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Abstract 

Our research topic centred around storytelling and how it can be used to increase cultural 

awareness amongst our students. New Zealand is unique in its bicultural background, which 

has a variety of impacts on its society today. Māori culture has not always been embraced or 

seen as an integral part of New Zealand’s national identity. Reports in the media, everyday 

discourse, and legislation in education today all point towards this situation changing, but 

there is still much room for improvement. This action research project investigated how 

exposure to traditional Māori stories could help strengthen Year 5 boys’ understanding of 

national identity and the issues surrounding this. The research took place through an English 

unit of work in which the main focus was studying pūrākau (Māori myths and legends). Boys 

also wrote pepeha (a Māori form of greeting) and discussed whakataukī (Māori proverbs). 

Throughout a nine-week school term, boys studied a variety of pūrākau. They explored the 

morals to these stories and the possible motivations behind them originally being told. The 

boys also reflected on the relevance of pūrākau to life in modern day New Zealand. The unit 

of study culminated in the boys retelling one of the pūrākau, along with their own pepeha. 

They then provided reflections and completed a survey to help us gauge their perceptions of 

the unit of work and the cultural themes they had explored within this. 

Three key themes emerged from the data collected. Following the unit of work and 

subsequent reflections, boys’ awareness and appreciation of biculturalism in New Zealand 

increased. There were varying attitudes towards Te Reo Māori and Māori culture in general; 

more specifically, the “us and them” perception that is seen in many other reports was 

evident in our research. There was, however, a positive impact from using pūrākau as a 

vehicle for helping boys increase their cultural understanding and knowledge. 

 



Glossary 

Pākehā: White or non-Māori New Zealander 

Pūrākau: Myth, ancient legend, story. 

Pepeha: A way of introducing oneself in Māori, outlining your story; the people and places 

you are connected to; a passport to the land. 

Te reo Māori: “The language Māori.” The indigenous language of Aotearoa, New Zealand. 

Whakataukī: Māori proverbs. 

 

Introduction 

Our research question was, How can engaging with indigenous narratives strengthen Year 5 

boys’ understanding of national identity? 

The motivation behind exploring this topic stemmed from us identifying a common 

shortcoming in our practice. It is a well-documented issue in New Zealand education that the 

requirement to incorporate biculturalism into teaching is not being met and our practice was 

no exception to this. We wanted to explore how we could address this using storytelling. 

Before considering how we could address this issue, however, we first needed to look at how 

New Zealand education got to where it is now.  

Whyte (2008) sums up one of the main points of contention in New Zealand when he reflects 

that, “despite being founded on a partnership between Māori and Pākehā, a considerable 

part of the nation’s history since the signing of the Treaty of Waitangi in 1840 has been 

imbued with a fundamentally British outlook and colonial mindset” (p.172). This is a recurring 

theme and education has grappled with it over the years. 

Sullivan (1994) gives an overview of the shifting perceptions towards what biculturalism is or 

what it looks like in society. He discussed the issue over 25 years ago, when there was much 

debate over many of the issues surrounding bicultural education. He describes how a 

situation of cultural deprivation during the 1960s and 1970s started to change. Perhaps most 

notably, the notion that “cultural diversity” should be valued began to be encouraged in 

schools. Sullivan (1994) describes this as, “the shift in identity in New Zealand, from colonial 



sheep and dairy farm to multi-ethnic Pacific nation” (p. 199). He discusses four core 

principles of biculturalism in New Zealand, as it was in 1994 (Sullivan, 1994): 

● Equal partnership between two groups that values and supports cultural diversity. 

● Māori are acknowledged as ‘tangata whenua’, the original inhabitants of 

Aotearoa/New Zealand. 

● The Māori translation of the Treaty of Waitangi is acknowledged as the founding 

document of Aotearoa/New Zealand. 

● Concerned with redressing past injustices and re-empowering the indigenous people 

(acknowledging 150 year of cultural domination and having Māori set their own path 

and make decisions regarding partnership with non-Māori. 

Lourie (2015) writes that, “bicultural policy, as it tends to be enacted in schools, appears to 

contribute to an idealized conception of Māori people” (p. 56) and provides research 

evidence to support this. In a small study, a group of non-Māori students learning Māori 

language were found to believe that Māori people are all speakers of Te Reo (Māori 

language), giving the misconception that the language is healthy and thriving. This, Lourie 

argues, has potential negative impacts on the future of revitalization efforts of Te Reo. 

Current practices seem to emphasise the differences between Māori and non-Māori cultures, 

with an “us and the”’ mentality. Lourie (2018) argues that too much attention is given to 

looking backwards for explanations or definitions of biculturalism and we need to begin to 

imagine what it could be by examining how the concept has previously been interpreted or 

understood and using this to help us form a New Zealand identity for the new generation.  

We were interested in exploring how these issues exist within the context of our classes (and 

our school). More importantly, we wanted to investigate how we might increase cultural 

awareness and perceptions (understanding) of national identity amongst our Year 5 boys 

through adjusting our teaching practice and incorporating storytelling. Each boy's 

understanding would be qualified by their ability to articulate their personal views and 

beliefs on New Zealand national identity. In this instance, “national identity” refers to, but is 

not exclusive to, the appreciation of how New Zealand Māori and New Zealand European 

heritage have combined to create our bicultural nation. We wanted to know what it meant to 

these boys to be a “New Zealander,” whether that be as a citizen or resident. We then 



wanted to know how we could build on this and encourage more open discussion and 

increased awareness of the surrounding issues.  

We did not envisage that our action would result in each boy “singing from the same hymn 

sheet” with a unified perception of New Zealand national identity; each boy had their own 

story to tell. Rather, we were interested in the different perceptions that might surface, any 

similarities or patterns between these, the basis for them and, overall, what they could tell us 

about the understanding that our students currently hold about New Zealand's heritage. Any 

changes observed in these perceptions would be qualitative and comparisons would be 

made against prior beliefs or assumptions, rather than against a “right” or expected answer. 

As previously noted, we could potentially expect to receive some mixed responses from the 

outset. To this end, the Ministry of Social Development (2016) reminds us that 

People may identify themselves as New Zealanders in some circumstances 

and as part of a particular culture (e.g. Māori, Chinese or Scottish) in other 

circumstances… While people may describe themselves as ‘New 

Zealanders,’ how they define their ‘New Zealand-ness will vary from person 

to person. For example, some people might see a New Zealand identity in 

aspect of New Zealand history or in New Zealand achievements in 

sporting, artistic or other endeavours, while others might see it through a 

sense of national characteristics, traits or through national symbols and 

icons (p. 1). 

Action research was an ideal framework for our research because it is a systematic inquiry 

that focuses on qualitative outcomes; working with students is often about individual 

outcomes in terms of their experiences, as opposed to just their quantifiable outcomes 

(Mertler, 2017). It is also carried out by the practitioner, who has a vested interest in their 

teaching and learning processes or environments (Mertler, 2017). It focuses, therefore, 

directly and personally on practice and can clearly identify factors influencing this, as well as 

strategies that work (or do not work) in changing it. 

The Literature Review 

The discourse of biculturalism in New Zealand education is a fascinating blend of fact, 

opinion, and oftentimes anguish, where there is debate around the level at which New 



Zealand does or does not function as a bicultural nation. Biculturalism in education has 

evolved considerably over the last century, from a situation of cultural deprivation (including 

the enforced exclusion of the Māori language in schools) to the promotion of cultural 

diversity (Sullivan, 1994). 

Te Reo Māori is now acknowledged in the New Zealand Curriculum as a taonga (treasure), 

which needs to be recognised and celebrated for the part it plays in asserting New Zealand’s 

point of difference in the wider world (Ministry of Education, 2007). Furthermore, it is a 

requirement of the Education Council (2017) that all teachers in New Zealand demonstrate 

commitment to affirming Māori learners and bicultural partnership and practice. This could 

suggest that biculturalism in New Zealand education is alive and well. However, Lourie (2015) 

argues that the existence of such biculturalism is a myth. It is suggested that education 

policy statements that require biculturalism in teaching are only symbolic (Lourie, 2018, 

Stewart, 2018); these policies do not define what biculturalism is and “tend to have vague, 

ambiguous and abstract goal statements,” (Rizvi and Lingard, 2010, p.9). Schools striving to 

produce evidence of good practice often results in what is seen as tokenistic practice and 

seem to emphasise the differences between Māori and non-Māori cultures, with an “us and 

them” mentality.  

Lourie (2016) presents biculturalism as a continuum where teachers can progress, through 

their increasing bicultural practice. Therefore, the challenge inherent, especially for pākēha 

(non-Māori) teachers is to develop a bicultural pedagogy. Crawford (2016) depicts her efforts 

as a pākēha to become a bicultural practitioner as a “journey” and suggests that while the 

journey is a difficult one, her advice is simply to begin. Our readings suggested to us that 

storytelling might just provide the vehicle to do so. We believed it was at least a plausible 

start. 

What we know about storytelling is that it is one of the most effective ways of 

communicating a message to students (Teach Thought, 2018). Presenting information in a 

storytelling context makes for a more interesting and engaging experience for students. In 

analysing causality, conflict, complications, and character as narratives progress, students 

develop a deeper understanding of information presented, and remember this information 

more clearly (Sherrington, 2018). When engaging with stories, our brain produces higher 

levels of the neurochemical, oxytocin, which enhances a sense of empathy (Zak, 2014). 



Enabling students to experience characters’ emotions and culture could further enhance 

engagement and appreciation of not only the story content, but underlying themes. 

When reading or presenting a story, we are mindful that boys see teachers as role models 

and that our attitudes and behaviours can influence their formation of ideas (Dawson, 2011). 

In what is often referred to as the “hidden curriculum,” Martimianakis et al. (2015) and 

Alsubaie (2015) describe that when a particular thought, theory or fact is being taught, 

participants can also develop additional understanding by inferencing implicit information 

through the content itself, or the way it is being delivered. 

Storytelling, as well as a means to entertain and communicate ideas, also provides 

opportunities for real-world conversations or anecdotes relating to the story, sparked by the 

content of what is being shared. It can help students make sense of the world and develop 

cultural interest and understanding (Bonfiglio, 2017, British Council, 2003). Questions are 

often raised by students as a response to what is being read. This can provide the teacher an 

opportunity to share their own experiences which helps in developing relationships with 

boys (Mott, 2011). Juliani (n.d.) shares his experience of storytelling in the classroom, where 

he shared personal anecdotes and experiences relating to a class novel. His experience 

echoed the ideas presented earlier by Sherrington (2008), that storytelling helps students 

remember content, as exhibited by his students’ quiz scores. 

With the power of storytelling in mind, we were interested to find a “culturally responsive” 

(Bishop, 2008) narrative style that would relate closely to our research question. It seemed 

that doing so might give our students the opportunity to develop an empathy with, interest 

in, and understanding of biculturalism in New Zealand. An obvious choice of text was a unit 

study of pūrākau, commonly referred to in New Zealand as Māori “Myths and Legends” (Lee, 

2009). 

Children have an innate love of stories and there are particular genres and styles that appeal 

more to boys; stories with humour, action, adventure, fantasy and engaging illustrations 

(National Library, 2018, Spindler, 2015). Aside from the fact that pūrākau align closely with 

what boys generally seek out in literature, they are also an important part of Māori culture 

and hold the opportunity for inquisition into different concepts of Māoritanga–Māori culture 

and way of life–(Ministry of Education, 2015). Lee (2009) elaborates on this notion, explaining 



that pūrākau should be viewed as more than simply fictions and fables of the past, and that it 

is important to recognise the philosophical thought, epistemological constructs, cultural 

codes, and worldviews fundamental to Māori identity that pūrākau hold. 

An English programme anchored by the storytelling method of pūrākau provided our 

students with the opportunity to not only enjoy and engage with the stories so special to 

Māori, but also gave them the opportunity to develop empathy and understanding of 

Māoritanga (Māori culture) and perhaps an understanding of the indelible part Māoritanga 

plays in forming New Zealand’s national identity. Moreover, it helped us, as pākēha 

educators, to begin our journey towards a bicultural pedagogy. 

Research Context 

The Saint Kentigern School community consists of four schools: Saint Kentigern Preschool, 

Saint Kentigern Girls' School, Saint Kentigern Boys' School and Saint Kentigern College.  Saint 

Kentigern Boys' School is located in the suburb of Remuera, Auckland, New Zealand. The 

population of the boys’ school is approximately 550 boys ranging in age from 5 to 13 years 

old. The school population is culturally diverse, with approximately 12 different cultures 

represented. The largest ethnic group identified is Anglo Saxon New Zealanders.   

The participants in this action research were taken from a Year 5 class of 23 boys. As of 

August 1 2018, the youngest participant was 9 years 5 months and the oldest was 10 years 5 

months. These students had varying academic abilities and some boys had specific learning 

needs. The participants hailed from American, Bangladeshi, British, Croatian, Indian, New 

Zealand European and Tokelauan ethnic backgrounds.  

All parents and participants completed an ethics consent form. Boys were not disadvantaged 

by their involvement in the action research, although there were rare occasions when we 

needed to be mindful that we were not placing any individuals on a pedestal due to their 

ethnicity or cultural background. One boy who we did not gain ethical consent for still 

completed the same unit of work, however, he was not involved in the research specific 

elements e.g. interviews. All boys were guaranteed anonymity, with pseudonyms used for 

any references to individual reflections or responses in this report. 

The Action 



In this project, we increased the boys’ exposure to pūrākau and key aspects of Māori culture, 

whilst offering opportunities for them to reflect on any topics or issues that arose and 

related to national identity. This was implemented through an English unit that focused on 

pūrākau. Key tasks included: 

● Letters written to a pen pal abroad, outlining what is unique about growing up in 

New Zealand. This provided some baseline data relating to perceptions of New 

Zealand national identity amongst the boys. 

● Study of numerous pūrākau, which the boys then retold. 

● Discussion of whakataukī, considering meanings and relevance to the boys’ lives. 

● Writing and presentation of pepeha. 

● Reflection of the relevance of pūrākau and other aspects of Māori culture in the boys’ 

lives. 

● Pen pal letters were reviewed by the boys and amended, in light of what they had 

learned about New Zealand and Māori culture. 

● Boys completed a survey to gauge their understanding of national identity in New 

Zealand, as well as to gain student voice about the unit of work. 

Data Collection 

The methods of data collection were primarily qualitative. We established prior knowledge 

and themes through observations and a letter writing task, after which we were able to focus 

subsequent interviews and observations accordingly. This was in line with Mertler’s (2017) 

suggestion that “qualitative approaches to conducting research studies are said to have 

“emergent” research questions and methodologies” (p. 93). Quantitative data also gave 

insight into measurable shifts in knowledge, understanding, and attitudes towards 

biculturalism and national identity. 

One of the main tasks for students was to write a letter to a pen pal, describing what it is like 

growing up in New Zealand. This task gave students a practical purpose, which was vital if we 

were to motivate them and gain quality responses. This is supported by The Department for 

Education (2012), which recommends that teachers should encourage boys to write by 

making tasks purposeful (Daly, 2003; Ofsted, 2005). Merisuo-Storm (2004) also researched 



the popularity of writing tasks and found that students liked writing to a pen pal the most. 

This research also supports the idea that writing without a purpose does not interest boys. 

Students wrote initial letters following a writing frame, which prompted them to tell their pen 

pal about New Zealand. Throughout the action, they were exposed to a range of resources 

that taught them about New Zealand’s indigenous culture. After this, they were asked to 

elaborate on their initial letters, indicating what they considered their national identity to be 

and reflecting on biculturalism in New Zealand. 

The action culminated in the students retelling a pūrākau to the class, before which they 

introduced themselves using the pepeha they had written for their letters. 

Structured and semi-structured interviews were used throughout the research to explore 

emerging themes. During lessons, students were interviewed randomly, using semi-

structured interviews to gauge overall progress. Some students were also targeted for these 

interviews based on teacher observations of significant student responses to tasks.   

Structured interviews allowed for specific questions to be asked regarding student attitudes. 

These offered little or no variation on the questions asked, which was important when 

ensuring that student responses regarding their attitudes were not influenced by the 

interviewer or other interviewees. 

Surveys provided quantitative data about student attitudes and understanding, and 

measurable changes in these. These surveys also allowed us to gauge how accurate our 

other methods were, such as by asking the students how accessible they found the tasks and 

whether they had felt able to fully express their ideas and attitudes. 

Data Analysis 

Our data was analysed using a thematic/discursive process. We examined student letters and 

their responses to interview questions and identified broad patterns or themes, both 

individually and across the class. Any mention of themes relating to biculturalism and 

national identity were noted and the occurrence of these measured against other content 

that alluded to different factors that students considered to be worthy of a mention. These 

data were collated in a OneNote document. Surveys also provided us with comparative data 

of student attitudes before and after the action. 



We were able to ensure validity and authenticity of our data by exposing students to a range 

of ideas and materials regularly in a sustained English programme that lasted the duration of 

a nine-week school term. So as to maintain balance and avoid pushing an agenda, students 

were encouraged to examine what they had been presented with in terms of its historical 

context, developing their understanding and knowledge of this. They were then asked to 

consider whether they thought it was relevant to today’s society or to them personally. 

 

Discussion of Results 

Following our action, three key themes emerged from our analysis of the qualitative and 

quantitative data we gathered. 

● Boys’ awareness and appreciation of biculturalism in New Zealand. 

● Varying attitudes towards Te Reo Māori and Māori culture in general; more 

specifically, the “us and them” perception. 

● The positive impact of using pūrākau (Māori legends) as a vehicle for helping boys 

increase their cultural understanding and knowledge. 

Awareness and Appreciation of Biculturalism in New Zealand. 

There were a number of features that the boys considered to be unique to New Zealand. In 

the baseline data gathered from the initial pen pal letters that the boys wrote, much of the 

content related to New Zealand’s geographical features and everyday habits of the boys, 

such as, “putting sugar on Weetbix” (breakfast cereal). 

After studying the unit, boys rewrote their pen pal letters. There was an increase in mentions 

of the haka (a Māori ceremonial dance or challenge, famously performed by the New 

Zealand All Blacks rugby team), native birds, and pūrākau, which are often considered to be 

iconic, cultural features of New Zealand. There was also a decrease in mentions of New 

Zealand being a small country and rugby or sport in general. Furthermore, when asked to 

rate their top 10 features of New Zealand, 16 boys noted native birds in their top 10 (or 

above) and nine noted the haka. 12 boys still mentioned rugby, but only five of these had 

this as top five. We concluded, therefore, that following our action there was a clear shift in 



awareness of unique cultural aspects of New Zealand. Other findings suggested the levels of 

appreciation the boys had for biculturalism. 

When surveyed at the end of our action, 18 out of 20 boys saw Māori culture as an important 

part of what makes New Zealand special. They gave reasons that included: “Because it’s are 

anseser [it’s our ancestors],” and “Because it is deeply rooted in our history.”Twelve of the 20 

boys rated themselves as having good knowledge of Māori culture and 17 considered 

themselves to know more than a little Te Reo Māori. This was positive to see. However, more 

significant was the fact that just over half of the boys also stated that they would like to learn 

more about Māori culture and pūrākau. Many gave reasons relating to wanting to know 

more about the language, history or culture. Furthermore, 18 of the 20 boys said that 

learning pūrākau has helped them understand more about Māori culture. One boy reflected 

that, “because pūrākau is a Māori word for myths and legends and helped me actually 

understand Māori.” Another boy mentioned that he now understands “some of their reasons 

for doing things,” while Boy R asserted that he “didn’t really know much about it before.”   

It was clear that the level of awareness and appreciation of biculturalism ranged from simply 

learning Māori vocabulary, to gaining a deeper understanding of the culture, which many 

had not learned about previously.  This was further supported by the boys’ responses to 

being asked why they thought the topic of pūrākau was chosen. Many mentioned that it 

involved learning more about history and Māori culture, as well as one boy who stated, 

“because we have not done any [Māori studies] this term.” 

1Nineteen of the 20 boys surveyed thought that pūrākau was a good topic to study, giving 

reasons such as, “so you no what your ansistes bib [so you know what your ancestors did],” 

and, “so we can learn more of our culture.” Others also mentioned that studying this topic 

gave boys something in common with each other and, “it helps us to connect to.” Some also 

recognised that it gave them an insight into New Zealand history and its people. This 

suggests that these boys felt that it was part of their heritage and a culture, to which they are 

somehow connected. This feeling, however, varied throughout our action. 

An ”Us and Them” Mentality 

Although much of the data mentioned so far showed a clear appreciation of biculturalism 

(and often a connection to this), an “us and them” mentality was still evident at times in the 



boys’ repsonses. The feeling that Māori are separate to the cultures the boys perceived 

themselves as belonging to was echoed in Lourie’s (2015) findings. In her study, boys often 

had a connection to Māori culture, including through direct blood relatives, but they had not 

appreciated this. In our action, eight out of 20 boys claimed to have never spoken Māori, 

despite all boys presenting their pepeha (a Māori introduction that ordinarily shares 

information about where someone is from and their genealogy) to the class. 

When boys retold their pūrākau and completed reflections on them, there were references to 

“ancient Māori” or “how the Māori lived.” Boys seemed unaware of the function of modern 

Māori in society today. While pūrākau seemed to have a positive effect on student 

understanding and appreciation of Māori culture, the “ancient” status of these stories 

seemed to reinforce the disconnect between ancient and modern Māori. 

At the end of our action, 12 of the 20 boys stated that they did not feel a connection to 

Māori. Reasons for this included,  “no one in our family is Māori,” and that they felt “more 

European.” Some of the eight boys who stated they did feel a connection gave reasons to do 

with having Māori friends, being involved in the School haka group or having Māori heritage. 

Therefore, without direct relatives being Māori or some involvement in something explicitly 

Māori, many boys did not feel they could connect to the culture. Some, however, felt that the 

unit of work had allowed them to strengthen their connection, “because we did pūrākaus 

[sic] and learnt about it,” with one boy reflecting that they had “learnt a lot about it.” 

Despite all this, six of the 20 boys surveyed believe that pūrākau could be taught to children 

in other countries, with many responses suggesting that the boys saw it as an integral part of 

New Zealand culture and heritage. Even those who thought pūrākau could not be taught 

abroad placed value on Māori culture, giving reasons such as, “because it is our culture and 

not theirs,” and, “because it won’t mean as much to them as it does to us.” 

Pūrākau as a Vehicle for Cultural Understanding 

Aside from the effects of pūrākau already mentioned, it is also worth noting the effectiveness 

this unit had in terms of general student engagement. Overall, the boys responded positively 

to their task of retelling a pūrākau. Nineteen of the 20 boys surveyed enjoyed learning 

pūrākau. The majority of these boys mentioned enjoying the stories because they were 

“interesting, new, exciting, cool and fun.” One boy mentioned that, “it was cool connecting to 



the world through pūrākau,” as they found it extended their understanding and knowledge 

of not just Māori culture, but a gave them a new perspective on the world. Another boy said 

that he put a high level of effort into the unit because he loved “learning about [Māori] 

myths and legends.” Some boys also enjoyed the task simply for what it was; an opportunity 

to write, and to retell a story. This is a notion that is supported by evidence in research by 

The Department for Education (2012) and Merisuo-Storm (2004). 

Fifteen of the 20 boys surveyed believed all children in New Zealand should learn pūrākau. 

Many mentioned that this is because it was “new.” While on the surface this was positive to 

hear, the question of whether this content should be new for boys in Year 5 perhaps needs 

to be asked. Therefore, most boys enjoyed the task and the involvement of stories in their 

work; however, only a few mentioned that this was specifically because it was related to 

Māori culture and/or myths and legends. 

Conclusion 

We concluded that the storytelling tasks in our action research were engaging and effective. 

They certainly acted as a catalyst for boys learning about and reflecting on biculturalism. In 

the future, consideration may just need to be given to explicitly outlining learning intentions 

of the unit. We did not want to influence the outcomes of our action research by telling the 

boys that we hoped their understanding of national identity in New Zealand would increase 

during the course of their study. However, there is a lot to support the use of explicit 

learning intentions and success criteria in ensuring desired outcomes for students. 

Future studies could also explore further exposure to Te Reo Māori and Māori culture in 

general. Storytelling is a good base for this; however, had the current study been conducted 

over a longer period, it could have benefitted from using stories from other sources. Recent 

initiatives to encourage the use of Te Reo Māori, for example, have used personal 

experiences of individuals studying Te Reo, including interviews and workshops with high 

profile figures in the media. 

Regardless of the type of exposure or length of study, one point is clear: storytelling worked 

as a vehicle for teaching boys and the subject matter was engaging for our students. Without 

consistent and long term exposure, however, the effects are arguably fleeting. This is a key 

area that any future study could focus on: how do we avoid tokenism and teaching topics in 



isolation and instead ensure consistent, genuine and meaningful incorporation of 

biculturalism in our teaching? 

Reflection Statement 

The action research process as a whole has been an engaging and thought-provoking one 

for us both. Working together allowed us to develop ideas for our practice and consider new 

perspectives, resulting in personal and professional development that we would not 

otherwise have achieved. In particular, it has been fascinating to explore the complex issues 

involved in incorporating biculturalism into both the school curriculum and our own 

pedagogy. Our readings and discussions throughout our project gave us a greater 

understanding of the history of this, as well as a clear awareness of the current situation. We 

were also aware that we did not incorporate this enough, as this was a major motivation for 

our research. However, the process of trying to encourage greater understanding of this 

amongst our students required us to “practice what we preach” and, in doing so, we 

identified not only where the gaps in our teaching were, but also helped us to pinpoint how 

and why we perhaps do not incorporate or promote biculturalism enough. 

In order to address the “us and them” mentality, we believe that the incorporation of Te Ao 

Māori (the Māori world) into teaching needs to be done in a seamless manner; that is, in a 

way that is constant, consistent, and natural. However, through our action research we have 

recognised the need for explicit teaching in order for boys to gain understanding and 

appreciation of culture. Storytelling and our unit on pūrākau provided the vehicle to do this. 

While storytelling provided the platform on which to launch, we recognise that the more we 

show that we value biculturalism by incorporating Māori language and world views into our 

teaching practice, the more natural it will be perceived. We believe that for this to have a 

school-wide effect, all teachers must exhibit the same approach, and we need to be role 

models for this.  

We have seen the positive effects of an honest and concerted effort to increase our 

awareness of biculturalism in our teaching; having moved into a new school year we have 

noted through incidental conversations with the participants of our action research, now in 

Year 6, observations and comments relating to a Māori world view. Last week, Jarred was 

talking to one of the boys, during a hike on camp. The boy commented that they were 



‘”walking through the forest of Tane Mahuta” (the Māori guardian of the forest who featured 

in many pūrākau). Encouraging signs of a bicultural understanding and appreciation; but it is 

just a start. 
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