Tiriti is valued and is visible  

Te Tiriti and Te Mātaiaho 

Unlike the Draft Mathematics and Statistics Curriculum (years 9-13) released for consultation in 

January 2025, the Draft English Curriculum is problematic in meeting obligations under Te Tiriti. 
Where the former was clearly framed within the whakapapa of Te Mātaiaho (pages 5-7), the latter is 

void of all references to Te Mātaiaho. 

The rationale for Te Mātaiaho, the refreshed curriculum, included giving practical effect to Te Tiriti o 

Waitangi. Changes that were under development for this work had Mātauranga Māori sitting at the 

heart of the learning areas, with key competencies, literacy, and numeracy explicitly woven into each 

learning area. 
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Through collaboration, an overarching kaupapa was created with the desire to enable the centrality 

of Te Tiriti o Waitangi. Alongside this kaupapa was a redressing of the impact of colonisation on the 

curriculum, through the incorporation of Mātauranga Maōri and more emphasis on local curricula. In 

the latest Draft English curriculum there is a more Euro-centric approach with, for example, practices 

under oratory being referred to as planned speeches such as the Westminster debate. 

The Education and Training Act 2020 provides, in section 127, that one of the primary objectives for 

School Boards is to give effect to Te Tiriti o Waitangi as it outlines the duty of the Crown to actively 

promote and protect Tiriti rights and to develop education settings in a way that reflects Māori-

Crown relationships.   In keeping with this requirement therefore, the Teaching Council’s Standards 

for the Teaching Profession also require that teachers ‘[d]emonstrate commitment to tangata 

whenuatanga and Te Tiriti o Waitangi partnership in Aotearoa New Zealand’. 

Not surprisingly then, under Rule 4(c), the Constitution of PPTA Te Wehengarua states (as above) 

that one of the objects of the Association shall be: 

To affirm and advance Te Tiriti o Waitangi (The Treaty of Waitangi) as embodied in the First Schedule of 

these rules. 

PPTA Te Wehengarua takes its commitment to affirm and advance Te Tiriti o Waitangi seriously and 

expects to see the mana and dignity of Mātauranga Māori protected and enhanced appropriately in all 

curriculum developments. 

 

Principle 2: Learners are at the centre so that the curriculum is inclusive and equitable 

There is little regard for student voice in the Draft English Curriculum document.  In the development 

of Te Mātaiaho which should be the umbrella for all curriculum documents, there was recognition of 

student voice through the inclusion of their vision for the future of education in this country. Te 
Mātaiaho had targeted representation from across youth and disability sectors and their voices were 

clearly visible.   

PPTA Te Wehengarua believes that all curriculum documents should reflect the lived reality of the young 

people in the classroom, they should reflects their own languages, cultures and identities and provide a 

window to help them participate in and make sense of the world.  

 

Principle 3: The curriculum is manageable, is well resourced, coherent, and well communicated 

Some members like that: 

• crafting text is more prominent and more specific; 

• some of the guidance that focuses on skill development is clearer; 

• overall, there is an increased focus on literacy, although there is a danger it could take away 

the focus on English the subject.  

 

Concerns from members about manageability:  

The volume of work expected from Phase 3 is unmanageable – especially given that students are 

often working at much earlier stages of the curriculum and are still building basic skills during  Phase 

3. 
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Concerns from members about coherence:  

• There is a different structure across Phase 3,4 and 5 – the content doesn’t build across the 

phases – having a different structure for each phase will be problematic for implementation 

in the different school types (years1-6/1-8/ 7 & 8 / 7-13/ 1-3).  

• The different understandings for the UKD (compared with the 0-6 document) make for 

potential confusion if a teacher is not aware of what has come before. 0-6 has UKD 

explanations and an incorporation of Te Mātaiaho.  

• There should be a single UKD framework across all five phases.  

• Phase 3 does not appear so show much progress from Phase 2.  

• The text list is a distraction. 

Concerns from members about being well communicated:  

Throughout the Draft English Curriculum document there are various terms that are not well 

explained – our members have pointed out that: 

• There is no clear explanation of Understand-Know-Do 

• Each phase has an explanation of Know and Do, but no explanation of Understand  

• Although the word ‘knowledge’ appears 103 times, there is no explanation of ‘knowledge-

rich’ 

Concerns from members about being well resourced:  

• Despite regular requests for the strategy for curriculum implementation and the plan for 

support for teachers for the new Draft English Curriculum (and indeed all learning areas) at 

secondary level there is no plan or resources available. 

• Secondary education involves subject specialisms that have not been catered for either at 

national level, nor in the regions. 

• If big shifts in pedagogy are expected, then all Heads of Learning areas and teachers should 

be given subject specific support. 

PPTA Te Wehengarua expects to see:  

o A plan for implementation that involves subject experts being available to teachers across the 

country.  

o Funding for schools to cover the costs of implementation including resources and release time 

for PLD and preparation.  

o Genuine consideration of and response to the interaction between the curriculum development 
and NCEA and the associated changes for levels 1, 2 and 3 so that teachers are not left 

managing multiple changes in very close timeframes.  

 

Principle 4: Teachers are valued as curriculum designers and their expertise and specialisation are 
recognised and valued 

It is important to acknowledge that curriculum development and the education systems that the 

curriculum sits inside are of interest to us all, are often highly contested, and involve many stakeholders 

and multiple components. These education systems are ‘made up of a large number of actors (teachers, 

parents, politicians, bureaucrats, civil society organizations) interacting with each other in different 

institutions (schools, ministry departments) for different reasons (developing curricula, monitoring school 

performance, managing teachers). All these interactions are governed by rules, beliefs and behavioral 
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norms that affect how actors react and adapt to changes in the system’.1  

 

The following table provides an overview of the actors involved, the levels of involvement, and some 

examples of activities the various actors are involved in.   

 

Level Description and examples of activity Examples of actors in the Aotearoa-NZ context 

Supra 
International: Transnational curricular 
discourse generation, policy borrowing 

and lending; policy learning 

OECD; Common European Framework of References for 

Languages2; UNESCO; Education International 

Macro 

Systems at government level: 

Development of curriculum policy 
frameworks; legislation to establish 

agencies and infrastructure 

Curriculum agencies: Ministry of Education; NZQA – 

qualifications and examinations; NZ Curriculum -
guidance; writing groups 

Meso 
School, Institute: Production of guidance; 
leadership of and support for curriculum 
making; production of resources 

Boards, Principals, senior and middle leaders; School-
specific programmes; Subject Associations; Networks of 

Expertise3; resourcing including textbook publishers. 

Evaluation agencies: ERO; ākonga and whānau 

Micro 

Classroom, Teacher: School-level 

curriculum making: programme design; 
lesson-planning 

Teacher planning, instructional materials, modules, 

coursework (including assessment); learning experiences 
outside the classroom; ākonga and whānau 

Nano 

Pupil, Individual: Curriculum making in 

classrooms and other learning spaces: 

pedagogic interactions; curriculum 
events 

Teachers; students - personal / individual plans for 

learning; ākonga and whānau 

Adapted from Priestley et al. 20214 

 

PPTA Te Wehengarua asserts that the expertise and input of teachers should be considered- at the very 

least - at all levels of curriculum development, with increased involvement from macro level.  

Teachers are experts for interpreting and implementing the curriculum through programme design and 

lesson planning and are indeed held accountable for their actions through the Professional Teaching 

Standards, so it is unconscionable to suggest that they are shut out of curriculum planning at macro 

level.5 

The voice of teachers, both directly and through their subject association(s) needs to be explicit and 

visible both in this process, and in any ongoing process of review and refresh of the documents. 

PPTA Te Wehengarua believes that ‘Curriculum making strategies that allow actors to experience 

themselves as trusted and capable participants in curriculum making and make sense of it together with 

others are the most effective ones – ‘effective’ meaning here that people relate to the aims of the 

 
1 Global Education Partnership. (2019). Country level evaluations (Synthesis Report). https://www. 

globalpartnership.org/sites/default/files/2019-02-gpe-synthesis-report-country-level-evaluations_0.pdf.    
2 Referenced in the creation of the Learning Languages learning area of the New Zealand Curriculum, 2007 
3 https://pld.education.govt.nz/find-pld/networks-of-expertise/  
4 https://www.storre.stir.ac.uk/retrieve/e68166a2-7fa0-4caa-b8d9-6e73d5fe7f59/Intro_curriculummaking.pdf  
5 https://educationhq.com/news/torrid-times-ahead-furore-as-teachers-shut-out-of-curriculum-change-process-174750/  

https://pld.education.govt.nz/find-pld/networks-of-expertise/
https://www.storre.stir.ac.uk/retrieve/e68166a2-7fa0-4caa-b8d9-6e73d5fe7f59/Intro_curriculummaking.pdf
https://educationhq.com/news/torrid-times-ahead-furore-as-teachers-shut-out-of-curriculum-change-process-174750/
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curriculum they co-construct and feel ownership, and through that are willing to adapt and develop not 

only curriculum, but also the educational system and settings within which they work”.6    

 

Principle 5: The curriculum is regularly reviewed through research on effective practice to make sure it is fit 
for purpose 

There will need to be a process that enables the key actors to play a part in responding to the needs 

of the system as a whole, in an ongoing and coherent way.   

The ultimate aim of any change should be to improve the learning experiences for the learners and 
indeed to improve the learning outcomes; to address any identified gaps to meet the needs of diverse 

learners; and to incorporate new developments that will enhance teaching practices. 

However, changes need to be based on research that is relevant to the Aotearoa New Zealand 

context and aligns with the intent of the previous four principles. Any review process must involve 

the teaching profession and give due consideration to the impact on learning and teaching 

programmes and the resourcing (time, PLD and materials) needed. 

PPTA Te Wehengarua looks forward to seeing its five principles for curriculum development better 

addressed in the next version of the English Curriculum and in curriculum documents for other learning 

areas. 

 

Ministry of Education’s Curriculum Design Principles 

PPTA Te Wehengarua notes that the Ministry has its own Curriculum Design principles that were 

shared with us at the end of 2024: 

1. Underpinned by the Science of Learning.  

2. Knowledge-rich 

3. Inclusive of evidence informed teaching practices  

4. Clear and easy to use  

5. Internationally comparable 

6. Supporting the development of key competencies 

We were also told that ‘a Curriculum coherence group alongside the knowledge, skills and expertise of 

ministry staff, will be ensuring that each learning area adheres to those principles, giving us [The 

Ministry] an independent view and critique of the work the Ministry are doing. 

PPTA Te Wehengarua would like to suggest that if the draft English Curriculum is the benchmark of 

these principles then there is some way to go yet. 

• The Science of Learning: is yet to be well-articulated in any documentation we have seen. 

However, what we have spoken about appears to be confined to some very specific teaching 

strategies (e.g. direct instruction), when in fact it should not be limiting. Rather it 

encompasses some sound pedagogical understandings that have been taught in teacher 

education programmes and applied in classrooms for decades. What is missing in the 

current situation is a known, understood definition. 

 
6 Alvunger, D., Soini, T., Philippou, S. & Priestley, M. (2021). Conclusions: Patterns and trends in curriculum making in Europe. 

In: M. Priestley, D. Alvunger, S. Philippou. & T. Soini, Curriculum making in Europe: policy and practice within and across 
diverse contexts. Bingley: Emerald. The original publication is available at: https://doi.org/10.1108/978-1-83867-735-

020211013  

https://doi.org/10.1108/978-1-83867-735-020211013
https://doi.org/10.1108/978-1-83867-735-020211013
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• As above, Knowledge-rich has been ill-defined and is in danger of being interpreted as a 

focus on information instead of discipline knowledge that has its own progressions. There is 

also little evidence in documentation seen to date of a commitment to Mātauranga Māori 

with its own progressions. Without an adequate definition provided, all the actors will apply a 
definition of whatever it is they see fit for their context. Michael Young’s concept of 

‘powerful knowledge’ that is systematic and specialised would be one well worth exploring in 

its support for learners to think critically beyond their everyday experiences.7  However, 

without explanation and clarity, even this concept cannot be debated and negotiated.  

• Clear and easy to use – comments from our members suggest that while there is improved 

guidance provided with lots ‘to cover’ in Phases 3,4,5, the structure of the phases is not 

clear and easy to use. 

• Internationally comparable – This needs to be sensibly balanced with the unique local 

contexts in New Zealand. In the English curriculum, this might look like (among other 

things), having diverse local texts represented in the curriculum. 

• Supporting the development of key competencies – The key competencies in this version of 

the curriculum aren’t really defined. We look forward to seeing how the curriculum helps 

support learners to function as engaged and informed citizens of Aotearoa New Zealand. 

 

PPTA Te Wehengarua calls on the Ministry of Education to publish an accompanying document to the 

curriculum outlining what it means by the ‘Science of Learning’ and ‘Knowledge-rich’ with supporting 

research and references, so it can form the basis of rational critique and discussion in schools. 

 

 
7 Applying the ‘powerful knowledge’ principle to curriculum development in disadvantaged contexts 

https://my.chartered.college/impact_article/applying-the-powerful-knowledge-principle-to-curriculum-development-in-disadvantaged-contexts/


The Recolonisation of the Aotearoa New 
Zealand Curriculum in 2025 
Dr Therese Ford and Bruce Jepsen Te Akatea Incorporated (2025) 

Dr Therese Ford (Ngāi Takoto, Ngāti Kahu and Ngāpuhi) has a background in 
English-medium primary and secondary school teaching and leadership.  She 
previously worked for the University of Waikato as a researcher and PLD facilitator in 
Te Kotahitanga, Kia Eke Panuku and Poutama Pounamu. Therese is currently the 
national director of Te Akatea: Huia Kaimanawa - First-time Māori Principals and 
Emerging Māori Leaders Programmes. 

Bruce Jepsen (Ngāti Tūwharetoa, Ngāti Raukawa, Tainui) has a background in 
English-medium primary and secondary school teaching and executive 
principalship. Bruce is currently Chief Executive Officer of Te Akatea Inc, the national 
body representing Māori principals and school leaders across Aotearoa.  

Introduction 

We mihi to the Post Primary Teachers' Association (PPTA), who value Māori voices 
and invited us to write this paper.  Ngā mihi nui kia koutou katou.  

This paper presents our reflections on our experiences of the evolution of the New 
Zealand Curriculum.  The title of the paper implies that the New Zealand Curriculum 
is currently undergoing a process of recolonisation. The discussion, therefore, begins 
with a comprehensive explanation of how we understand the processes of 
colonisation and decolonisation.    

We then position ourselves within the phased progressions of the New Zealand 
Curriculum over 50 years.  Our past experiences as Māori learners, teachers, leaders, 
a principal (Bruce), and a PLD facilitator and researcher (Therese) are chronicled 
across the early, middle, recent and current years of biculturalism policy.  
Specifically, we share our recent experiences as members of the Ministry of 
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Education’s Bicultural and Inclusive Framework Core Working Group, which 
developed the original curriculum refresh, Te Mātaiaho (2021-2023). 

Our proposition that the curriculum is being recolonised is based on our observations 
of the recent work that has been undertaken to “refresh the refreshed curriculum”.  
These observations of recolonisation are outlined. To conclude, we offer a guiding 
framework for leaders who are committed to resisting the recolonisation of the New 
Zealand Curriculum, through protecting and advancing Te Tiriti o Waitangi in 
education.        

Colonisation and Decolonisation    

Colonisation and decolonisation are loaded topics in education and need to be 
engaged with in a critical and reflexive way.  We appreciate that our proposition that 
the New Zealand Curriculum is currently undergoing recolonisation requires an 
explanation of how we understand both colonisation and decolonisation.  While we 
define our understanding of these two processes in this section, our interpretation of 
the recolonisation is presented later in the discussion (under the heading 
‘Recolonising the Curriculum’). 

Colonisation 

The late Dame Evelyn Stokes was a renowned New Zealand scholar who specialised 
in historical geography.  She worked closely with Māori communities and her 
research and writing were characterised by a strong focus on Māori rights, 
colonisation and the Treaty of Waitangi.  Stokes (1980) explained that the 
colonisation process usually emerges in three distinct, sequential phases: 
Exploration and Infiltration; Invasion and Dispossession; and finally Consolidation 
of Immigrant Settlement. This sequential conceptualisation of colonisation is useful 
because we can layer this frame against the history of Aotearoa.    

Exploration and Infiltration 

The exploration expeditions of Abel Tasman in 1642 and James Cook in 1769 
precipitated the arrival of sealers, whalers and missionaries between the late 1700s 
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and the early 1800s.  These arrivals represented the first waves of European 
immigration and initial infiltration into Māori communities.  These immigrants 
introduced new knowledge and technologies, which were welcomed; however, this 
period in history was also marked by the devastating importation of deadly diseases 
that decimated Māori communities.    

Invasion and Dispossession 

Invasion is an apt descriptor for the New Zealand land wars of the 1860s, which, in 
the wake of imported diseases, exacerbated loss of life and the rapid decrease in the 
Māori population.  Before the land wars, the formation of what is commonly referred 
to as the “settler” government had begun.  We purposefully resist using the term 
settler when referring to early European arrivals, as this insinuates that Europeans 
were the first to settle in Aotearoa. This insinuation is false and works to deny Māori 
their unique cultural status as tangata whenua, the first peoples of this land.   We 
instead draw from Stokes’ framing of colonisation and use the term “immigrant” 
government to emphasise the point that Māori polities, organised forms of tribal 
government, were in existence before Europeans immigrated and became the 
majority population in this land.     

During the decades spanning the 1850s to 1870s, the immigrant government 
developed several acts, including the Native Lands Act, 1862, 1865; the New Zealand 
Settlements Act, 1863; the Native Schools Act, 1867; and the Public Works Act, 1876.  
This selection of acts constitutes what we suggest was political violence because 
they resulted in land, cultural, political, economic, social, psychological and legal 
dispossession for Māori.  

The catastrophic and ongoing impacts of invasion and dispossession were and are 
the intentional outcomes of a political system that was formally imported from 
Westminster through the New Zealand Constitution Act of 1852.  A product of invasion 
and dispossession, this imported political system endures today.  

Consolidation of Immigrant Settlement 

Immigration predictably intensified under the immigrant government, and land 
dispossession for Māori accelerated.  According to Stokes (1980) this intensified 
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immigration would have been characterised by organised groups consolidating their 
hold on the territory through reconstructing their societal patterns (ways of thinking 
and being) in the new land.  She further suggested that during this phase, the Māori, 
indigenous inhabitants, would have been regarded as inferior and expected to 
assimilate much of the introduced culture.  The benefits of assimilation in this phase 
of colonisation, however, were limited, as Māori inhabitants were rarely accepted as 
full members of the newly forming and increasingly powerful colonial society. 

In the context of education, the school curriculum provides the fundamental 
roadmap for teaching and learning; therefore, this policy of assimilation was, and still 
is, a powerful mechanism for consolidating immigrant settlement.   There are 
numerous historical examples linked to the previously mentioned acts of invasion 
and dispossession that deserve specific attention.   

While the Māori language was initially the medium of instruction in the early 
missionary schools, the Education Ordinance Act 1847, introduced by Governor 
George Grey, funded schools to teach in English only. By funding English as the only 
language of instruction, the act intentionally undermined Te Reo Māori and elevated 
the English language to a position of superiority.  This is a clear example of the 
consolidation of immigrant settlement. Walker (2004) contends that Governor Grey's 
intentions were not just about undermining one language and elevating another.  He 
suggests there was a wider, ‘civilising’ agenda at play and quotes Grey who posited 
that schools be sites for “speedily assimilating the Māori to the habits and usages of 
the European” (p.146).  

This power dynamic of privileging the habits and usages of immigrants and 
suppressing the cultural norms of Māori was exacerbated with the introduction of the 
Native Schools Act in 1867. This act sought to more explicitly suppress the Māori 
language by officially banning the use of Te Reo in classrooms.  The eradication of 
the Māori language and therefore the suppression of Māori culture were consistent 
features of the Native Schools. Social engineering that advanced European students 
and disadvantaged Māori continued to play out in a range of ways.   

State schooling for European students became compulsory in the Education Act of 
1877, but was not compulsory for Māori until 1894, nearly two decades (17 years) later. 
While Māori leaders were expected to provide land for Native Schools, they could not 
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contribute to the curriculum.   Walker (2016) states that at this time in history, “the 
genealogy of Māori knowledge was excluded and disqualified as inadequate” (p.24).  

The curriculum in Native Schools, the roadmap for teaching and learning, was not 
intended to extend the intellect of Māori students.   This was particularly evident in 
the Native District High Schools that were established to cater for Māori secondary 
school students. The academic courses that constituted the curriculum in District 
High Schools serving European communities were simply not available to Māori 
students in the Native Schools.     

Having reviewed some historical examples of how Stokes’ (1980) third phase of 
colonisation played out in the mid to late 1800s, we contend that similar examples of 
education policies and practices that consolidate immigrant settlement are still 
identifiable in 2025.  We will further explain this contention later in the discussion, but, 
following on from our explanation of colonisation, it is necessary to unpack how we 
understand the process of decolonisation.  

Decolonisation 

Our experience over many years has shown us that raising the topic of 
decolonisation in staffrooms, advisory forums, professional learning workshops, 
conference presentations, contract negotiations, and whānau barbeques is fraught 
territory. While we have had some productive conversations about decolonisation, 
generally, we have noticed that it is a contentious topic for Māori and non-Māori 
alike.   Attempts to engage in sense-making about what decolonisation means, 
could mean, or what it might look like, often trigger a range of emotions from high 
interest to varying degrees of anxiety, defensiveness, denial and fear.    

When we have explored why some people have been highly interested in making 
sense of decolonisation and why others have been more apprehensive,  we have 
found that the extent to which the process of colonisation is understood influences 
how the process of decolonisation might be understood.  For example, in Aotearoa, 
most people understand that colonisation has been and is a harmful, violent and at 
times deadly experience for Māori. If people understand the prefix “de”  to mean the 
reversal of colonisation, they might deduce that decolonisation requires Māori to 
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inflict similar measures of harm, violence and death on Europeans.  For example, 
when discussing decolonisation, we often hear “Yeah, but two wrongs do not make a 
right”.  This speaks to the idea that decolonisation is simply the reversal of 
colonisation and/or, as Mercier (2020) cautions, that decolonisation involves the 
removal of the coloniser.  These are simplistic responses that do not adequately 
recognise or respond to the nuances and complexities of addressing the legacy and 
ongoing impacts of colonisation.   

As we have worked to further develop and strengthen our understandings of 
decolonisation (which remains a work in progress), we have drawn from the 
research and writings of Aotearoa scholars.  In the book, Imagining Decolonisation 
(Elkington, et al, 2020), the process of decolonisation is described as simultaneously 
dismantling colonial systems and restoring Māori ways of knowing, being, and 
relating. In the same book, the late Moana Jackson elaborated further on this 
description and suggested that decolonisation might not be the right term and 
therefore process to adequately address colonisation.  He proposed that, like 
colonisation, decolonisation came from somewhere else, so it is perhaps more 
appropriate to replace decolonisation with an ethic of restoration.  

An Ethic of Restoration  

According to Jackson (2020), restoration is not just about deconstructing or 
culturally sensitising the colonial attitudes and power structures that have been 
created.  It’s about restoring “a kawa that allows for balanced relationships” (p.149). 
He also contends that restoration, like colonisation, is a process, not an event. 
Replacing the term decolonisation with an ethic of restoration opens up the 
possibility to:  

●​ make right even the most egregious wrong 
●​ build new non-colonising relationships 
●​ rekindle faith in the ‘ought to be’ in this land 
●​ draw on the same land-and tikanga-centred way of ordering society that was 

envisaged in Te Tiriti 
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Decolonisation, understood through Moana Jackson’s ethic of restoration, sits 
comfortably with us, and it is this explanation that we promote in our work and will 
continue to refer to in this discussion.   

The next section outlines our lived experiences and observations of the progression 
of the New Zealand Curriculum. 

The Progression of the New Zealand Curriculum 

The evolution of curriculum can be charted alongside the different policy eras of 
Aotearoa education.  Likewise, from the 1970s, our own experiences can also be 
charted along this continuum of time. 

Assimilation Policy 

The previously mentioned education acts mandated the suppression of the Maōri 
language and the imposition of an assimilatory curriculum.  The period of the Native 
Schools is therefore synonymous with the era of assimilation policy (Barrington, 2008; 
Walker, 2004).   

Integration Policy 

Native Schools were renamed Māori Schools from the late 1950s and were gradually 
phased out during the 1960s.    According to Kukutai (2010), the transition from 
assimilation to integration over these decades was viewed by some as a form of 
progress.  Assimilation sought to suppress Māori culture, while the integration policy 
sought to redefine the relationship between Māori and non-Māori by recognising 
diversity and selected aspects of Māori culture.  Given that Māori did not have the 
authority to determine which selected aspects of their culture would be recognised, it 
has been suggested (Simon, 1990)  that this approach was not fundamentally 
different from assimilation.   
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Multicultural Policy     

The growing diversification of Aotearoa society in the 1970s instigated a policy focus 
on multiculturalism (Johnson, 1998). This was distinguishable from the policies of 
assimilation and integration because cultural diversity was considered to be 
acceptable within the social structure of Aotearoa (Irwin, 1989).  However, 
multiculturalism was problematic for Māori (Johnson, 1998) because the policy 
obscured the vision inherent in the Treaty of Waitangi, prompted a focus on 
relationships between all ethnic groups and consequently ignored the importance of 
the fundamental Treaty relationship between the Māori and European signatories. 
From a Māori perspective, this policy phase did not progress education or curriculum 
for Māori.  A more explicit acknowledgement of the Treaty of Waitangi was 
necessary.   

Biculturalism Policy  

The mid to late 1970s were a politically dynamic period in Aotearoa.  Significant policy 
began to emerge at this time under the mantle of biculturalism. Of particular note 
was the Treaty of Waitangi Act 1975.  This legislation positioned the Treaty firmly in 
the national agenda.   

Additionally, during this period, the kaupapa Māori movement, focused on Māori 
resistance and cultural revitalisation, gained momentum.  This cultural revolution 
(Smith, 2003) was the manifestation of Māori concerns about the underachievement 
of Māori students and the ongoing suppression of Māori identity, language and 
culture in education.  Within New Zealand’s monocultural schools,  Māori identity was 
ignored and belittled, which meant that Māori students could not see positive 
associations with their culture (Walker, 1973). This proposition reflected the concerns 
of Māori communities, and these concerns, along with Māori activism, demanded a 
political response.    

The establishment of the Waitangi Tribunal in 1975, therefore, heralded the arrival of 
biculturalism policy in education, which continues today.   

Biculturalism recognises the Treaty partnership between Māori as tangata whenua 
and the Crown.  The concept of biculturalism is further unpacked by Sullivan (1994): 
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Biculturalism is concerned with redressing past injustices and re-empowering 
the indigenous people. Implicit in this principle is the acknowledged fact that 
after a century and a half of cultural domination, Māori set their own path and 
make their own decisions about Māori development in partnership with 
non-Māori (p. 195-196).  

The transition from integration (which purported to recognise Māori culture) to 
biculturalism (which recognised Māori as tangata whenua, with fundamental rights 
under Te Tiriti o Waitangi) was a progressive shift.  

We both entered English-medium education in the late 1970s and early 1980s, which 
means we have had front-row seats to the evolution of education for half a century.  
When we started school, the political dynamics were beginning to permeate through 
education. These were the early years of biculturalism.  We break the other years 
down into the middle, recent and current years of this policy era.  

The Early Years of Biculturalism 1975 - 1990 

We learned waiata, how to count and identify colours in Māori at primary school.  Te 
Reo Māori was a curriculum subject we could select at secondary school, and we 
could also participate in school kapahaka performing arts teams. We recognise this 
as progress because our grandparents' generation was punished for speaking Māori 
at school. Many of our parents' generation (including our own) refrained from taking 
up these opportunities because of the residual trauma associated with speaking Te 
Reo.   

Outside of Māori (the subject) and kapahaka, however, both of us struggle to recall 
examples of how the Treaty and, therefore, Māori were positioned in the curriculum. 
We acknowledge that these were the early years of biculturalism. Fortunately,  we got 
to experience the policy from a different perspective in the middle years when we 
both became teachers at the same school in the late 1990s.   

The Middle Years of Biculturalism 1997 - 2006 

We are not sure what curriculum documents outlined the fundamental roadmap for 
our learning when we were students. But, as intermediate school generalist teachers 
in the 1990s, our teaching was guided by five individual, subject-specific and 
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colour-coded curriculum documents: Mathematics, Science, English, Social Studies, 
and Health and Physical Education. The 1993 New Zealand Curriculum was the first 
national curriculum, which meant that it could be mandated and enforced. It did not 
go unnoticed by either of us that two of the curriculum documents (English and 
Social Studies) specifically referenced the Treaty of Waitangi.   

Understandings about biculturalism (Sullivan, 1994) were still in the early phases of 
socialisation.  Resource packs to teach the Treaty of Waitangi were available, and we 
were encouraged to draw from a healthy range of literacy resources that engaged 
with Māori and the Māori world.  In the year 2000, we started singing the bilingual 
version of the national anthem in school assemblies, and engagement in Māori 
cultural rituals such as pōwhiri and tangihanga were becoming fairly normalised 
school practices.    

When viewed in isolation, these discrete responses implemented under the guidance 
of five curriculum documents may seem insignificant.  They were nonetheless the 
collective attempts of our education community to create a curriculum that more 
strongly embodied the intention of biculturalism and therefore the promises of Te 
Tiriti.  This learning gave us all a foundation to build on. 

While the early and middle years of biculturalism could be seen as being 
progressive,  when the baseline is assimilation and integration, the extent of this 
progress was rightly critiqued and challenged. We were reminded by Distinguished 
Professors Graham Hingangaroa Smith (1990, 1997) and Linda Tuhiwai Smith (1999) 
that when the state defines biculturalism, this results in symbolic, tokenistic inclusion.  
This arrangement does not allow for meaningful Māori authority, and, therefore, the 
potential for transformation is compromised.     

In retrospect, these cautions would have been useful to understand as we continued 
to work in schools and entered the recent years of biculturalism.  At this point, we 
were working in different schools:  Bruce was a principal, and Therese was a deputy 
principal. 
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The Recent Years of Biculturalism 2007 - 2017 

We vividly recall the controversy when the Draft New Zealand Curriculum was 
released for consultation in 2006.  The document faced significant criticism from 
leaders and teachers for failing to reference the Treaty of Waitangi and the bicultural 
foundations of Aotearoa.   The fact that these omissions had been noticed and were 
then strongly challenged was indicative of the considerable progress that had been 
made by leaders and teachers to better understand the critical place of the Treaty in 
our national, fundamental roadmap for teaching and learning.    

Consequently, the final version of the New Zealand Curriculum released in 2007 
reflected a distinctly different flavour from its predecessors. The document 
referenced the Treaty of Waitangi six times. Moreover, it referenced Māori people, 
knowledge, reo, tikanga and Māori medium education 35 times.  The Principles, 
defined as the foundations for curriculum decision making, included this clear 
statement:  

The curriculum acknowledges the principles of the Treaty of Waitangi and the 
bicultural foundations of Aotearoa New Zealand. All students have the 
opportunity to acquire knowledge of te reo Māori me ōna tikanga (p.9).  

It is important to point out that, while the curriculum holds a privileged position in the 
education landscape, this policy does not sit in isolation.  Between 2007 and 2021, 
several significant strategies, standards, research reports and guidelines were 
revised, introduced, and published.  These documents more explicitly reflected 
biculturalism, providing both the expectations and the support required for 
educators and their boards to better understand (and give active expression to) Te 
Tiriti o Waitangi:   

●​ National Administration Guidelines 2007 
●​ Te Marautanga o Aotearoa 2008 
●​ Ka Hikitia - Managing for Success: The Māori Education Strategy 2008-2012 
●​ Best Evidence Synthesis: School Leadership and Student Outcomes: What 

Works and Why 2009 
●​ Te Tū Rangatira: Māori Medium Educational Leadership 2010 
●​ Ka Hikitia: A Demonstration Report Effectiveness of Te Kotahitanga Phase 5 

2010-2012 
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●​ HAUTŪ (Māori Cultural Responsiveness Self-Review Tool for Boards of Trustees) 
2010 

●​ Tātaiako: Cultural Competencies for Teachers of Māori Learners (2011/2012) 
●​ Ka Hikitia - Accelerating Success Māori Education Strategy 2013-2017 
●​ ERO School Evaluation Indicators 2016 
●​ Teaching Council Our Code Our Standards 2017 

 
Although the New Zealand Curriculum 2007 was clear about the importance of the 
Treaty of Waitangi, these complementary documents provided teachers, leaders 
and board members with the mandate, guidelines and confidence to push their 
learning and leadership further. As well as focusing on the Treaty of Waitangi and 
biculturalism, there are other strong and consistent themes throughout these 
documents.   These themes include the importance of inclusion, culturally responsive 
pedagogy, culturally responsive leadership, equity and excellence and strong 
relationships with whānau, hapū and iwi.   

Throughout this period (2011 - 2017), we watched with interest to see how these key 
documents influenced school policies and practices.   They were important in the 
various roles that we held during this time. Bruce was leading a large urban primary 
school and was also mentoring beginning principals.  Therese worked at the 
University of Waikato as a researcher, PLD facilitator and lecturer specialising in 
educational leadership, policy and research methodologies.  Additionally, we were 
both members of school Boards of Trustees, and we both held numerous advisory 
roles on a wide range of Ministry of Education initiatives.  These multiple roles took us 
all over Aotearoa and abroad, giving us a fairly comprehensive macro and micro 
view of curriculum and education as a whole.  

In 2017, educators, whānau, iwi, hapū, learners and communities were provided with 
an opportunity to contribute to Kōrero Mātauranga (also referred to as Kōrero 
Education and Conversation Education).  The purpose of this kōrero was to ask these 
groups what a successful education system should look like and then use this 
feedback to shape the future of education.    Kōrero Mātauranga was a major 
initiative that started in 2018 and ran through to 2020.  Several systemic changes 
happened in 2020, which brought us into the current years of biculturalism.   
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The Current Years of Biculturalism 2018 - 2025 

Although Kōrero Mātauranga was similar to a stocktake, the swift evolution of 
education in Aotearoa did not stop.   The development and publication of significant 
acts, strategies, standards, research reports and guidelines that emphasised Te 
Tiriti/ the Treaty and biculturalism continued to become available to educators:  

●​ Te Ahu o Te Reo Māori 2019 
●​ Education and Training Act 2020 
●​ National Education Learning Priorities 2020 
●​ Ka Hikitia - Ka Hāpaitia Māori Education Strategy 2020 
●​ Draft Aotearoa New Zealand’s Histories (Released for consultation 2021) 
●​ Secondary Principals’ Collective Agreement 2023 
●​ Primary Principals’ Collective Agreement 2023 
●​ Aotearoa New Zealand’s Histories 2023 

 
The introduction of Te Ahu o Te Reo Māori in 2019 was welcomed and celebrated by 
Māori and non-Māori across the system.  The opportunity for teachers to learn and 
further embed Te Reo into the curriculum was an exciting prospect. 

Consultation through Kōrero Mātauranga closed in 2020. It was interesting to learn 
that in July 2019, before it closed, the Ministry of Education estimated that there had 
been over 43,000 participants who provided feedback (education sector and 
communities).  This would make Kōrero Mātauranga one of the largest education 
consultations in Aotearoa’s history.  We have been unable to ascertain the final 
number of participants because we have been unable to locate information about 
Kōrero Mātauranga.   One major recommendation that emerged from the synthesis 
of this evidence, however, was that the New Zealand Curriculum be refreshed.    

In February 2021, it was officially announced that the national curricula for schooling, 
Te Marautanga o Aotearoa and The New Zealand Curriculum, would be refreshed 
over three to four years.  In March, we were both nominated by the organisations we 
represented (Bruce, Te Akatea and Therese, University of Waikato) to provide advice 
on the curriculum refresh. By April, we were both selected to participate in one of the 
New Zealand Curriculum refresh working groups that began work in May.  The next 
section describes our experience in the development of that refreshed curriculum, 
namely, the original Te Mātaiaho: 2021 - 2023. 
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Te Mātaiaho: 2021 - 2023 

As the curriculum refresh commenced, we learned that several groups were 
represented in the ecosystem that was called the Bicultural and Inclusive Framework 
Working Group.  A key requirement of the curriculum refresh, as outlined in the 
Ministry of Education’s brief, resonated with both of us; namely: 

The New Zealand Curriculum will be refreshed to ensure it is bicultural and 
inclusive, clear and easy to use. To do this, the New Zealand Curriculum needs 
to honour our obligations to Te Tiriti o Waitangi and be underpinned by the UN 
Conventions on the Rights of the Child and Rights of Persons with Disabilities. 

We appreciated the clarity of the Ministry of Education’s remit:   

The Bicultural and Inclusive Framework Working Group will ensure that the 
refreshed NZC is bicultural, inclusive and values the identities, languages and 
cultures of all learners.  

Three sub-groups made up the Bicultural and Inclusive Framework Working Group:  

●​ Rōpū Kaitiaki: to advise on the integrity and appropriate weaving of 
mātauranga Māori through the curriculum, grounded in te ao Māori and te reo 
Māori me ōna tikanga.   

●​ Core Working Group: to anchor the process across the three years of 
development, ensuring there is coherence in the way the bicultural and 
inclusive framework is developed and interpreted 

●​ Task Specific Groups: (including the Curriculum Voices group elaborated on 
later) to join the Core Working Group at key points, as content area specialists, 
points to develop specific aspects of the refresh, e.g. Key Competencies.  

The Rōpū Kaitiaki was a group of acclaimed Māori scholars who had, and continue to 
have, considerable credibility within te ao Māori (the Māori world).  These individuals 
are also highly respected amongst non-Māori educators in New Zealand, and they 
are revered by international indigenous and non-indigenous theorists within and 
beyond the field of education.    

In the Core Working Group, we were two of five Māori, three Pacific and two European 
advisors.  The individuals in this group were nominated based on their expertise in 
curriculum and their experiences working and researching in the fields of Māori, 
Pacific, and inclusive education. 
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The second hui that the Core Working Group had with the Rōpū Kaitiaki was in June 
2021 at Te Rau Karamu Marae in Wellington. During the pōwhiri that opened the hui, 
Dr Wayne Ngata was inspired by the kōrero that was shared. He proposed a frame 
for the refreshed curriculum that was grounded in the concept of ‘mātai’, which 
means to study, deliberately examine, and observe.  Following the pōwhiri, he further 
unpacked his thinking around this concept with the Core Working Group.  We both 
vividly recall Wayne talking about the different layers of ‘mātai’.   

Mātairangi represented our whakapapa and the distant horizon we were heading to; 
while Mātainuku was the foundation and the act of bringing those Mātairangi visions 
down to earth and taking action. This perspective provided a frame for how the 
curriculum that we were refreshing could be seen because  Mātaiaho was about 
weaving the different dimensions of the curriculum together.   While a Te Ao Māori 
way of conceptualising, developing and implementing curriculum set the frame for 
the refresh, there was strong consensus across the Core Working Group that the Te 
Tiriti o Waitangi/ Treaty of Waitangi and mātauranga Māori needed to be explicit 
throughout the weaving of the new, national foundational roadmap for teaching and 
learning.  

The Curriculum Voices Group consisted of approximately 150 Māori, Pacific, and 
European educators, leaders, and curriculum experts, specifically selected to reflect 
diverse schools and community perspectives across Aotearoa. This group was 
responsible for providing continuous feedback on the design, content, and 
implementation plans of Te Mātaiaho.  It was also their job to “check” the work of the 
Core Working Group to ensure the refreshed curriculum was bicultural, inclusive, 
clear, and easy to use for all school contexts (as per the parameters of the Ministry of 
Education’s brief).   

After some initial phases of testing, there was a high degree of comfort across the 
ecosystem of groups that Te Mātaiaho was ready to release for wide testing 
throughout the education system. After living through the various phases of 
progression that the curriculum had made and having closely worked on the refresh, 
we were both confident that the system was ready for a re-envisaged curriculum.  In 
the next section, we highlight (in italics) characteristics of Te Mātaiaho that 
resonated with our earlier descriptions of decolonisation (Stokes, 1980; Walker, 2016) 
and an ethic of restoration (Jackson, 2020).    

Te Mātaiaho: Decolonisation and an Ethic of Restoration   

Since 1847, when formal schooling in Aotearoa commenced, Māori have been 
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excluded from contributing to the New Zealand curriculum.  The configuration of the 
three aforementioned sub-groups within the Bicultural and Inclusive Framework 
Working Group, appointed to lead the curriculum refresh, reflected a significant 
turning point in New Zealand education. Having Māori at the conceptualisation 
phase of the curriculum refresh design signalled that the system was moving 
beyond state-defined biculturalism and symbolic inclusion of Māori, to building what 
Moana Jackson referred to as new, non-colonising relationships.  This move also 
resonated with the proposition of Sullivan (1994) that biculturalism redresses past 
injustices and reempowers indigenous peoples.   

It was somewhat extraordinary for Māori to be engaged at the very start of a critical 
process like a curriculum refresh (not just ‘added on’ later). What also made it 
extraordinary for us was not just the timing of Māori involvement; it was the number 
of Māori involved in an advisory capacity.  The Rōpū Kaitiaki and the Core Working 
Group were mainly Māori.  This created an advisory setting that we were both 
unfamiliar with because in advisory contexts for the Ministry of Education, we had 
become accustomed to being the tokenistic one or two Māori in the room. We saw 
the determined inclusion of multiple Māori as progress and a representation of 
Moana Jackson’s kawa that allows for balanced non-colonising relationships that 
rekindle faith in the ‘ought to be’ in this land.  

The front cover of the draft document of Te Mātaiaho, released for testing in 
September 2022, presented a karakia that was especially created by Dr Wayne 
Ngata to signal the intent of the proposed refresh.  The introduction explained that 
the curriculum was framed within a whakapapa that flowed from Mātairangi through 
to Mātainuku. We recognised that it was rather remarkable for a reader to begin their 
engagement with a document through a karakia and then be introduced to a 
curriculum that was explicitly founded on a mātauranga Māori way of understanding 
and engaging with the world. This frame draws from the same 
land-and-tikanga-centred ways of ordering society that Moana Jackson suggested 
were ‘restoring’ as envisaged in Te Tiriti.   Additionally, these forms of restoration are 
the antithesis of the late 1800s, the assimilation era that Walker (2016) described as 
a time, when Māori knowledge was excluded and disqualified as inadequate.     

Mātairangi (the distant vision) was defined in the original Mātaiaho (2021-3) as the 
guiding overarching kaupapa, expressing the centrality of Te Tiriti o Waitangi, its 
principles and New Zealand’s vision for education.   The inclusion and articulation of 
key shifts and calls to action ensured that school leaders and teachers would honour 
Te Tiriti. To enhance the clarity of how we understand a curriculum that is Te Tiriti 
honouring and inclusive, there are 33 references to Te Tiriti o Waitangi in the first 
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sections of Te Mātaiaho (p.1-20). Additionally, the word Māori in relation to people, 
reo, mātauranga and tikanga is referenced 36 times. These multiple references to 
these very special words in the fundamental roadmap for teaching and learning in 
New Zealand are powerful.  They bring forward the language that was so brutally 
suppressed and nearly eradicated through the curriculum.  These progressive 
changes, therefore, speak to the endeavour of making right even the most egregious 
wrongs (as proposed by Jackson, 2020).     

It has been an immense undertaking that has involved thousands of teachers, school 
leaders, politicians, policy-makers, iwi and hapū leaders, researchers, whānau and 
learners, for over half a century, to reach the point of curriculum evolution that the 
original Te Mātaiaho represented.   Consequently, since 2023, it has been confusing, 
frustrating and difficult to accept that we can no longer see, and we rarely hear 
about, that original Te Mātaiaho in the education system.  The webpages that once 
housed all of the guiding material, videos, resources and feedback have 
disappeared.  This invisibility concerns us because it resonates with a historical 
pattern of suppression and eradication, to aid the consolidation of immigrant 
settlement.    

The original Te Mātaiaho could stand up to critique against indicators of 
decolonisation and an ethic of restoration.  We are unconvinced that the refresh of 
the refreshed curriculum, currently out for consultation in the form of two documents 
(Te Mātaiaho: The New Zealand Curriculum English Years 0 - 6 and Te Mātaiaho: The 
New Zealand Curriculum English Years 7-13), stands up to the same critique.  We go 
further and propose that they both fail the decolonisation and ethic of restoration 
tests, while achieving an Excellence Endorsement for recolonising the curriculum.  

Recolonising the Curriculum 

We recognise that the two refreshed curriculum documents that are currently out for 
consultation are focused on the English curriculum area rather than an overarching 
curriculum frame that the original Te Mātaiaho articulates. This means that a direct 
comparison between each of these documents and the original Te Mātaiaho is 
difficult.  However, we have described how the original Te Mātaiaho stands up 
against the decolonisation and ethic of restoration indicators, and we can therefore 
compare how the two English curriculum documents compare in that regard. 
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The Configuration of the Refresh the Refresh Group 

Although we were part of the Core Working Group, responsible for developing and 
ensuring that there was coherence in the way the bicultural and inclusive framework 
was developed and interpreted, communication between our group and the Ministry 
of Education ceased in 2023, before the general election in October that year.  Our 
group has never received official confirmation that our “work is done”, nor have we, 
as a collective, been asked to comment on (or contribute to) the work of the 
Ministerial Advisory Group (MAG) that the Minister of Education appointed in 
December 2023. 

We are not sure about the exact cultural configuration of the current MAG, but we do 
understand that it is dominated by European researchers and educators who have 
been associated with anti-Māori, libertarian ideologies (Holloway, 2024, 2025; Moss, 
2025).  We understand that this group includes one or two Māori only, which is 
another indicator of a return to symbolic and tokenistic engagement with Māori.  This 
stands in contrast to decolonising and restoring notions described by Jackson 
(2020) as building new, non-colonising relationships, as well as Sullivan’s (1994) 
vision of redressing past injustices and reempowering indigenous peoples.  

We contend that the configuration and activation of the MAG, combined with the 
marginalisation of the Rōpū Kaitiaki, the Core Working Group, the Curriculum Voices 
Group and the dismissal of 50 years of curriculum progress under the policy of 
biculturalism, is frankly unbelievable. It sits in opposition to the view of Jackson 
(2020), in terms of restoring balanced relationships that rekindle faith in the ‘ought 
to be’ in this land. 

The Exclusion of Mātauranga Māori and Te Tiriti o Waitangi in the 
Refresh of the Refresh  

While the draft of the Years 0-6 English Curriculum references a reconfigured, 
colonised version of the Te Mātaiaho frame, there are no such references in the draft 
of the Years 7-13 version of the English Curriculum.    This is where the familiar 
historical pattern of the reconsolidation of immigrant settlement is particularly 
evident.  For example: 
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●​ We were unable to find any reference to Te Tiriti o Waitangi/Treaty of Waitangi 
in either document.   

●​ In the original version of Mātaiaho (2021-3), the curriculum refresh document, 
Mātairangi was described as the overarching kaupapa, expressing the 
centrality of Te Tiriti o Waitangi and its principles, and New Zealand’s vision for 
education.  In the current draft Years 0-6 English document, the description of 
Mātairangi has been changed so that the overarching kaupapa guiding the 
curriculum is based on the science of learning.   

●​ The draft Years 0-6 English curriculum references Te Reo Māori three times; 
and Te Ao Māori and Māori perspectives are referenced twice, respectively 

●​ The draft Years 7-13 English curriculum document references Te Reo and kupu 
Māori four times. 

●​ While neither of the draft English documents reference Te Tiriti o Waitangi, the 
Years 7-13 curriculum references Shakespeare. 

We have been following some of the commentary of non-Māori researchers and 
writers (Holloway, 2024, 2025; Moss, 2025; Thomas, 2024, 2025) who have more 
closely analysed the discursive and ideological orientations of some members of the 
MAG.  The group is chaired by Michael Johnston.  We have both met Johnston, and 
we did know that he is a senior fellow of the New Zealand Initiative.  We were not 
aware, however, of Holloway’s research, from which we learned that the New Zealand 
Initiative is a right-wing, neoliberal-oriented organisation that draws ideas and 
funding from the  Atlas Network.  Elizabeth Rata, a Pākehā sociologist and proclaimed 
libertarian, has had considerable input into the direction of the refreshed refresh.  
Moss (2025) rightly points out that Rata infamously dismissed the status and value of 
mātauranga Māori in our education system in a collaborative letter penned to the 
Listener in 2012 entitled, “In defence of Science”.  Rata, it seems, is supported by an 
advisory group, including one or two Māori, who endorse the idea that Māori 
knowledge should be excluded and disqualified as inadequate.  The inferior status of 
Māori knowledge and people is reinforced by the MAG’s recommendations that Te 
Tiriti o Waitangi, our nation’s founding document, be removed from the curriculum 
and replaced with the science of learning.  Additionally, it is difficult to fathom how 
this group has rationalised the exclusion of Te Tiriti while sanctioning the inclusion of 
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Shakespeare (from Elizabethan and Jacobean England) in the 2025 fundamental 
roadmap of teaching and learning in Aotearoa. 

The Cultural Appropriation “Te Mātaiaho” 

Both the aforementioned English curriculum documents carry the name Te 
Mātaiaho, which insinuates that they are (or, at least, resemble) the original Te 
Mātaiaho. This insinuation is disengenuous and offensive. It is also a clear example of 
cultural appropriation that manifests itself in the perpetuation of colonial patterns of 
dispossession—where Indigenous knowledge and language are taken on, while 
Indigenous people themselves remain marginalised. 

●​ The karakia Dr Wayne Ngata developed for the original Te Mātaiaho is 
reproduced in the draft Years 0-6 English document but not in the Years 7-13 
document.   

●​ The “whakapapa” of Te Mātaiaho is referenced in the draft Years 0-6 English 
document without explanation of what that whakapapa is, which reflects a 
return to tokenism. 

●​ The whakapapa of Te Mātaiaho is not referenced at all in the draft Years 7-13 
English document, yet the document carries this special gifted name as a title.  

●​ As mentioned in the previous section, the meaning of Mātairangi has been 
changed in the draft Years 0-6 English curriculum document such that Te Tiriti 
o Waitangi is removed and replaced with the science of learning.    

We have discussed the power of language and the opportunity that the original Te 
Mātaiaho represented to bring forward Te Reo Māori, as well as the mātauranga and 
tikanga that authenticate the kupu.  The architects and authors of the draft English 
curriculum documents have culturally appropriated the title Te Mātaiaho and the 
definition of Mātairangi.  This is a clear indication that the Minister of Education and 
the advisors whom she has appointed have no intention of making right the most 
egregious wrongs (as recommended by Jackson, 2020, within the ethic of 
restoration). They appear to be committed to perpetuating them.  
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A Guiding Framework for Protecting and Advancing Te 
Tiriti o Waitangi 

This paper has chronicled our journey through the evolution of the New Zealand 
curriculum, culminating in our proposition that the current "refresh of the refreshed 
curriculum" represents a concerning process of recolonisation. We have highlighted 
how the original Te Mātaiaho (2021-3), developed with deep, genuine engagement 
and a commitment to an ethic of restoration, embodied a significant step towards a 
truly bicultural and Treaty-honouring curriculum. In stark contrast, our observations 
of the current English curriculum documents reveal a troubling exclusion of Te Tiriti o 
Waitangi and mātauranga Māori, alongside instances of cultural appropriation that 
perpetuate colonial patterns of dispossession. 

For leaders committed to resisting this recolonisation and advancing Te Tiriti o 
Waitangi in education, a guiding framework is paramount. This framework must be 
rooted in the principles of truth-telling, unwavering commitment to Te Tiriti, and the 
active pursuit of an ethic of restoration, as articulated by Moana Jackson (2020). 

Here, we offer a framework for leadership that actively protects and advances Te 
Tiriti o Waitangi in the New Zealand Curriculum: 

Uphold Te Tiriti o Waitangi as the Foundational Document  

Leaders must unequivocally assert Te Tiriti as the primary guiding document for all 
curriculum design and implementation. This means moving beyond tokenistic 
references to genuine integration of Te Tiriti’s intentions, ensuring that the curriculum 
reflects the partnership between Māori and the Crown, and prioritises Māori 
aspirations for educational success as Māori. 

Champion Mātauranga Māori and Te Ao Māori  

Actively advocate for the centrality of mātauranga Māori and te ao Māori within the 
curriculum, not merely as an add-on or an object of study, but as a legitimate and 
foundational way of understanding and engaging with the world. This includes 
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ensuring that Māori language, tikanga, and perspectives are authentically woven 
throughout all learning areas. 

Resist Cultural Appropriation and Tokenism 

Develop a critical lens to identify and challenge instances of cultural appropriation, 
where Indigenous knowledge and language are adopted without genuine 
engagement, authority, or benefit to Indigenous people. Leaders must ensure that 
references to Māori concepts are meaningful, contextualised, and developed in 
partnership with tangata whenua. 

Demand Transparency and Inclusivity in Curriculum Development 

Insist on open, robust, and genuinely inclusive processes for curriculum design. This 
means ensuring that Māori academics, educators, whānau, hapū, and iwi are not 
merely consulted, but are empowered as co-designers and decision-makers, with 
their expertise and lived experiences valued and prioritised. We have a model of 
what this looks like in the 2021 - 2023 journey of Te Mātaiaho. 

Invest in Professional Learning and Development Focused on Te 
Tiriti and Bicultural Competency 

Provide ongoing, high-quality professional learning opportunities for all educators to 
deepen their understanding of Te Tiriti o Waitangi, unpack the complexities of 
colonisation and decolonisation, and build their cultural competency (as outlined in 
frameworks like Tātaiako). This goes beyond surface-level understanding to fostering 
critical self-reflection and transformative practice. 

Advocate for Systemic Accountability 

Work towards establishing clear accountability mechanisms within the education 
system that measure and report on the genuine implementation of Te Tiriti principles 
and the achievement of equitable outcomes for Māori learners. This includes 
challenging policies and practices that undermine bicultural aspirations. 
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Conclusion 

The recolonisation of the New Zealand Curriculum is not an inevitable outcome. It is a 
political choice that can be resisted through informed, courageous, and principled 
leadership. By protecting and advancing Te Tiriti o Waitangi, we can ensure that the 
curriculum truly serves all learners in Aotearoa, fostering a future where tangata 
whenua and tangata tiriti flourish and the promises of Te Tiriti o Waitangi are fully 
realised. This is not merely an educational imperative; it is a moral obligation for a 
just and equitable society. 
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Introduction 
This report summarizes feedback from PPTA Te Wehengarua members on the draft curriculum documents across six 
learning areas following their release on the 29 October, 2025.  
Survey period: Collected over ten days, November 2025. 
Method: Online survey using Likert-scale questions and open-ended comments. 

 

Survey Questions and initial analysis 

While each survey had slightly different questions depending on how the learning area is structured, the key questions 
throughout all surveys are detailed in the boxes with initial findings below:  

Overall trend: Strong disagreement dominates across all learning areas and most questions in this section.   

Open-ended questions invited participants to provide comment   

• if they would like to add something to, or change something about the purpose statement, introduction, 
learning area structure  

• on the appropriateness of the content of the teaching sequences for the year level/s.  

• on any other aspect of the draft curricula  

• on the rewritten Te Mātaiaho 

 



 Learning Area highlights  

The results below do not attempt to report on every element for every learning area. They offer a snapshot of the 
strongest results/comments for each learning area. Note that some results cannot be reported at subject level due to 
small numbers of respondents. 

The Arts (n=102)  

• Likert-scale questions  

o Strong disagreement on the appropriateness of the content of the teaching sequences for the year level for The 
Arts overall, and particularly for Music.   

o Strong disagreement that the 'approximate' time allocation for the learning area is sufficient for years 9 and 
10.   

o Strong disagreement that there is a genuine attempt to give effect to Te Tiriti o Waitangi.  

• Themes from open-ended comments  

o Positive intent noted, but lacks depth and cultural alignment.   

o Reject combining Dance & Drama; retain four strands.  

o Recommendations: Embed biculturalism, emphasize arts as agents of change, reduce prescriptiveness, and 
clarify time allocation.  

Music:  

o Seen as regressive and overly focused on theory.  

o Lacks engagement and relevance for students.  

o Teachers feel under-resourced and undervalued.  

o Concerns about time allocation and unrealistic expectations.  

Visual Arts:  

o Perceived as more coherent and aligned with learning science than other subjects.  

o Concerns about being merged with performing arts and losing depth.  

o Curriculum is too prescriptive and demanding for junior levels.  

Drama/Theatre:  

o Needs to be taught by specialists, not generalists.  

o Proposed content is too advanced for Year 9–10 students.  

o Risk of discouraging student participation due to complexity.  

Health & PE (n=81)  

• Likert-scale questions  

o Strong disagreement that the 'approximate' time allocation for the learning area is sufficient for years 9 and 
10.   

o Strong disagreement that there is a genuine attempt to give effect to Te Tiriti o Waitangi.  

•  Themes from open-ended comments  

o Te Tiriti o Waitangi – concerns about tokenistic inclusion and lack of genuine integration. Loss of Hauora and Te 
Whare Tapa Whā.   

o Consultation – lack of teacher input and rushed process.  

o Overly sport-centric; neglects holistic well-being and Food/Nutrition.  



o Recommendations: Reinstate Hauora model, add Food & Nutrition strand, consult with teachers.  

 

Languages (n=57)  

• Likert-scale questions  

o Strongest disagreement of all learning areas that the 'approximate' time allocation for the learning area is 
sufficient for years 9 and 10.   

o Strong disagreement that the content of the teaching sequences is appropriate for the year level  

o Strong disagreement that the needs of neuro-divergent young people will be met  

o Strong disagreement that all ākonga will be well supported to make progress.  

o Strong disagreement that there is a genuine attempt to give effect to Te Tiriti o Waitangi.  

• Themes from open-ended comments  

o Insufficient time allocation (1.5 hrs/week) is the most frequent criticism.  

o Optional status of languages seen as devaluing the learning area.  

o Te Reo Māori should have its own curriculum, not grouped with other languages.  

o Structure overly prescriptive and unrealistic for mixed prior knowledge.  

o Purpose is outdated; lacks focus on communication and intercultural competence.  

o Removal of Communication strand widely opposed.  

o Many comments link language learning to global citizenship, literacy benefits, and equity.  

o Recommendations: Reframe around communication, identity, and global citizenship; reduce grammar-heavy 
approach; allow flexibility for heritage languages; allow for sufficient time for learning.  

Science (n=130)  

• Likert-scale questions a lot more neutral than other learning areas   

o Disagreement that the content of the teaching sequences is appropriate for the year level.  

• Themes from open-ended comments  

o Concerns about loss of Nature of Science and cultural perspectives.  

o Overloaded curriculum - for some, the content is too advanced; risks disengagement and inequity.  

o Concerns about equity and teacher capability.  

o Fear of rote learning replacing inquiry-based approaches.  

o Recommendations: Restore Nature of Science strand, reduce load, scaffold progression, and embed 
Mātauranga Māori.  

Social Sciences (n=172)  

• Likert-scale questions  

o Strong disagreement on the appropriateness of the content of the teaching sequences for the year level (for 
teachers of Social Sciences, History, Geography and Civics and Society)   

o Strong disagreement that the 'approximate' time allocation for the learning area is sufficient for years 9 and 
10.   

o While still graded negatively, the purpose statements were the least problematic  

o The purpose and introduction for Civics and Society had the greatest number of neutral responses  

• Themes from open-ended comments  



o Eurocentric and fact-heavy; lacks conceptual framing.  

o Calls for integrated thematic approach and cultural depth.  

o Overloaded content: “too much to cover,” “unrealistic timeframes”, Unrealistic scope for time allocation (3 
hours/week).  

o Age appropriateness: “topics too advanced for Year 9–10” (e.g., French Revolution at Year 7).  

o Loss of integration: “fragmented strands,” “lack of conceptual focus” shift to siloed disciplines.  

o Te Tiriti & Māori perspectives: “tokenistic,” “missing local context”  

o Positive voices: A small minority strongly supports the “knowledge-rich” approach, citing improved rigor and 
clarity.  

o Recommendations to   

o shift to a concept-driven curriculum  

o reduce prescriptive content  

o embed bicultural principles  

o provide trauma-informed guidance.  

Technology (n=45)  

• Likert-scale questions  

o Strong disagreement that all ākonga will be well supported to make progress.  

o Strong disagreement that there is a genuine attempt to give effect to Te Tiriti o Waitangi   

• Themes from open-ended comments  

o Purpose feels vague; missing design thinking and practical pathways.  

o Strong opposition to merging practical strands; overemphasis on digital.  

o Strong calls for teacher involvement in curriculum design.  

o Concerns about digital strands being too narrow or overly complex.  

o Issues with insufficient time allocation for teaching content.  

o Calls for retaining hands-on, practical components.  

o Confusion or dissatisfaction with learning area structure.  

o Calls for fundamental rewrites.  

o Concerns about lack of creative aspects.  

o AI: 0 mentions — despite being in the draft, not a major focus in comments.  

o Recommendations: Separate strands, simplify language, scaffold skills, and balance digital with hands-on 
learning.  

  

 



Overall Themes Across Learning Areas from all 
comments  

1. Time Allocation (Years 9–10): Overwhelming disagreement for most learning areas; seen as insufficient for the 
volume of content.  

2. Language & Tone Issues: Wording often feels generic, jargon-heavy, or AI-generated; lacks authenticity and 
conceptual depth.  

3. Cultural Responsiveness:   

o Māori perspectives are not meaningfully integrated; true cultural alignment requires co-design, not just 
consultation.   

o Strong calls to embed Te Tiriti o Waitangi, Te Ao Māori, and bicultural principles authentically.   

o Need for more Māori and Pasifika resources and leadership.  

o Te Tiriti (some strong agreement with what’s on offer, but the majority critical of lack of embeddedness).  

4. Equity & Feasibility:   

o Content is widely seen as too dense, advanced, and unrealistic for allocated time and resources;   

o Risks favouring well-resourced schools.   

o Curriculum perceived as a list of disconnected ideas rather than a coherent framework.  

5. Developmental Appropriateness:   

o Learning sequences assume prior knowledge and senior-level skills  

o Lack of scaffolding for age-appropriate progression.  

6. Consultation & Implementation:   

o Teachers and subject experts feel excluded; process perceived as rushed and politically driven.  

o Poor change management and unrealistic timelines.  

o Limited understanding of school logistics (e.g., timetabling, assessment).  

7. Risk Factors:   

o Loss of cultural inclusion and student engagement.  

o Teacher wellbeing concerns: burnout, attrition, and job losses in practical areas.  

o Risk of disengaging neurodiverse students who thrive in creative subjects.  

8. Curriculum Design Concerns  

o Over-prescription and lack of flexibility.  

o Disconnect between curriculum content and actual student needs.  

9. Vision of Young People  

o Draft does not adequately represent young people’s vision; responses are neutral rather than supportive.  

10. Neurodivergent Learners  

o Teachers doubt the curriculum provides strategies for neurodiverse learners.  

 

 

 



Strategic Recommendations 

  

1. Embed Cultural Principles  

o Integrate Te Tiriti o Waitangi, tikanga, and local contexts throughout all strands.  

o Provide Māori and Pasifika leadership and resources.  

2. Simplify and Clarify Language  

o Revise wording to be clear, authentic, and conceptually strong.  

o Remove jargon and overly generic phrasing.  

3. Reduce Content Load  

o Focus on big ideas, core concepts, and practical experiences rather than heavy theory.  

o Ensure realistic expectations for allocated teaching hours.  

4. Ensure Developmental Progression  

o Scaffold learning from basics to advanced concepts.  

o Avoid senior-level content in Years 7–10.  

5. Improve Consultation and Change Management  

o Engage teachers and subject experts early in the process.  

o Provide clear timelines and realistic implementation plans.  

6. Support Implementation  

o Offer strong professional development, resources, and clear communication.  

o Address school logistics such as timetabling and assessment.  

7. Prioritise Equity  

o Design curriculum that is feasible for all schools, not just well-resourced ones.  

o Include strategies for neurodiverse learners and creative subjects.  

8. Maintain Flexibility  

o Avoid over-prescription; allow adaptability for local contexts and diverse learners.  

9. Reflect Young People’s Vision  

o Incorporate student voice to ensure relevance and engagement.  
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Update on Curriculum and Subject Associations 
Executive [Professional Standing Committee] 

Recommendations 

1. That the report be received. 

2. That the PPTA releases the results of the curriculum pulse check. 

3. That the executive approves members being asked to organise on a department basis to sign up to a 

statement supporting the PPTA curriculum policy and juxtaposing this with the current curricula. 

4. That the PPTA supports the Subject Associations to pursue the following: 

a. Strengthening their collective voice. 

b. Questioning OIA process. 

c. Progressing a regulatory review against the Education and Training Act around process of development 

of draft curricula. 

5. That the PPTA executive notes that the issue of the rewrite of the curricula be considered as part of the 

overall approach to putting forward education issues in the lead up to the election next year. 

Introduction 

As predicted in the 2024 Conference paper What good curriculum development looks like, this year has seen 
unprecedented interference in the curriculum development process by the Minister and huge changes made to 
previous drafts of curriculum documents where Te Tiriti, the voice of young people, teacher voice and expertise 
and other subject expert voice had actually been incorporated. 

In 2025, each announcement and each release by the Minister/Ministry of Education have been followed by 
outcries of lack of transparency and lack of collaboration and consultation. As a result, there has been an erosion 
in trust as the co-design approach previously appreciated was nowhere to be seen.  In the words of an executive 
member of one subject association recently: 

‘…educators appear to be not only disregarded but brushed aside as being a mere nuisance to a predetermined 
agenda’. 

Engagement with Subject Associations 

PPTA Te Wehengarua meets regularly with the Deputy Secretary for Curriculum, Pauline Cleaver, and feeds in 
concerns from subject associations at these meetings. Despite numerous assurances from the Dep.Sec. that 
subject association expertise is valued and their input will be appreciated, these assurances amount to very little in 
practice as expertise and advice are ignored and, in most cases, not even sought. 

Extra meetings have been hosted by PPTA with subject associations to make sense of the senior subject lists, draft 
curriculum documents, and the latest Networks of Expertise (NEX) funding offer. 

PPTA Te Wehengarua has prepared a messaging guide Communicating about Curriculum Changes1 to support 
subject associations talk about the complex issues of the curriculum changes. It is by necessity one-size-fits-all but 

 
1 HI25/153 

To: Executive 
Te Huarahi 
 

HX25/146 
Strat Plan Ref: 
Advocating 
11 November 2025 From:  Adele Scott, Advisory Officer 

CONFIDENTIAL 

APPENDIX I
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we are encouraging subject associations to adapt the messages for the subject specific contexts. 

Senior Subject Lists 

• 11 Sept Years 11-13 Phase 5 Curriculum Subjects released.2 

• 11 Sept PPTA Te Wehengarua submitted an OIA request. 

• 22 Sept joint letter from 27 subject associations sent to Minister – response received two weeks later from 

the Dep.Sec. 

• 14 Oct - first response received to PPTA’s OIA.3 

• 7 Nov – second response received to PPTA’s OIA. 

While a full analysis of the OIA responses is yet to be done, a lot is ‘refused’ and very little detail provided. Subject 
Associations report the same and are preparing to challenge the disingenuous OIA process with the Ombudsman. 
Like PPTA, subject associations disagree with the Ministry’s OIA response which states ‘the Ministry's response 
emphasizes transparency and the commitment to a high-quality, inclusive curriculum that meets the needs of New 
Zealand learners’. 

In addition, the descriptors of the senior subjects – divided into ‘curriculum’ and ‘industry-aligned’ were meant to 
be provided by mid-October and are yet to be seen. Until these descriptors are provided, the potential impact on 
members cannot be determined. 

Release of Draft Curriculum Documents4 

The draft curriculum documents for Years 0-10 for the remaining six learning areas (English and Maths & Stats 
having already been released), were uploaded to Tāhūrangi on 29 October (a day later than promised). 
Consultation will run until the end of Term 1, 2026. 

PPTA Te Wehengarua released pulse check surveys to members - one per learning area to gauge early reactions 
with just under 600 responses received so far. While the surveys were mainly eliciting early thoughts in relation to 
the curriculum for Year 9 and 10 there was also an opportunity for Year 7 and 8 teachers to take part. 

A webpage was set up for members-only to house the survey links and letters that subject associations have 
shared for dissemination. This will also become a spot where, once consultation is fully underway, members can 
go to get accurate information about key messages and concerns. 

High-level interim summary of survey responses from members 

 

 

 

 

 

 

Survey Questions and initial responses 

While each survey had slightly different questions depending on how the learning area is structured, the key 

 
2 HI25/142 
3 HI25/144 
4 HI25/146 

 Number of responses 

Draft Arts curriculum 102 

Draft Health and PE curriculum 81 

Draft Learning Languages curriculum 57 

Draft Science curriculum 129 

Draft Social Sciences curriculum 171 

Draft Technology curriculum 45 

(10 Nov) Total 585 

To what extent do you agree that: 
• the purpose statement adequately captures the learning area and subject? 
• the learning area structure is appropriate for the learning area and subject? 
• the introduction to the learning area/subject is logical and coherent? 
• The content of the teaching sequences is appropriate for the year level? 
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questions throughout all surveys are detailed in the boxes with initial findings below: 

Overall trend: Strong disagreement dominates across all learning areas and most questions in this section. 

• Science a significant cluster of strongly agree for purpose statement, vision. 

• Social Sciences: some strong polarization exists, with more respondents fully rejecting the draft. 

Key themes 

Health and PE 

• Food & Nutrition (and Home Economics) – repeated concerns about its removal. 

• Hauora and Te Whare Tapa Whā – strong calls for holistic well-being and cultural alignment. 

• Te Tiriti o Waitangi – concerns about tokenistic inclusion and lack of genuine integration. 

• Movement vs Sport – criticism that PE is too sport-focused and performance-driven. 

• Consultation – many comments highlight lack of teacher input and rushed process. 

• There is strong resistance to the proposed changes, especially around: 

o Removal of Food & Nutrition as a standalone subject. 

o Lack of Hauora and holistic well-being. 

o Overemphasis on sport and performance in PE. 

o Insufficient integration of Te Tiriti and Māori perspectives. 

• Teachers want consultation, cultural responsiveness, and practical skills retained. 

Learning Languages 

• Insufficient time allocation (1.5 hrs/week) is the most frequent criticism. 

• Optional status of languages seen as devaluing the learning area. 

• Te Reo Māori should have its own curriculum, not grouped with other languages. 

• Structure overly prescriptive and unrealistic for mixed prior knowledge. 

• Communication strand removal widely opposed. 

• Many comments link language learning to global citizenship, literacy benefits, and equity. 

Science 

• Overloaded curriculum and unrealistic timeframes. 

• Advanced concepts introduced too early. 

• Lack of Nature of Science and cultural integration. 

• Concerns about equity and teacher capability. 

• Fear of rote learning replacing inquiry-based approaches. 

Social Sciences 

• Overloaded content: “too much to cover,” “unrealistic timeframes”, Unrealistic scope for time allocation (3 
hours/week). 

• Age appropriateness: “topics too advanced for Year 9–10” (e.g., French Revolution at Year 7). 

• Loss of integration: “fragmented strands,” “lack of conceptual focus” shift to siloed disciplines. 

• Te Tiriti & Māori perspectives: “tokenistic,” “missing local context” 

• Positive voices: A small minority strongly supports the “knowledge-rich” approach, citing improved rigor and 
clarity. 

Participants were also invited to make comments in answer to the following questions: 
• If you could add something to, or change something about the purpose statement what would it 

be? 
• If you could add something to, or change something about the learning area structure, what would 

it be? 
• If you could add something to, or change something about the introduction to the learning 

area/subject, what would it be? 
• Comments about appropriateness of the content of the teaching sequences for the year level/s. 
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Technology 

• Teachers: strong calls for teacher involvement in curriculum design. 

• Digital: concerns about digital strands being too narrow or overly complex. 

• Time: issues with insufficient time allocation for teaching content. 

• Practical: emphasis on retaining hands-on, practical components. 

• Structure: confusion or dissatisfaction with learning area structure. 

• Rewrite: calls for fundamental rewrites. 

• Creativity: concerns about lack of creative aspects. 

• AI: 0 mentions — despite being in the draft, not a major focus in comments. 

The Arts 

• Music Curriculum: 

o Seen as regressive and overly focused on theory. 

o Lacks engagement and relevance for students. 

o Teachers feel under-resourced and undervalued. 

o Concerns about time allocation and unrealistic expectations. 

• Visual Arts: 

o Perceived as more coherent and aligned with learning science than other subjects. 

o Concerns about being merged with performing arts and losing depth. 

o Curriculum is too prescriptive and demanding for junior levels. 

• Drama/Theatre: 

o Needs to be taught by specialists, not generalists. 

o Proposed content is too advanced for Year 9–10 students. 

o Risk of discouraging student participation due to complexity. 

General comments 

• Tokenistic Consultation: Māori perspectives are not meaningfully integrated; true cultural alignment requires co-
design, not just consultation.  

• Lack of Transparency: Whānau, hapū, and iwi engagement needs to be tailored, not standardized. 

• Curriculum Development Criticism: Teachers and subject experts feel excluded from the process; decisions 
appear politically driven and disconnected from classroom realities. 

• Implementation Challenges: 

o Poor change management and unrealistic timelines. 

o Lack of understanding of school logistics (e.g., timetabling, assessment). 

o Risk of disengaging neurodiverse students who thrive in creative subjects. 

• Equity and Inclusion: 

o Need for more Māori and Pasifika resources and leadership. 

o Suggestion to open professional development opportunities to all teachers. 

• Curriculum Design Concerns: 

o Over-prescription and lack of flexibility. 

o Disconnect between curriculum content and actual student needs. 

o Curriculum perceived as a list of disconnected ideas rather than a coherent framework. 
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Vision of Young People: feel the draft does not adequately represent young people's vision. Neutral responses are 

common for vision of young people, showing uncertainty rather than strong support. (Science) 

Needs of Neurodivergent Young People: Teachers doubt the curriculum provides strategies for neurodiverse 

learners. 

Time Allocation (Years 9–10): Overwhelming disagreement for most learning areas; seen as insufficient for the 

volume of content. 

Most polarized: Te Tiriti (some strong agreement, but majority critical). 

Te Tiriti o Waitangi: Majority lean toward disagreement, suggesting perceived lack of authentic integration. 

Disagreement dominates for time allocation and Te Tiriti integration. 

Next steps 

1. Results of the pulse check surveys are released. 

2. Subject Associations encouraged to comment and highlight to members. 

3. Members are asked to organise their departments to sign up to a statement based on supporting the PPTA 

curriculum policy and juxtaposing this against the current curricula. Seek Subject Associations support for this 

initiative. 

4. PPTA supports the Subject Associations to pursue the following: 

a. Strengthening their collective voice. 

b. Questioning OIA process. 

c. Progressing a regulatory review against the Education and Training Act around process of development of 

draft curricula. 

The final two questions asked were about the re-worded/re-released Te Mātaiaho (overarching 
document) and are the same across the surveys. 

To what extent do you agree: 
• The vision of young people is well represented? 
• The needs of neuro-divergent young people will be met? 
• All ākonga will be well supported to make progress? 
• The 'approximate' time allocation for your learning area is sufficient for years 9 and 10? 
• There is a genuine attempt to give effect to Te Tiriti o Waitangi? 
• The needs of ākonga with disabilities can be met? 
• There are opportunities to highlight local curriculum? 
• There are opportunities to create integrated curriculum? 
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About PPTA Te Wehengarua 

PPTA Te Wehengarua represents the majority of teachers engaged in secondary education 
in New Zealand, including secondary teachers, principals, and manual and technology 
teachers. 

Under our constitution, all PPTA Te Wehengarua activity is guided by the following 
objectives: 

• to advance the cause of education generally and of all phases of secondary and 
technical education in particular; 

• to uphold and maintain the just claims of its members individually and collectively; and 
• to affirm and advance Te Tiriti O Waitangi. 

This submission is from the PPTA Te Wehengarua Executive and is on behalf of all of our 
members. 

 

PPTA Te Wehengarua has submitted on many of the proposed changes in this bill in previous 
consultation opportunities. This submission will focus on any proposed changes to the 
legislation that have been added since those submissions were made, or changes that 
pertain to elements on which we have not already submitted.   

Overall PPTA Te Wehengarua wishes to express its ongoing concern that changes to the 
Education and Training Act seek to diminish the role of Te Tiriti o Waitangi, mātauranga 
Māori, and local curriculum, and to increase standardisation and adherence to a national 
curriculum at the expense of local knowledge.   

 

School Board objectives 

PPTA Te Wehengarua opposes the introduction of a “paramount objective” with “supporting 
objectives” and urges the select committee to abandon these changes. These changes seek to 
narrow school boards’ obligations to a single metric, that of student achievement, at the 
expense of the wide, rich educational experiences of learners.  

PPTA Te Wehengarua opposes Clause 8 of the bill which introduces a new s 127 into the 
Education and Training Act. Ensuring that every student at the school is able to attain their 
highest possible standard in educational achievement will be the board’s “paramount 
objective” (which is defined as the “highest priority objective”1) with the other objectives 
(including the board’s obligations to give effect to Te Tiriti o Waitangi) being relegated to 
playing the role of “supporting objectives” that support the paramount objective.  

We note that the status of the “supporting objectives” has been slightly elevated when 
compared to the consultation document that the Ministry had published in 2024, because 
supporting objectives are now “essential and support […] the primary objective” as opposed 
to just being “included as necessary to achieve the primary objective”2 as proposed last year. 
While we acknowledge the increased weight given to the supporting objectives, we remain 
opposed to the elevation of one “paramount objective” as more important than the 

 
1 Education and Training Amendment Bill (No 2) (140-1), cl 8. 
2 Ministry of Education “Changes to school board objectives and removing the NELP from legislation- Consultation document” (2 
September 2024) Education.govt.nz <Changes to school board objectives and NELP provisions - Ministry of Education> at 2. 

https://www.education.govt.nz/have-your-say/changes-school-board-objectives-and-nelp-provisions/details
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supporting objectives. Isolating and elevating one objective ignores the reality of the full 
educational experience. We also believe that this is being used as a deliberate tactic to 
reflect the government’s political objectives at the expense of learner, in that the changes 
demote Te Tiriti obligations and reduce rich Te Tiriti-based education to a single, measurable 
metric.    

We also note that contrary to the changes foreshadowed in last year’s consultation 
document, the current references to student rights under the Act, the New Zealand Bill of 
Rights Act 1990 (“NZBORA”) and the Human Rights Act 1993 (“HRA”) have been preserved. 
This appears to be a move in the right direction, in that it acknowledges that the rights of 
the student. However, their inclusion as a “supporting objective” is contentious in that it 
relegates boards’ obligations to give effect to these statutory rights of students as less than 
the “paramount objective”. A student’s educational achievement, while undeniably 
important, cannot be at the expense of their human rights.  
 
We cannot assume that giving effect to students’ rights necessarily supports the paramount 
objective of student achievement. Students’ statutory rights are inevitably broadly defined 
in statutory law and will frequently be open to interpretation. By creating the link to the 
paramount objective of student achievement, the new wording has created a risk that 
students’ NZBORA rights and boards’ corresponding obligations could become interpreted 
more narrowly.  
 
PPTA Te Wehengarua also opposes the further addition of supporting objectives based on 
attendance and assessment. Schools already take all reasonable steps to ensure 
attendance, and these issues are better addressed in the NELP. Elevating the collection of 
assessment data for monitoring and evaluating students’ progress is another step towards 
standardised testing, which has long been discredited as a tool for learning, and which again 
seeks to prioritise a national standard over individual need and context.  
 

Removal of Statement of National Educational and Learning Priorities ("NELP”) 

PPTA Te Wehengarua opposes the removal of the NELP and urges the select committee to 
abandon these changes. Removal of the NELP serves only to remove the focus on providing 
equitable systems for a wide range of students and furthers the political objective of removing 
Te Tiriti obligations from the education sector at the expense of the learner.  It abrogates 
Charter Schools from any obligation to Te Tiriti o Waitangi.  

Clause 5 of the bill proposes to repeal section 5 of the Act and accordingly the Minister’s 
ability to issue NELPs. This has been portrayed as reducing the power of the Minister for 
Education to intervene in the sector as a way to make it more palatable to educators. In fact 
the removal of the NELP closes another way in which Te Tiriti o Waitangi, local curriculum, 
and diversity of learning needs and approaches are validated.  

If the NELP is removed, the statutory provisions related to the contents of NELPs will also be 
removed. For example, instilling in each child and young person an appreciation of the 
importance of Te Tiriti and te reo Māori will also be removed in the proposed repeal of s 9(b) 
of the Act.  
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Of particular concern is that the NELP is currently the only way that obligation to Te Tiriti is 
mandated for charter schools. Charter school sponsors have so far been obligated to have 
regard to the NELP in operating the school, and to ensure that the chief executive and staff 
develop and deliver a curriculum having regard to the NELP3. If the NELP does not exist, 
these requirements will no longer be in place, and no other provisions for charter schools to 
honour their treaty obligations are currently in place.   

 

Attendance Management Plan 

PPTA Te Wehengarua opposes the introduction of sections 137A-137D into the Act and urges the 
select committee to abandon these changes. These changes will not increase attendance. 
Increased attendance requires the government to address the unmet student needs that cause 
absences.  

The new sections provide that boards must have an attendance management plan that sets 
out a strategy and process for the school to identify and report student absences, return 
students to attendance and comply with regulations. Boards will be obligated to comply with 
guidelines on managing student attendance issued by the Secretary of Education.  

School boards and leadership teams already take attendance very seriously. Educational 
achievement relies on student attendance and schools therefore are already taking all 
reasonable steps to address the issue. Legislative intervention is unnecessary and unlikely to 
have the desired impact. Existing school attendance systems are tailored to their local 
context. A one-size-fits-all set of guidelines mandated by the Secretary of Education cannot 
take local context into account, nor is the Secretary best placed to issue guidelines to boards 
on these localised issues.  

Further improvement to attendance must come from government funding of unmet student 
need, which is causing the barriers that stop students from coming to school. Fully 
resourcing schools with pastoral care allowances, further resourcing of acute mental health 
services for youth and bringing back locally run lunch in school programmes for example 
would directly address the issues we know to be keeping students out of class.  

 

The role of the Teaching Council and Ministry influence  

PPTA Te Wehengarua opposes any changes to legislation that expand the Teaching Council’s 
functions and powers, and any changes to legislation that increase the government’s influence 
over the Teaching Council. We urge the select committee to abandon Clauses 15 and 16.  

Clause 15 of the bill amends the Teaching Council’s functions and powers as outlined in s 479 
of the Act. The Teaching Council will now have the added function of reviewing, at any time, 
the standards for ongoing practice or criteria for the issue of practising certificates, and, 
after consulting the Minister, vary, delete replace, add, substitute standards. The danger this 
presents is that these changes may now happen as the result of Ministerial pressure, as the 
Minister is now inserted into this equation.  

PPTA Te Wehengarua believes that the Teaching Council should remain a semi-autonomous 
body, without undue Ministerial or governmental influence. The proposed changes will place 
the Teaching Council under increased obligation to consult the Secretary when exercising its 

 
3 Education and Training Act 2020, s 212O. 
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functions related to teacher qualifications that lead to teacher registration and teacher 
education programmes.   

Clause 16 of the bill amends section 483 of the Act and will now require the Teaching Council 
to report to Parliament how it has complied with any relevant statement of government 
policy. This is a further example of an increasing number of levers the government is able to 
pull in order to influence the decisions and work of the Teaching Council. This significantly 
muddies the water between the role of the Ministry of Education and the Teaching Council. 
The establishment of a semi-autonomous regulatory body for the sector was intended to 
keep these demarcations clear and we believe these changes to be overstepping these 
boundaries.  

 

Changes to Teaching Council competency and disciplinary processes 

PPTA Te Wehengarua supports the amendments to s 497(3) and s 500 of the Act as 
appropriate. Increasing the internal consistency between the provisions related to the 
Disciplinary Tribunal and CAC (as well as increasing the alignment with the powers of the 
Competence Authority) is sensible.      

PPTA Te Wehengarua supports the amendments to s 497 (2) in principle but urges the select 
committee to consider the impact that this change will have on the overall time a matter is 
under investigation.  

Clause 17 of the bill amends section 497(2) of the Act and would give the Complaints 
Assessment Committee (“CAC”) the ability to refer a matter back to the Teaching Council. 
We agree that this can be desirable i.e. in cases where the Teaching Council has not collected 
sufficient evidence. Under the current set-up, there are occasions where decisions are made 
by the CAC on whether or not to charge a teacher and refer a matter to the disciplinary 
tribunal in circumstances where not enough evidence has been collected during the 
investigation stage. This is clearly not ideal.  When implementing this change, we do urge 
you, however, to ensure that this ability to refer a matter to the Teaching Council does not 
result in undue delays for the affected teacher.  Going through a disciplinary process can be 
a period of significant stress for the affected teacher. Any further delays because the CAC 
and Teaching Council may now start referring matters backwards and forwards are 
undesirable. We would not want to create an incentive for poor investigation practices on the 
rationale that the CAC could always send a matter back to the Council if they are not 
satisfied. PPTA Te Wehengarua therefore urges the select committee to consider this when 
making final recommendations about these amendments.  

 

Minister’s involvement in setting appointment criteria for principals downgraded 

PPTA Te Wehengarua continues to support the existence of Principal Eligibility Criteria, as it has 
done since the Tomorrow’s Schools review. PPTA Te Wehengarua notes that downgrading the 
Minister’s ability to issue the criteria from an obligation to an option has not been foreshadowed 
previously. Unlike many other elements of this bill, there has been no opportunity to consult on 
this change.  

Currently, the Minister of Education is obligated to issue selection criteria relating to the 
appointment of principals that are developed after reasonable efforts to consult a range of 
stakeholders (teachers, principals, disability community, Māori education organisations etc.).  
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PPTA Te Wehengarua supports the issuing of these criteria. National appointment criteria, if 
they correctly reflect the role of the principal, show the changing nature of role over time 
thus providing valuable insights and data to the sector. They can also help the Crown meet 
its Te Tiriti obligations by adding requirements into the appointment criteria that reflect 
these obligations. If the Minister opts not to issue criteria, it is another way in which these 
obligations may be circumvented.  

PPTA Te Wehengarua therefore urges caution in considering such a change when there has 
been inadequate consultation with the sector, and insufficient opportunity to hear from 
principal groups on this matter.  

 

 



Media statement  

4 November 2025 

Education Minister’s bombshell takes Māori back to the future 

The Education Minister’s shocking decision to remove the requirement for school boards to give 
effect to  Te Tiriti o Waitangi marks another step in this Government’s apparent drive to take 
Aotearoa New Zealand back 50 years, says Te Aomihia Taua-Glassie, PPTA Te Wehengarua Māori 
vice president. 

“This requirement reflects our unique dual cultural heritage and the responsibilities that our 
schools have to ensuring our tamariki and rangatahi are grounded and thrive in that heritage. All 
New Zealanders benefit from giving effect to Te Tiriti. 

“This objective distinguishes the responsibilities of schools in Aotearoa New Zealand from 
those in other countries. It emphasises the importance of our local history and practices and 
helps ensure ākonga are supported to be bilingual and at home in Te Ao Māori. 

“The objective for boards to give effect to Te Tiriti o Waitangi makes it clear, and in no uncertain 
terms, that schools must commit to achieving equitable outcomes for ākonga Māori. Our 
concern is that doing away with this objective it sends the message that this is less important 
than other areas that a board is responsible for.” 

Te Aomihia Taua-Glassie said one of the most alarming aspects of the Minister’s decision was 
the sudden nature of it. “There has been no consultation with anyone on this - seemingly out of 
the blue she’s had a rush of blood to the head and dropped this on us – it’s very concerning.”  

Te Aomihia Taua-Glassie said the decision was another step towards unravelling the fabric of 
Aotearoa New Zealand society. 

“So much work has been done over the last 50 years to achieve just and equitable outcomes for 
Māori, particularly in education with the blossoming of our Kohanga Reo generation.” 

She said while it was clearly very disappointing to see the Government make this decision 
today, it kindles a flame within all Māori and non-Māori who are committed to moving forward 
together in Aotearoa New Zealand. In the words of Tā Hemi Henāre : Kua tawhiti kē tō haerenga 
mai Kia kore e haere tonu. He nui rawa ō mahi Kia kore i mahi tonu. You have come to far not to 
go further. You have done too much not to do more.   

“Our tamariki and rangatahi deserve a better future and we will continue to fight for them.” 

Ends 
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National education coalition unites against changes to Education and Training Act 

Media releases 2025 

The National Iwi Chairs Forum (NICF), supported by a coalition of national education 
organisations, has launched a petition against the Government’s removal of the 
requirement for school boards to give effect to Te Tiriti o Waitangi by repealing section 
127(2)(e) of the Education and Training Act 2020. 

 

"After more than a year of formal engagement and consultation with the Government on 
their proposed changes to the Education and Training Act, we were deeply disappointed 
and concerned by the last-minute amendments to remove the school board objective 
requiring schools to give effect to Te Tiriti." says Rahui Papa, Chair of the NICF’s Pou 
Tangata. 

"These amendments were never put out for consultation. Instead, they were introduced 
by the Minister after public consultation closed, published less than 24 hours before 
they progressed through Parliament, and it looks like those changes will be passed into 
law today - only a week after they were made public. 

"We’re launching this petition to send a clear message to the Government: removing Te 
Tiriti from education law undermines your responsibility to ensure every learner, Māori 
and non-Māori, thrives in an education system that honours the Māori-Crown 
relationship." 

APPENDIX L

https://www.ppta.org.nz/news-and-media/category/media-releases-2025


The Protect Te Tiriti o Waitangi in Education petition is led by the National Iwi Chairs 
Forum, and supported by the New Zealand Educational Institute Te Riu Roa, New 
Zealand Principals’ Federation, New Zealand Post Primary Teachers’ Association Te 
Wehengarua, Te Akatea New Zealand Māori Principals Association, Secondary 
Principals Association of New Zealand, Te Whakarōputanga Kaitiaki Kura o Aotearoa - 
New Zealand Schools Boards Association, Ngā Kura ā Iwi o Aotearoa, and Te Rūnanga 
Nui o ngā Kura Kaupapa Māori o Aotearoa. 

"Collectively, our coalition represents 88 iwi and over 95,000 teachers, principals, 
schools, and kura who are standing against the Government’s tinkering with Te Tiriti." 
says Rahui. 

"We agree with the Minister of Education when she says that school boards play an 
important role in raising achievement. Boards set the overall direction of a school or 
kura, through their governance responsibilities and development of strategic plans. 

"Removing Te Tiriti from the one place every child in Aotearoa passes through - our 
education system - deprives our tamariki of the opportunity to learn about identity, 
belonging, and partnership in a culturally responsive environment, and we will not sit 
idly by while this happens." 

The petition (link below) is available to sign until Tuesday 25 November. It will then be 
presented to Parliament. 

Protect Te Tiriti in Education | OurActionStation 

Tags 

Te Tiriti o Waitangi 

 

https://our.actionstation.org.nz/petitions/protect-te-tiriti-in-education
https://www.ppta.org.nz/news-and-media/tag/te-tiriti-o-waitangi
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About PPTA Te Wehengarua 

PPTA represents the majority of secondary teachers, principals, manual and technology teachers 
across Aotearoa New Zealand. Te Huarahi Māori Motuhake is the national Māori governance body within 
PPTA and exercises shared decision making authority, guided by Rule 4(c) of the PPTA Constitution, 
which obliges the Association to “affirm and advance all matters relating to Te Tiriti o Waitangi.1 

To advance the cause of education generally and of all phases of secondary and technical education in 
particular; 

- To uphold and maintain the just claims of its members individually and collectively; and 
- To affirm and advance Te Tiriti o Waitangi. 

Te Huarahi Māori Motuhake 

This submission is presented by Te Huarahi Māori Motuhake, the national Māori governing body of PPTA 
Te Wehengarua submit this submission regarding the proposed Education and Training (System Reform) 
Amendment Bill and agrees with Te Tiriti o Waitangi Komiti in that the submission addresses the Bill’s 
implications on professional autonomy, student learning, equity, and compliance with Te Tiriti o 
Waitangi obligations, and sets out recommended actions to ensure lawful and culturally sustaining 
education policy. 

Te Huarahi Māori Motuhake (THMM) is the national Māori governing body of the Post Primary Teachers’ 
Association Te Wehengarua (PPTA). PPTA Te Wehengarua, Te Huarahi Māori Motuhake and Te Tiriti o 
Waitangi Komiti, including colleagues in the secondary sector have called on their union to take direct 
action and advocate in opposition to the Education and Training (Systems Reform) Bill and the negative 
impact this holds for public education and in particular, Māori, neurodiverse, and other ākonga not well 
accommodated for by a subject-centred curriculum in Aotearoa New Zealand. 

THMM strongly opposes and rejects the Education and Training (System Reform) Amendment Bill in its 
current form. While the Bill claims to improve system-level coherence, in practice it centralises power, 
undermines professional autonomy, reduces meaningful Māori involvement, and risks deepening 
inequities for Māori ākonga and kaiako. For Māori educators and their whānau, the Bill imposes 
structural and cultural harms that outweigh any purported benefits. 

Te Huarahi Māori Motuhake asks that the Bill be withdrawn, or substantially revised — with genuine, 
meaningful consultation with Māori communities, including Māori teachers, iwi, hapū, whānau, and 
Māori schooling providers. 
 

Introduction 

This submission opposes the proposed changes, as they will have substantial and harmful impacts on 
Māori, iwi, hapū, kaiako, ākonga, and communities that are already underserved within the education 
system. The Bill concentrates extraordinary power in the hands of the Minister of Education, diminishes 
professional and community input, weakens Te Tiriti o Waitangi obligations, and introduces instability 
that will undermine teaching and learning throughout Aotearoa 
 

Lack of consultation — Māori voices sidelined 

The Bill has been advanced by the Crown without adequate engagement or meaningful consultation 
with Māori communities, despite the far-reaching implications for Māori medium / kaupapa Māori 
schooling, Māori educators, and Māori ākonga. 

 
1 PPTA Constitution 2025 

https://www.ppta.org.nz/about-ppta/ppta-constitution
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As noted by critics, the reforms “push Māori voices out of decision making, sidelining te ao Māori 
approaches.”2  

Together with the establishment of the Regulatory Standards Act (2025), which sidelined any adherence 
to Te Tiriti o Waitangi recently confirmed by the Government — underscores a broader pattern of 
diminishing Treaty-based obligations for schools.3  

This Bill worsens that pattern by further centralising decision-making away from communities, iwi, and 
whānau and the impact for Māori is: without robust consultation and co-design, the Bill risks eroding 
Māori control over education, undermining kaupapa Māori and te reo Māori schooling, and alienating 
ākonga whose cultural identity and learning thrive under Māori-centred pedagogies. 
 

Culturally responsive curriculum and Māori identity 

Under the Bill, the role of central government in curriculum-setting is expanded. Critics warn that the 
changes amount to a “ministerial power grab,” giving the Minister and central agencies too much 
control over what is taught in all schools.4 Observers have warned that the reforms “reframe history” 
and reintroduce a rigid, “discipline-driven” curriculum approach that could marginalise or dilute Māori 
knowledge, language and a worldview in classrooms.5  

The removal of Treaty obligations from schools creates uncertainty about the future of te reo me ōna 
tikanga, kaupapa Māori programmes, and localised curricula shaped by iwi and hapū knowledge 
systems. 

The impact for Māori is having curriculum centralisation threatens to erase or significantly diminish the 
presence of a Māori worldview, tikanga, te reo, and locally relevant knowledge in the formal schooling 
system, undermining identity, well-being and educational equity for Māori ākonga. 
 

 Undermining of professional autonomy via changes to Teaching Council of Aotearoa New Zealand 

The Bill transfers critical powers from the Teaching Council — including standard-setting for teacher 
registration, criteria for practising certificates, and code of conduct — to the Secretary for Education (a 
political appointee/government official).6  

The Bill restructures the Teaching Council’s governance: the number of elected members is significantly 
reduced and the majority of seats become ministerial appointments.7  

This effectively removes self-regulation and democratic voice from the teaching profession, replacing it 
with political control. Unions and principal associations — including Catholic principals — have 
expressed alarm, warning this removes independence and undermines professional standards.8  

For kaiako Māori, this centralisation risks decisions about teacher qualifications, registration, 
professional standards, and culturally responsive teaching being subject to changing political ideology 
rather than pedagogical best practice or Māori educational values. 

The impact for Māori is the shift erodes professional autonomy, undermines Māori teachers’ ability to 
advocate for culturally responsive pedagogy, and effectively diminishes Māori representation in critical 
decision-making structures governing teacher standards and professional development. In the end, the 
proposed changes weaken the integrity of the teaching profession, erode Māori educational rights, and 
run counter to the Crown’s legally binding obligations under Te Tiriti o Waitangi. 

 
2 action.nzei.org.nz 
3 The guardian.com 
4 community.scoop.co.nz/ 
5 theguardian.com 
6 legislation.govt.nz 
7 parliament.nz 
8 cathnewsnz.com 

https://action.nzei.org.nz/events/education-and-training-system-reform-bill-workshop-no-2?utm_source=chatgpt.com
https://www.theguardian.com/world/2025/nov/04/new-zealand-maori-culture-school-classrooms-government-scraps-rules?utm_
https://community.scoop.co.nz/2025/11/education-overhaul-everything-that-changed-in-2025-and-whats-in-store-for-2026/?utm_
https://www.theguardian.com/world/2025/nov/14/new-zealand-history-curriculum-rewrite-nz-maori-aotearoa?utm_
https://www.legislation.govt.nz/bill/government/2025/0140/17.0/whole.html?utm_
https://www3.parliament.nz/en/pb/hansard-debates/rhr/combined/HansDeb_20251118_20251118_56?utm_
https://cathnewsnz.com/2025/11/11/catholic-principals-oppose-teaching-council-changes/?utm_
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Risk of expanding privatisation and forced conversion to charter schools / inequities 

The Bill provides a legislative framework for charter schools / kura hourua to operate, including the 
possibility for state schools to convert to charter schools under certain conditions.9 Under conversion 
provisions: ordinary state schools may not adopt a “special character,” but kaupapa Māori and 
designated character schools are supposedly allowed to retain their character.  

However, the reintroduction of charter schools raises severe concerns: the potential for profit motives, 
reduced accountability, weaker union protections, fewer safeguards around teacher 
registration/competency in some charter settings, and erosion of public schooling for all.10 Teacher 
unions warn these charter schools — especially those using “limited authority to teach” staff or non-
registered educators — risk lowering the quality of education, undermining collective bargaining rights, 
and increasing instability for staff and students. 

Additionally, allowing sponsors to hold single contracts for multiple schools may lead to corporate-style 
management, prioritising cost-cutting and efficiency over student, whānau, and community needs.11  

The impact for Māori given existing inequities in resources, support and achievement, the charter model 
risks exacerbating disparities — particularly in communities with fewer resources or where whānau face 
socio-economic stress. Māori ākonga may be disproportionately disadvantaged. Charter schools may 
also reduce the availability or viability of kaupapa Māori/state-integrated Māori-medium schooling or 
divert funding away from them.  
 

 Tightening attendance rules risks punishing whānau under socio-economic and structural 
inequities 

The Bill proposes to “tighten attendance exemptions,” giving more power to the Secretary for Education 
to set rules on attendance, and removing discretion over exemptions such as walking distance to 
school.12  

While attendance is important, the Bill’s framing risks criminalising or penalising whānau whose 
children’s irregular attendance stems from deeper structural issues — unstable housing, transport 
barriers, overcrowding, whānau responsibilities, or cultural obligations. Indeed, critics warn that the 
reforms will apply more pressure on Māori whānau.13  

Instead of supporting whānau facing adversity, the Bill doubles down on surveillance, compliance, and 
punitive frameworks. 

Impacts for Māori is that these attendance “tightening” rules risk disproportionately affecting Māori 
ākonga from whānau under stress and stigmatise or penalise children for systemic inequities rather 
than addressing root causes. It undermines whānau-led care, flexibility, and acknowledges that 
attendance is often symptomatic of deeper social issues, not lack of commitment to education. 
Another key concern is the potential harm to Kaupapa Māori and Māori-medium settings, where 
attendance practices are rooted in whakapapa, tikanga, and strong relational approaches. Taking away 
these schools’ ability to make culturally informed decisions would be a backward step for equity and 
responsiveness and would undermine Māori rights to educational autonomy in line with Te Tiriti o 
Waitangi. 
 

 

 
9 legislation.govt.nz 
10 PPTA-Te-Wehengarua-Submission-on-the-Education-and-Training-Amendment-Bill-July-2024. 
11 www3.parliament.nz 
12 www3.parliament.nz 
13 www3.parliament.nz/en/pb/hansard-debates 

https://www.legislation.govt.nz/bill/government/2024/0066/latest/whole.html?utm_
https://www.ppta.org.nz/assets/DMSDocuments/PPTA-Te-Wehengarua-Submission-on-the-Education-and-Training-Amendment-Bill-July-2024.pdf?utm_
https://www3.parliament.nz/en/pb/sc/make-a-submission/document/54SCEDUW_SCF_65445E46-256B-4800-37F2-08DE25831691/education-and-training-system-reform-amendment-bill?utm_
https://www3.parliament.nz/en/pb/sc/make-a-submission/document/54SCEDUW_SCF_65445E46-256B-4800-37F2-08DE25831691/education-and-training-system-reform-amendment-bill?utm_
https://www3.parliament.nz/en/pb/hansard-debates/rhr/combined/HansDeb_20251118_20251118_56?utm_
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Frequent amendments, mandatory review cycles & instability — undermines long-term planning 
and trust 

The Bill enables, regular reviews and updates of the national curriculum — replacing the historic model 
of infrequent, long-term wholesale reforms. It grants the Minister the power to change curriculum 
statements at any time, creating instability for schools and whānau. While on paper ongoing review 
might seem positive, in practice it creates a constantly shifting regulatory and curricular environment, 
making it difficult for schools — especially Māori-medium or kaupapa Māori providers — to plan long-
term, resource appropriately, and build stable culturally responsive programmes. Combined with 
reductions in teacher autonomy and centralised control, these frequent changes may hamper the 
development of locally relevant, culturally sustaining curricula, and undermine teacher/whānau 
confidence in the stability of schooling systems. 

The impact for Māori is the instability and shifting goalposts to reduce the ability of Māori communities 
to embed tikanga, reo, and kaupapa Māori pedagogies over time. It undermines trust, continuity, and 
the capacity of kaiako Māori to nurture long-term relationships with ākonga and whānau. 
 

Contradiction with the principles and values of PPTA Te Wehengarua and broader Māori 
educational aspirations 

Principle 1: Te Tiriti is Valued and Visible 

The Bill’s approach to curriculum, teacher regulation, charter schools, and attendance priority is out of 
alignment with core principles upheld by PPTA — including teacher professionalism, collective 
bargaining, public oversight of publicly funded schools, and equity for all learners.14 It diminishes 
opportunities for schools to honour Te Tiriti, partnership with iwi are cut back. The impact is it 
diminishes opportunities for schools to honour Te Tiriti, as local flexibility and partnership with iwi 
decrease. 

Principle 2: Learners are at the Centre  

It undermines inclusive, rights-based, culturally responsive education — which is particularly critical to 
Māori ākonga, whose success depends on acknowledgement, respect, and incorporation of te ao Māori 
within schooling, not assimilation or marginalisation. 

Principle 3: Manageable, Coherent, Well-Resourced Curriculum 

Continuous amendments erode consistency and generate unsustainable workload demands. 

Principle 4: Teachers as Curriculum Designers 

By centralising power and reducing community, whānau and Māori involvement, the Bill risks increasing 
inequities rather than remedying them. A centrally determined curriculum cannot reflect a diverse rohe, 
whakapapa and histories. 
 

Risks & Consequences for Māori Communities 

If passed, the Bill is likely to: 

Undermine Māori-medium and kaupapa Māori schools, or reduce their voice and influence in 
curriculum, teaching standards, and school governance. 

Erode professional autonomy and weaken Māori representation in teacher regulation, lowering the 
standard of culturally responsive teaching. 

Embed inequalities and structural disadvantages into the education system, rather than address them 
— particularly for whānau facing socio-economic hardship. 

 
14 PPTA-Te-Wehengarua-Submission-on-the-Education-and-Training-Amendment-Bill-July-2024 

https://www.ppta.org.nz/assets/DMSDocuments/PPTA-Te-Wehengarua-Submission-on-the-Education-and-Training-Amendment-Bill-July-2024.pdf?utm_
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Reduce accountability, transparency and community control over publicly funded schooling, especially 
if charter schools proliferate under minimal oversight. 

Create instability and uncertainty for schools, kaiako, and whānau — making it much harder to plan, 
resource, and sustain culturally grounded education programmes. 
 

Recommendations 

Te Huarahi Māori Motuhake on behalf of Māori kaiako, whānau, iwi and communities, we ask that the 
Committee: 

1. Reject the Bill in its current form. 

2. Require meaningful, Treaty-centred consultation — with Māori teachers, Māori schooling 
providers, iwi/hapū, whānau, and Māori education experts — before any further reforms. 

3. Ensure curriculum design and standards remain inclusive, culturally responsive, and 
centred on te ao Māori, and retain local / community input and autonomy over local curriculum 
implementation. 

4. Protect the independence and professional autonomy of the teaching profession, including 
the Teaching Council — keeping professional standards, teacher registration, and code of 
conduct under a representative, independent body rather than direct political control. 

5. Reject charter school expansion or conversion of state schools, given the risks it poses to 
equitable access, public accountability, union protections, and Māori-medium education. 

6. Adopt equity-based supports, resourcing, and genuine partnership with Māori communities 
to address systemic issues (e.g. housing, transport, whānau support, socio-economic 
disadvantage) that affect attendance — rather than punitive attendance measures. 

7. Guarantee stability, long-term planning, and local control — resist frequent top-down 
amendments and maintain space for whānau and community-led, culturally sustaining 
educational approaches. 
 

Conclusion 

The Education and Training (System Reform) Amendment Bill presents a dangerous centralisation of 
power, a weakening of professional and community voice, and a real threat to Māori educational rights, 
identity, and equity. Rather than promoting equity and lifting achievement, the Bill risks reinforcing 
structural inequities, undermining Māori medium and kaupapa Māori schooling, and alienating whānau 
Māori. 

For these reasons, we urge the Committee to reject the Bill as currently drafted — and instead 
initiate a genuine, inclusive reform process rooted in Te Tiriti, Māori values, and partnership with 
Māori communities. 
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