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Introduction 

T 
hroughout the high income societies of the 

world, academics, business people, politi

cians and others concerned with the future 

wellbeing of their people, are looking at ways of 

improving the standard of living of their nation. 

International researchers such as Michael 

Porter argue that there is not one simple answer, 

and carrying out policies in isolation such as low

ering wages, devaluing, reducing government defi

cits or lowering interest rates, will not be suffi

cient. 

While perhaps articulating slightly different 

views of the world, American writers such as Tom 

Peters and Peter Drucker, Japanese such as 

Kenichi Ohmae, and Bill Ford across the Tasman, 

in common with Porter, all place considerable em

phasis on upgrading a country's human resources. 

A range ofN ew Zealand studies of productiv

ity and international competitiveness, including 

the New Zealand Planning Council's The Fully 

Employed High Income Society and the local Por

ter study Upgrading New Zealand's Competitive 

Advantage, reinforce this view. 

Equally important, Porter insists in his origi

nal work The Competitive Advantage of Nations, 

is fostering links between education and industry. 

Porter's current high profile and his insistence on 

a quality, respected, all inclusive, lifelong educa

tion, highlights the timeliness of these essays. 

New Zealand needs every one of her young 

people to have a good education in practical tech

nology and basic science, in communication and 

design, in maths �nd language. Similarly we need 

quality in every place of learning - not just from 

a few elite public or private schools. 

Educators, like Porter, often look abroad to see 

where we should be making improvements. We 

note the retention rates Japan and Germany 
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achieve. We see in Germany technological educa

tion being thorough, ongoing and highly respected. 

It is different, not second-rate. Both these coun

tries expect workers to continue education and 

training through their working life - much of it 

provided by individual companies. 

While looking overseas to other systems we 

need to identify and build on our strengths. Our 

highly respected and widely copied early-reading 

intervention programme means that very soon, 95 

percent oftwelve-year-olds will reach high school 

as competent readers. 

What is a relevant curriculum for them? 

Should they start now on Japanese, Maori or 

French? Should they have been taking two lan

guages from intermediate school, or perhaps have 

followed the example of Kohanga Reo and begun 

much earlier? Ifwe make maths and science com

pulsory to the fifth form can we do this without 

excluding other important subjects? Should all stu

dents learn to use a word processor? Should they 

be allowed to specialise in languages or sciences? 

These questions concern the whole community. 

Any real change, of course, has major resource 

considerations - not just for governments but for 

parents, employers and individuals. What is cer

tain is that we need every one of our young people 

to have a good education in practical technology 

and basic science, in communication in its broad

est sense, in design, maths and language. 

The stimulus for these essays arose out of reac

tions to our Tomorrow's Skills publication. The 

wider Tomorrow's Skills programme of public pres

entations and the production of a video for fourth 

formers, itself arose out of the Planning Council 

work on economic development and a consequent 

concern about rising unemployment. But the Coun

cil's interest in education goes back a number of 



years. In 1985 Young People, Education and Em

ployment, then in 1988 Our Education and Train

ing Choices: Post Compulsory Education and 

Training in New Zealand, were published. 

One key question arising from Tomorrow's 

Skills was, could the business-industrial world con

tribute further to the debate? In an age-old tradi

tion of teaching and learning, the questioners have 

become the soothsayers. The writers, who have 

varied backgrounds, were asked to produce a pa

per reflecting their personal response to Tomor

row's Skills. In turn we sought a Maori and 'inter

national' overview of both our original publication 

and these essays. Unfortunately our chosen inter

national writer, Bill Ford, was called onto a Royal 

Commission at a crucial time ruling out the possi

bility of his making a contribution, but Wally 

Penetito provides a challenging Maori overview. 

Despite the real diversity of writers there are 

common themes. Several commentators reveal a 

belief that constant quality evaluation must be in

built at every level, and that technological train

ing must go hand-in-hand with teaching children 

to use their imaginations, to think flexibly. 

The argument that total quality management 

be all pervasive, should not faze teachers. Many 

c1assrooms already have embraced elements of it. 

Teachers who themselves pursue on-going profes

sional development, who ensure children are taught 

to set their own learning goals and to understand 

how they learn - these teachers have grasped the 

essence of quality control. 

Under another name it is used in early-read

ing teaching. Six-year-olds are using quality man

agement when they have to explain how they 

worked out a new word. They are reflecting on 

their own learning. A polytechnic student using 

computer modelling in machinery design may ap

ply this process of reflection on learning, on man

agement, on routines. It is a management tool 

equally applicable to the classroom and the 

workforce. The value of this self-monitoring is such 

that it needs to be incorporated into teacher train

ing in order to be routine in all areas of education. 

A second idea common to several essays is 

the need for an innovative, thoughtful workforce. 

One writer calls on us to use children's passions 

and dreams as stepping stones to produce think-
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ers. Others point to the need for positive accept

ance of other cultures and place a high priority on 

a curriculum emphasising communication and 

decision-making skills. On reflection, these writ

ers support a curriculum where difference is cel

ebrated as contributing to complexity and creativ

ity. This may mean, for some, a full instructional 

programme in Maori language first, followed later 

by English language and literature. 

There is an emphasis on a practical techno

logical thread to be maintained for all students 

throughout schooling. A thorough grounding in 

the physical world as well as in design and the 

visual world are seen as strengths to be pursued. 

No-one is suggesting less reading/writing/arith

metic but they are all suggesting more thinking. 

Are these ideas new? While it may seem that some 

schools are still operating on a 19th century Dick

ensian model there are changes - in every area. 

Intermediate and high schools are working 

closely with local industry to raise technology learn

ing. The old technical drawing, for example, has 

been superseded by a unified syllabus incorporat

ing design, technical drawing and technology. Some 

high schools are instituting all-inclusive pro

grammes where basic sciences, technology, design, 

maths and communication courses are taken by 

all students for four years. 

Kura Kaupapa are giving their children a 

rich start in Maori and English language and, in 

some Kura, Japanese. The New Zealand Qualifi

cations Authority is looking toward the whole com

munity. It advertises its new Framework for Learn

ing in the business pages of a daily newspaper. 

Their proposed system of learning units is designed 

for portability, flexibility and continuity of the learn

ing itself. One student may work and study at 

school, one may use a combination of a high school 

and a polytechnic. This sort of flexibility is exactly 

what is needed. 

This debate focuses on how we can best edu

cate all our young people because we need every 

one of them. We hope the ideas in these essays 

provide positive energy toward an enlivened edu

cation system. 

Jill Holt 

Deputy Chairperson 

New Zealand Planning Council 

Manufacturing skills 

global market 

for the 

"Work schedules that concentrate on whole functions and production 

cycles allow maximum facility for unlocking workers' creativity." 

I
n a few places in New Zealand, tomorrow's skills 

are here today. State-of-the-art manufacturing 

at Fisher & Paykel or Toyota at Thames, for 

example, already demand new skills and a new 

industrial relations environment. These skills and 

this environment enable such companies to pro

vide competitive products to the standard set by 

the world's most demanding markets. 

The technology involved in computer-inte

grated just-in-time manufacture, requires a range 

of skills to maximise the opportunities it provides. 

Familiarity with the technology, lateral thinking 

and initiative, ability to combine and integrate a 

range of information into new and more interest

ing combinations - these are the basic skills pos

sessed by the modern manufacturing worker. 

Workers at Fisher & Paykel have to be able 

to think for themselves, to communicate openly 

with each other, and to work creatively in groups. 

As union members, they may take part with man

agement in consultative processes to review work 

practices, set training requirements and organise 

staff amenities. 

As Tomorrow's Skills points out, these skills 

are common to all value-added industries. The 

analysis in Tomorrow's Skills identifies the serv

ice sector and non-manual labour as the future for 

job growth. 

If all New Zealand industries and all New 

Zealand industrial relations were run in the same 

way as our leading manufacturers, there would 

certainly be huge service industry growth in in

ternational consultancy. 

The danger is that such analysis fosters a 
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belief that our whole economic future lies in serv

ice industries. The reality is we do not have nearly 

enough genuinely competitive manufacturing in

dustry in New Zealand. Manufacturing will be 

critically important ifN ew Zealand as a country is 

to achieve the per capita income standards set by 

the Planning Council and the Trade Development 

Board. 

One New Zealand commentary puts the prob

lem thus: 

"New Zealand politicians like to describe 

their society as post-industrial; that is, quite 

forward-looking. The reality is that through

out the Western world manufacturing is still 

the motor of growth. 

During the sixties and seventies the serv

ice industries in the OECD expanded faster 

than the manufacturing sector. That led 

economists to the conclusion that industr

ialised countries are transforming into serv

ice economies with a steadily shrinking 

manufacturing sector. The conclusion was 

premature, to say the least. 

While statistics showed a relative decline 

in manufacturing, the number of people de

pending on the profitability and the produc

tivity of manufacturing steadily increased. 

This study provided evidence for the fol

lowing thesis: New Zealand will not return 

to a sustainable and steep growth path un

less the manufacturing sector enters a strong 

recovery. 

Manufacturing has gone through a tre

mendous amount of adjustment in the last 



five years. In this process it has improved 

efficiency productivity, competitiveness and 

lately even profitability. 

This adjustment process has now come 

close to the limits. Further progress is only 

possible with investment in new capacity 

with higher productivity than the existing 

average. Such investment needs a climate 

of confidence, prospective growth, low op

portunity costs of investment and a positive 

attitude towards growth in a society." 

(Manufacturing in New Zealand, 

Ord O'Connor Grieve, June 1990, 54-55) 

To this we could add the development of skills 

and attitudes towards manufacturing technologies 

and careers that will provide the basis for such a 

development. 

The challenge is before all sectors of New 

Zealand society. Analysis based on our recent past 

is less important than the level of skills we aspire 

to in New Zealand. The problem is that we may 

well fail to reach the goals set by the Planning 

Council of a high income, high skills society, or of 

the Trade Development Board's Top 10 by 2010. 

There is a very real possibility that we could 

well see a shift in New Zealand jobs into the serv

ice sector, but that most of these jobs could be low 

skilled and menial. 

So the question we are faced with is not what 

particular sectors new jobs might be in, but what 

do we need to do now to have any hope of achiev

ing the high skills, high income society for our 

children? 

0 n present policies and present evidence it is 

rather more likely that we will deliver to our 

children an even more crushing burden of debt, 

and an economy that consigns most of them to the 

periphery. The fact that jobs in the peripheral ar

eas of the dual economy may well be manual la

bour in the service sector will be little consolation 

to those working for subsistence wages. 

Given that New Zealanders do wish to com

mit themselves to the high-wage option, we must 

look at the particular contribution each sector might 

make towards achieving this common objective. 

As a unionist commenting on industry's re

quirements for the school sector, it may be appro-
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priate to begin by describing what unions are ad

vocating and what a range of unions, such as the 

Engineers Union and Service Workers Federation, 

have been doing to bring about the required 

changes and work towards the desired goals. 

The first thing to note is that unions operate 

in the market. Integration into the global market

place means that New Zealand's manufacturers, 

services and workers are required to produce to 

"Competitive industry,s 

requirements for training and 

upskilling have major implica

tions for our educational and 

training infrastructure, and 

teaching institutions." 

equivalent standards of quality, flexibility, speed 

of response, variety and cost as the best producers 

in the world. 

Manufacturing for the global market, where 

every toehold is a niche, requires an integration of 

four aspects. These are new technology, upskilling, 

new work design and changed industrial relations. 

Technology will drive the new environment. 

Computer-integrated manufacture, combining the 

flexibility of microprocessors with the transform

ing power of machines, allows a completely new 

flexibility in the production process. 

Maximising the benefits of technology requires 

a range of new skills, from manual keyboard skills 

to planning production schedules without super

vision, and programming to meet a range of pro

duction requirements. 

Upskilling individual workers requires a new 

approach to work design to make the best use of 

technology and skills. Work schedules that con

centrate on whole functions and production cycles 

allow maximum facility for unlocking workers' crea

tivity. Working in teams aids lateral thinking and 

continuous improvement of the process as well as 

working conditions. 

These changes obviously require a new ap-

proach to industrial relations. Cooperative proce

dures, consultative committees, professional ne

gotiation and dispute resolution all work to max

imise production and minimise disruption to the 

mutual benefit of workers and employers. 

The Engineers Union, among others, has 

adopted this integrated approach to building in

dustries and enterprises that are able to compete 

in the modern environment. 

Education and training provides the common 

core to all these developments. Training is not 

only required for upskilling, but a good base edu

cation will be required to make the best use of new 

technology. Both workers and management require 

training in new work organisation and new forms 

of management and industrial relations. 

The major incentive for workers is provided 

by linking improved production methods to reform 

of bargaining and pay structures. Changing occu

pational classifications in agreements to those 

based on industry skills provides a career path, 

and a strong incentive for workers to engage in 

training and acquire new skills. Linking pay struc

tures to skills and training in the enterprise pro

vides the basis for increased productivity and fu

ture investment, for profit growth and job secu

rity. 

Bargaining reform is proceeding with joint 

working parties in the plastics, packaging and 

metals manufacturing industries, and with the 

major hotels in the service sector. Other similar 

reform is taking place in many of the more pro

gressive and advanced manufacturing companies 

such as Fisher & Paykel, J Wattie Foods and oth

ers. 

Competitive industry's requirements for train

ing and upskilling have major implications for our 

educational and training infrastructure, and teach

ing institutions. New Zealand's system has tended 

to grow like Topsy, with little ability to cross-credit 

skills and transfer learning. 

Training needs, analysis and provision of 

training for state-of-the-art technology are also 

areas of weakness. Too much training is devoted 

to outmoded skills. 

The need is urgent for better coordination 

and national concentration on the goals of a high 

income society. These is a general awareness that 
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sector coordination needs to be improved. 

Problems already identified, and in the early 

stages of resolution, include poor integration of 

the qualification system both internally and in re

lation to workforce upskilling, a better means of 

identifying school-leaver skills, an unsystematic 

approach to developing appropriate support insti

tutions, and a chronic lack of strategic focus. 

R ecent administrative reform in the public sec

tor has been driven by a purist debate among 

academics and bureaucrats drawn from the neo

classical right, determined to resist contamination 

from groups with an interest in the process. The 

result has been a lack of concentration on desired 

outcomes, and an absence of practicality in the 

measures advocated to bring about change. 

Much of this debate has impacted on the school 

system, and the role that schools play in educat

ing future workers. This has understandably led 

to a defensive reaction, as the interests of teachers 

and government service departments have been 

seen as inimical to providing students prepared 

for work. 

In our view schools, as well as every other 

institution in New Zealand, should integrate gen

eral social and economic goals into their objec

tives. 

Improving New Zealand's steady decline in 

living standards is at very best a medium-term 

programme, focused 20 years out, as the Trade 

Development Board's goal of Top 10 by 2010 im

plies. Lifting the basic skill level of New Zealand

ers throughout the school system is obviously im

perative. 

It is equally important that the goal be rais

ing the skill levels of all New Zealanders. The 

New Zealand educational system, with its empha

sis on university as the acme, verbal fluency and 

numerical manipulation as the supreme skills, and 

norm-referenced examinations as the criterion, has 

produced a large crop of casualties. 

Part of the reason for this is that the goals of 

education within schools tend to be linked to the 

expectations of parents, the status of schools, and 

the historical linkage of academic success with 

achievement in life. 

What industry, society, justice and equity re-



quires is a school system that encourages diver

sity, acknowledges a communication skill range 

rather than verbal fluency, is competence-based 

in assessment, and provides all participants with 

meaningful outcomes as a result of their partici

pation. 

It is not a question of educational goals and 

values being subordinated to commercial ends, but 

of acknowledging that the type of flexibility re

quired in the workforce of the future is the same 

flexibility required for living in the future. 

This flexibility exists at three levels: generic 

with a broad-based education and skills formation 

that lifts the level of adaptability and provides the 

"Upskilling individual workers 

requires a new approach to 

work design to make the best 

use of technology and skills." 

foundation; transferable, that provides a particu

lar group of skills needed across a certain industry 

or industry group, that provides a base for job and 

investment security, and for new investment 

growth; and specific skills that relate to a particu

lar enterprise or profession. 

Schools have a critically important role in 

producing generic skills and some of the initial 

transferable skills. If the qualification system was 

integrated, there would be no reason, for example, 

why pre-apprenticeship modules should not be 

taught in upper schools. More resources in work

shop technology would also increase awareness of 

the technology and skills required in modern manu

facturing. 

Integrating the school system into providing 

the generic skills base for the workers of the fu

ture, and the successful individual in the global 

market, requires a significant change in curricu

lum content, teaching methods and assessment 

procedures. 

In future, the emphasis will be on skills rather 

than knowledge, because the skills include meth

ods of acquiring knowledge, and on competence 
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rather than competition as a method of assess

ment. 

The future worker will be lateral-thinking, 

innovative, responsible, competent, an active com

municator and cooperative co-worker, comfortable 

with technology and conducting industrial rela

tions on the basis of mutual respect for skill. Abil

ity to communicate, to solve problems, to integrate 

various bodies of knowledge, are as much the re

quirements of the factory floor as the boardroom. 

This approach requires a major change in 

school curriculum, not in its content, but in the 

approach to its content. Ways will have to be de

vised to integrate technology much more actively 

into the curriculum, at the most state-of-the-art 

level possible, across the whole system. 

It also requires a major change in teaching 

methods. A recent newspaper report described how 

medical education in a New Zealand university 

was shifting to a problem-solving method rather 

than a content-based method. What Paolo Freire 

called the 'banking' method of education will give 

way to problem-centred, real-world oriented meth

ods. The real benefits of on-job training as a prob

lem-solving method need to be reassessed, and sys

tematic linkages between school and job encour

aged and improved. 

Assessment is another area that has major 

implications for curriculum and method. Assess

ing competence in communication skills, problem

solving, integrative ability, leadership and com

patibility requires a syllabus that sets meaningful 

tasks and accurately assesses outcomes. 

Education will thus become more a process of 

skill formation, with objective standards of per

formance at a range of levels. Ways must be found 

to recognise Als and A2s for the floor, not reduce 

the required skills to C ls and C2s in the class

room. Fluency in textual interpretation is no real 

criteria of the communication skills required. 

Such a change also requires a major commit

ment of resources, something only possible as a 

result of a national strategy. The current short

sighted and defeatist approach to policy will need 

to be rethought, but there is some evidence that 

such a commitment could pay massive dividends. 

In a study prepared for the Manufacturers 

Federation, BERL estimated growth rates for the 

New Zealand economy assuming a 10% devalua

tion in the exchange rate combined with coopera

tion between private sector management and un

ions, work redesign and a government investment 

to train 63,000 New Zealanders over 1990-1995 in 

an equivalent of a one-year tertiary education 

course to develop technical level skills. 

The results indicated by the General Equilib

rium model indicated growth in GDP per annum 

Michael Smith 

of 4.4%, employment growth of 3.4%, and invest

ment growth of 3.9% per annum. The projected 

government deficit in 1995 showed a surplus of 

$7.4m (1990 Economic Policy Issues, BERL, Sep

tember 1990, 32-36). 

Achieving the goals will be difficult, will re

quire wide commitment and significant investment. 

One of the most important areas for investment 

will be in the skill of young New Zealanders. 

Michael Smith works for the New Zealand Engineers Union as research and education officer. His 

schooling was non-technological and he served a 14,000 hour apprenticeship at a Catholic seminary 

before further education at universities in the USA, Italy and Great Britain. His career path has led him 

through work as a priest, teacher, lecturer, educator, psychiatric social worker, community services 

director, political party worker to his current post. He has been active in a wide range of community 

and social service groups. 
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Thoughts from a fifth former 
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Forward - to the new 'basics'

"Perhaps those non-academic students who spend hours at the video 

parlour are developing natural abilities not recognised at school." 

T
he views expressed in Tomorrow's Skills, 

of the need to upgrade the skills of the new 

entrants to our workforce, are another ex

pression of the views of a growing number of com

mentators from widely varying interest groups with 

concern for both the immediate and long-term eco

nomic well-being of New Zealand. 

The common theme is that, if we are to re

turn to the prosperity of the past, we must have a 

more highly trained, innovative, adaptive and crea

tive workforce, and that this can be achieved 

through retraining and changes to the pre-work 

education system. There is implicit in most com

mentaries an unchallenged absolute that the di

rection for the country is through 'growth' which 

will raise the 'living standards' to the benefit of all 

-that is, the way ahead is to do what was done in

the past in more productive and efficient ways.

Before we can look at the requirements of an 

appropriate education system for tomorrow's skills 

we should first stand back and look at what sort of 

future society 'we' want -first determine the ques

tion to be answered, rather than assume it and 

concentrate on the possible answers to the precon

ception. 

The traditional common vision of the popula

tion is that success is measured by the acquisition 

of material possessions through having full-time 

employment during the normal working week. The 

reality is that most people do not achieve this 

wealth and that now many work outside the nor

mal hours, often for short terms, or else they can

not find employment appropriate to their skills. 

In the last few years a process of desegrega-
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tion has gained momentum in commerce and in

dustry in which the organisation contracts to its 

core activity and buys in services and resources as 

needed. The formation of SOEs and privatisation 

is its expression in the public sector. This is con

venient for the companies in their cost control, but 

it also allows the workers new possibilities of self

determination in when and how they work, which 

may not be to the employer's advantage in the 

future. 

This trend encourages radical changes in the 

perception of the way of doing work, and of its 

place in one's life, amongst a growing number of 

ordinary citizens. 

A
longside the main-stream view of society there 

is a parallel social attitude rapidly develop

ing where success is not judged by monetary 

wealth, but rather in much wider 'quality of life' 

terms, and is expressed in the 'greening of the 

economy' which will be the dominant global factor 

of the nineties. These attitudes are already well 

established outside of the main urban centres. 

To my mind Tomorrow's Skills, and other 

commentaries, virtually ignore these alternative 

futures. When looking at education we must be 

fully conscious of the very long lead time involved, 

first in determining and implementing change to 

the system, and then the time for the students to 

become influential forces within their various sec

tors and levels of society. The radical changes of 

Rogernomics in the eighties were made by people 

educated under curricula developed in the forties. 

The 1991 secondary school students will only be in 



their mid-sixties when New Zealand celebrates its 

Bicentennial and they will have determined the 

basic form of the celebrating society. Who can de

termine what their specific educational needs are? 

As many writers have stated, change is so 

pervasive in society that the fact that there will be 

continual and accelerating change is the only cer

tainty. These changes vary enormously from mi

nor superficial irritations to fundamental restruc

turing of society and the economy. In less than 

two decades New Zealand's trade has moved from 

a focus on Great Britain to the whole world mar

ketplace with a growing emphasis on the Pacific

rim economic zone, resulting in a fundamental 

upheaval in our perception of the world beyond 

our shores. 

This change in our major markets has taken 

us from an exclusively monocultural trading proc

ess to a multicultural one, where our cultural and 

religious values are the minority amongst a multi

tude of very diverse views of, and attitudes to, the 

meaning and purpose of life. 

There has been a rapid educational response 

to this with the teaching of non-traditional foreign 

languages such as Japanese but, as described in 

"Graphicacy and the design 

process should simply be 

treated as generic skills neces

sary for our future adaptive 

and innovative society." 

Tomorrow's Skills, the bulk of students still learn 

French, presumably because for many schools that 

is what has always been done. 

It will be interesting to see if the impact of 

'Tomorrow's Schools', of itself, produces courses 

more closely related to the needs of Tomorrow's 

Society, and its employment opportunities. 

In rushing to teach new languages such as 

Japanese or German, a solution is being offered to 

the obvious problem of preparing people to write 

and speak with our new customers. But is this 

sufficient for real communication with, and un-

derstanding of, the market? 

The people dealing face-to-face with the con

sumer certainly need a full understanding of lan

guage and culture, but for each of these there are 

many others in the production and marketing chain 

within New Zealand that must be equally conver

sant with the subtle cultural nuances of the cus

tomers for our products and services to be truly 

relevant to the buyer. I feel that to concentrate on 

the new foreign languages for the linguistically

able students is short-sighted (and in reality just 

an academic exercise), and that all students need 

to be made aware of the multiplicity of cultural 

factors that they will encounter in most aspects of 

their employment. 

Learning to be positively accepting of the va

lidity and values of other cultures, of which speak

ing and reading the language is only a part, is a 

vital principle for all to learn so that New Zealand 

can cope with the future. This awareness is, as I 

see it, one of the important spin-off values of the 

rise of Maoritanga in schools. 

T he other fundamental societal change that is 

firmly established, as can be seen by the back

lashes that occasionally surface, is the place of 

women in the areas ofreal control in our workplaces 

and the wider society. I believe that, through the 

momentum built up from the seventies onward, 

this coming decade will see areas ofradical change 

in the way that the commercial world is organised 

and operated, especially as the basic patterns of 

employment are being diversified at the same time. 
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One such area is management, where the 

methods and systems often have a strong mascu

line, aggressive orientation. Women are now mov

ing in sufficient numbers to positions ofresponsi

bility, so as to be able to adapt and devise methods 

and systems based on a feminine view of the world 

arising from a fundamentally different socialisation 

during their formative childhood years 30, 40 and 

50 years ago. 

The best of their ideas will prevail because 

commerce is very accepting of changes that give 

real advantageous results no matter what their 

source. Our schools must now be somehow pre

paring students for the very different, but un

known, organisational structures and management 

styles that they will be expected to work within. 

How can the compulsory education system 

cope with educating students for the inevitable 

changes that will occur during their working life, 

or even just the first part of it? One way is to de

emphasise the requirements of careers and pro

vide more general skills based on anticipated 

changes as perceived by employment planners. This 

"Our schools must now be 

somehow preparing students 

for the very different, but 

unknown, organisational 

structures and management 

styles that they will be 

expected to work within." 

may have worked in the past but, for example, 

how could the commerce/economics teachers deal 

immediately with the re-direction of 1984 and then 

the market crash of 1987? 

Another way is to concentrate on educating 

for adaption by providing lifetime generic skills, 

such as those listed on page 15 of Tomorrow's Skills, 

that go beyond the specific requirements of to

day's vocations, and are not dependent upon the 

future taking a particular path. A lawyer's skill in 

the courtroom, or in case analysis, is not depend

ent on the particular laws in force or the facts of 

the case, and will still be valid after 50 years. Such 

skills are also applicable to a person's develop

ment as a person and a citizen, which surely is an 

important part of compulsory education. 

Historically, organised education for the 

masses was developed to give basic skills to the 

workforce serving the needs of the group in con

trol of society at the time. 

Until now industry has tended to do its own 

training on the job - such as apprenticeships -

leaving commerce to have its basic skills of lit

eracy and numeracy taught prior to full-time em

ployment. The skills and training required to con

trol and operate the enterprises, and the society, 
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were kept to a select few who were educated sepa

rately. 

Today the workplace cannot operate in this 

manner. Forward-thinking companies like Fisher 

& Paykel have a philosophy of not wanting their 

workforce to "leave their brains at the gate", but 

our secondary education system is only now be

ginning to realise this and is changing accord

ingly. 

In my opinion, in the past, for many voca

tions, college was just an interlude to mark time 

as you grew older as, when most jobs are properly 

analysed, no more than Form Two English and 

Mathematics are needed. Anything more compli

cated can be handled by a few specialists or a 

computer. If this is even partly correct then sec

ondary school is ideally placed to forget about vo

cational training, which more appropriately can 

occur at tertiary level or on the job, and concen

trate on education and generic skills that will al

low real adaptability in an ever changing and un

predictable world, and be useful for a lifetime dur

ing more than just a person's working hours. 

Of course colleges are actually moving with 

the times, far further and faster than society real

ises, but it is within a form whose essence would 

be recognisable to a Victorian educationalist when 

compared to the fundamentally restructured early 

childhood and primary sectors of education which 

are not hampered by set milestones of national 

grading examinations, and compartmentalising of 

discrete subject classifications. 

F rom outside of education there is, from time 

to time, a call for a move 'back to basics'. To 

me the emphasis is always put on the BACK rather 

than the word BASICS. When the particulars of 

the future are unknown, and a highly skilled, adap

tive and innovative workforce is required, then 

basics are what should be taught BUT the catch

cry should be 'Basics For The Future' with the 

emphasis on Basics. I think that in the develop

ment of the meaning of this noun will be found the 

real future and value of formal education to the 

career and social development of students and, 

therefore, the society and the country (as an inte

gral part of the world), in the twenty-first century. 

The basics called for are usually 'reading, 



writing and arithmetic' - that is, literacy and 
numeracy - but this ignores the nurturing and 
development of more fundamental skills that have 
actually been of much more importance and use
fulness for human survival. 

For the past few centuries it has been suffi
cient to acquire them 'at one's mother's knee' in a 
casual manner, as needed, but now I believe it is 
vital that their development be immediately in-

"In ordinary number and word 

computing, new approaches to 

teaching are needed." 

corporated into the compulsory education system 
as mainstream core topics. These skills are those 
necessary to deal with the visual, three dimen
sional world, problem-solving, decision-making and 
creative thinking: described sometimes as 
graphicacy and the design process (but not design 

as in aesthetics, which is a specific topic within 
the wider design process). 

The foundations of our formal education sys
tem were laid down, and built on, by the decision
makers in the religious, political and bureaucratic 
spheres of society, rather than those from science, 
the professions or trade. 

The senior people in these areas are those 
with a natural aptitude in written and oral lan
guage. This has given the 'important' parts of edu
cation a bias to literacy as the fundamental skill, 
with numeracy having importance due to the real 
needs of commerce in the days before computers. 
Our other 'serious' subjects have also been taught 
and tested primarily through words and numbers. 

As babies and toddlers we live in a three
dimensional environment, but once formal educa
tion begins at the early childhood education level 
the world starts to transform to two dimensions as 
painting replaces blocks, and becomes one-dimen
sional as 'serious' learning predominates with the 
emphasis on literacy and numeracy in prepara
tion for secondary school. English is one-dimen
sional, as illustrated by the word processor 'word
wrap' facility - only poetry has two dimensions 

as its line length and number of lines are not de
termined by the page dimensions. 

School mathematics (except geometry) is a 
linear process where, once the beginning has been 
established, there is only one path to the result. 

Scientific method as taught, and to a large 
extent as practised, continues this linear, one-di
mensional attitude. This is in keeping with the 
European cultural philosophy that there is only 
one true path to your goal, with there being only 
rights and wrongs - greyness of opinion, and al
ternatives, are not allowed. In the real world the 
simplicity and order required for these attitudes 
to be valid just does not exist, although there has 
been enough flexibility for the inappropriateness 
to be glossed over or ignored. 

All this creates a collective consciousness that 
makes lateral thinking, brain-storming and genu
ine creativity difficult to accept as subjects for for
mal education, especially when the need for the 
techniques is normally invisible due to their being 
all pervasive as a natural part oflife. 

Unfortunately the globe can no longer afford 
to allow its inhabitants to blunder along snatch
ing the first answer that appears. With a little 
lateral thinking the capital cost ofMotunui could 
have been used to provide free gas tanks to all 
petrol vehicles, and additional pipelines, so that 
we would not be throwing a way half of the gas 
energy which is now lost in the conversion proc
ess. 
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We must think forward, not backwards, so as 
to get away from 'imagining the past, and remem
bering the future'. 

F or many decades the formal training for the 
design professions, in addition to spatial and 

form awareness, have included skills and tech
niques of creative problem-solving and decision
making. These same skills have also been taught 
from necessity for specific employment - such as 
in the law schools so as to facilitate the analysis of 
past cases for creative application in the future. 

At the core of these professions are general 
processes for application in ever-changing circum
stances, where there are needed unique methods 
to solve unique problems that often redefine them
selves as the solutions are developed. It is perhaps 

in part because of the basic skills of lawyers and 
architects that they are able to adapt to work in 
quite unexpected areas of the economy. 

It is this adaptability/creativity and 
innovativeness that is being called for by Tomor

row's Skills and is needed if society is to 'prosper' 
in the ever-changing environment. Kiwis have an 
international reputation for being innovative and 
adaptive but this perhaps has been more a result 
of our social setting at the end of the world, rather 
than a product of the education system. 

In secondary schools virtually no serious con
sideration is given to preparation for the visual 
world, and yet the visual aspects oflife and work 
are at the core of the operation of our society. This 
is why blindness is such a handicap and much 
more difficult to cater for than other physical dis
abilities. 

Driving is an activity where, for personal 
safety, it is imperative that the most efficient sys
tem of control is used, so therefore for critical as
pects almost total reliance is placed on visual corn-

"Learning to be positively 

accepting of the validity and 

values of other cultures is a 

vital principle for all to learn." 

munication and symbols. In advertising, where 
value for money is paramount, words when used 
are more often in a graphical mode, or as sounds, 
rather than as words per se. 

The explosive development of computer graph
ics means that it is already too late to prepare 
existing students with ever-rudimentary 
graphicacy skills and so they will have to learn 
from scratch, as also will the workforce, how to 
handle the techniques of'virtual reality' and 'real
time computing' that are about to become a real
ity. Computer graphics are hardly even at the stage 
of having invented the wheel. By the time today's 
teenagers finish their vocational training they will 
be required to handle information on computers 
in ways that can only be guessed at today. 
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As an example of the urgency for education
alists to recognise the need for graphicacy skills, 
today's medical graduates should have taken tech
nical drawing as a compulsory subject instead of 
Latin at secondary school. The TV programme 'Be
yond 2000' occasionally shows the applications of 
computer graphics that are revolutionising the 
teaching and practice of medicine. It is possible 
that very soon a specialisation will have to form 
where three-dimensional visualisation, rather than 
medical knowledge, will be the primary skill re
quired. 

Perhaps those non-academic students who 
spend hours at the video parlour are developing 
natural abilities not recognised at school, and in 
time may show that they have acquired a leading
edge skill. 

In ordinary nwnber and word computing, new 
approaches to teaching are needed. In my opinion 
it is the library staff (as information processors) 
that should be developing the generic skills for the 
evaluation, manipulation and processing of infor
mation. 

Today computer hardware and programmes 
are as invisible as ignition systems and gear ratios 
are to driving, where the most important and last
ing skill required to use a car is that taught by the 
geography teacher. A car is only of value when 
you have a destination and are able to devise a 
route to get there. We must deal with computers 
in the same way. 

The design process skills are even now 
thought of as being only relevant to designers but 
they are used in all aspects of life, both work and 
play, from restructuring one's educational admin
istration, to handling the speculative financial 
markets, to planning a holiday. Language is es
sential for society to operate so we teach English 
to all as a tool for everyone, rather than as special
ist training for our future poets and novelists. 
Graphicacy and the design process should simply 
be treated as generic skills necessary for our fu
ture adaptive and innovative society. 

I n the �ast, in social an� work settings sufficient
proficiency could be gamed by osmosis but now, 

if the directions advocated by Tomorrow's Skills

are to be pursued, then a major change of attitude 



towards these skills, and to the students that have 

the appropriate talents, is urgently needed. 

The pressing need for the skills is expressed 

by the commercial and social world in the prolif

eration of all forms of management and self-assur

ance courses which, in essence, when stripped of 

their jargon and mystic, are just specific applica

tions of the base principles of problem-solving and 

decision-making techniques. 

The Ministry of Education is already address

ing the need to teach graphicacy and the design 

process with the latest revision of the technical 

drawing syllabus - the objective-based 'Graphics 

and Design' course which is about to be presented 

for Ministerial approval. This subject bears no re

semblance to the pre-1969 technical drawing sub

ject that many readers will be aware of. 

In those colleges where the syllabus has been 

trialled it is a resounding success with the senior 

students and teachers demanding a seventh form 

Bursary course. With the increase in the numbers 

of students remaining at school, due to social poli

cies and unemployment, this subject will be well 

suited to expand the range of skills offered to cater 

for the more varying abilities and attributes to 

these young adults, as well as putting them in the 

vanguard of 'Education for the Future'. 

The direction for education as advocated in 

Tomorrow's Skills is, to my mind, the way that 

"In secondary schools virtually 

no serious consideration is 

given to preparation for the 

visual world." 

society must accept that education should move so 

as to remain relevant as a first-stage trainer for 

the workforce. The only doubt that I have is that it 

doesn't explore the educational needs for alterna

tive forms of society that are developing in New 

Zealand. 

I also think that the focus on maths and sci

ence for "our new 'high tech' society" is wrong. 

They have had 150 years to bring us to where we 

are now. The future is orientated to information, 

thinking and problem-solving, and in dealing with 

'greys' rather than 'blacks and whites'. Technol

ogy will be but one tool rather than the saviour. 

I believe that education is generally well pre

pared, as a system, to provide the necessary skills. 

The problem perhaps is that society is not aware 

of what is actually happening, and of the potential 

possibilities. For those readers who have not vis

ited a school in the last 10 years I suggest that 

they do so, as I am sure that most will be posi

tively encouraged by what they see. 

I
consider that there are three basic components 

in the provision of education - the students, 

the teachers and the curriculum. The students 

are no problem as they are more capable and re

ceptive than they are often given credit for. Edu

cation needs to ensure that it can identify the true 

abilities of each, rather than attempt to mould the 

individual to fit into an order arranged for the 

convenience of teachers and administrators. 

Apart from ensuring that the new Graphics 

and Design syllabus is treated as a 'serious' sub

ject (as being demanded by the student custom

ers) I think that the approach of the 1988 Draft 

National Curriculum Statement is appropriate to 

the needs of education for the near future. 
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Most of today's decision-makers were edu

cated under content-based syllabi, which is appro

priate for these changing times where adaptabil

ity and flexibility are necessities. The one change 

that is needed is to break down the traditional 

compartmentalisation of subjects at secondary 

school and blur the edges so as to give a more 

holistic approach, as in early childhood and pri

mary education. We also need to ensure that the 

teachers can keep up with the possibilities offered. 

We are all aware from personal experience of 

teachers having varying strengths and weaknesses 

in their abilities. With an objective syllabus the 

quality of the teacher is a much more vital factor 

in the successful delivery of education. It is a sta

tistical fact that 25% of the students are being 

taught by teachers who are less capable than three

quarters of their colleagues, no matter how high 

the overall standard is. To my mind there is a 

need to close the gap of expertise, through giving 

positive assistance in those skills that teachers 

feel they are weak, at the same time as raising the 

overall standards. 

It is in the area of teachers' continuing pro

fessional development that I think attention should 

be focused to ensure that we have the best possi

ble, and most flexible and adaptive, education sys

tem. This may mean that consideration is given to 

assisting teachers to move to alternative careers if 

they feel that they are not fitted to the new ap-

Keith Huntington 

proach. Of the teachers that I have met most are 

enthusiastic for the new way and are eager to 

update their teaching knowledge, and to learn new 

techniques. 

Education is a long-term investment whose 

dividends are not realised until decades later, which 

is quite contrary to today's desire for quick re

turns. 

Keith Huntington is a principal in the firm of Toomath Irvine Huntington Ltd, architects and engineers of 

Wellington, which has a specialist involvement in education buildings, and the use of computers for 

design and drawing. Since 1988 Keith has been the non-educationalist member of the curriculum group 

writing the new Graphics & Design syllabus for secondary schools. He was a member of the Wellington 

East Girls' College Board of Governors for five years. Keith is a member of the New Zealand and 

United Kingdom arbitration institutes and has an interest in positive methods of resolving disputes. He 

has developed a mediation service over the last three years. 
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A curriculum for education 

not assimilation 

"The fact that many Maori were located in the manual or industrial 

areas of the labour market is not an accident." 

T 
he curriculum is a selected framework and 

body of knowledge which is connected to a 

political, economic and social context and 

competing sets of interests and ideologies. Over 

the years since compulsory, public schooling it has 

been packaged into 'subjects' and disciplines which 

generations of New Zealand children have studied 

as if these packages have always been the most 

logical, indeed the most common-sense, ways of 

organising and acquiring knowledge and skills 

about the world around them. 

For Maori children the construction of the 

school curriculum began when Samuel Marsden 

established a seminary for Maori boys in 

Parramatta, New South Wales in 1813. It began 

with ideas about what education was, of what was 

necessary knowledge and of what "natives" had to 

know in order to be saved and civilised. 

Samuel Marsden wanted to teach the "useful 

arts" of civilisation, but one early mission teacher 

found it extremely difficult to "make mechanics 

out of them or teach them the arts". The British 

Colonial Secretary, Lord John Russell, in his in

structions to Hobson wanted education to improve 

"their ultimate advancement in the social arts and 

in the scale of political existence". 

Governor Grey insisted upon a programme 

of religious instruction, industrial training and 

instruction in the English language. Maunsell 

wanted schools to form in pupils a "taste for the 

diet, clothing, comforts, and habits of the Europe

ans". T.B. Strongman wanted to turn boys into 

good farmers and girls into good farmers' wives. A 

Royal Commission investigation of Te Aute School 
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in 1906 deemed a technical education to be far 

more appropriate for training Maori people "to fit 

them for a life among Maoris". 

The Hunn Report on Maori Affairs in 1960 

sought a greater emphasis on tertiary education 

and established the Maori Education Foundation 

to promote that policy. 

T
he struggle over the curriculum for Maori chil

dren has always been a political struggle over 

what the long-term outcomes of education should 

be. It has been linked at various stages to the 

developments of salvation, of civilisation, assimi

lation and modernisation for Maori people. 

It was assumed that in order for Maori peo

ple to be able to contribute to New Zealand's de

velopment as a nation they first had to undergo 

some kind of transformation as a people. This has 

tended to lead towards a development model which 

argues that before Maori people can even take 

part in development they must first be prepared 

as a people or made ready. 

A significant part of the role of schooling was 

to assist in this preparation and any resistance by 

children or parents was interpreted as being an 

example of ill-preparedness, lack of motivation or 

poor attitudes. 

In 1991 this legacy has come horribly un

stuck. Regardless of the various ideologies being 

employed to justify changes in New Zealand's eco

nomic outlook, the reality for Maori people is one 

of severe under-development in a context of re

tracting state resources and commitment. Educa-



tion and schooling is not on its own the panacea 

for all of New Zealand's economic problems. It is 

but one factor which contributes to the conditions 

which make further development possible. School

ing on its own is a complex enterprise and the 

curriculum is just one part of that enterprise. How

ever, the curriculum represents the selection of 

significant knowledge which children are thought 

to require in order that they may critically under

stand and contribute to the worlds in which they 

live. 

Recent charges from several quarters that 

the curriculum of schools in most western nations 

is not delivering the knowledge and skills required 

for today's world is but one indicator of a crisis in 

confidence with public schooling. Criticisms have 

been levelled at falling standards, poor teaching 

and inappropriate content. In New Zealand these 

charges have been directed at Taha Maori, peace 

studies and sex education. 

One solution proposed is for a return to a 

basic curriculum and another for an expansion of 

the curriculum. The struggle over the curriculum 

has been linked by some influential opinions to 

New Zealand's ability to perform with a competi

tive advantage in the world economy. Others wish 

it to be linked more explicitly to the social values 

of our nation. 

It is a struggle which has been highlighted 

by a major review of the curriculum and by other 

reforms in specific school curricula. 

Either way the current curriculum of New 

Zealand schools is being contested at the level of 

specific knowledges and skills, for example the 

selection of one text or the content of one specific 

class lesson. This level of focus has created 'stand

ofl' relationships between various interest groups, 

and an unhelpful context for discussing the wider 

issues and more generic elements of a curriculum 

which can take us into tomorrow's world - so

cially, economically, culturally and politically as a 

developed nation. 

I
n tackling the Tomorrow's Skills project of the 

New Zealand Planning Council, one response is 

simply to scoff and say that the curriculum as it 

stands can meet, and indeed currently meets, the 

demands being made upon it in terms of knowl-
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edge and skill levels. The problem with this ap

proach is that it fails to recognise the degree to 

which the crisis of confidence is contributing to 

continuing doubts about New Zealand's educational 

standards. 

As an educationalist and a parent involved in Kura 

Kaupapa Maori I am more inclined to question the 

curriculum, not just at the levels of 'culture' and 

"The ability of our children to 

function linguistically and 

culturally in two different 

systems gives them an 

advantage.'' 

'language', but also at the levels of 'knowledges' 

and 'skills' which I believe our children need in 

order to live as Maori in tomorrow's world. 

I see no contradiction in seeking a place for 

Maori in the twenty-first century. I see no contra

diction in desiring a curriculum which is based 

upon our views of the world. 

Our ancestors were explorers of new worlds, 

they knew the stars, the seas and the bush, they 

engaged in trade and commerce, they had an in

ternational perspective which enabled them to 

adapt to new technologies and new knowledge. 

They had levels of communication skills, particu

larly in oracy, that enabled them to seek to com

municate with people who were not Maori. 

The generic skills outlined in the Tomorrow's 

Skills project were part and parcel of an earlier, 

less formal Maori curriculum. These skills ena

bled a remarkable ability to adapt and pose solu

tions both conservative and radical for the prob

lems presented by colonisation. 

I want the curriculum in Kura Kaupapa Maori 

to be one means through which our children can 

look again to the stars, can look again to the wider 

world around them, can seek new knowledges and 

skills beyond Te Moana Nui A Kiwa (The Great 

Ocean Of Kiwa). 

In order to do this I believe that they have to 

be assured that they are indeed part of the world 

and not marginalised spectators to the develop

ment of others. They also have to be educated 

rather than assimilated and the curriculum at the 

overt and hidden level has to reflect that new em

phasis. 

The days of getting rid of 'Maori-ness', how

ever that was defined, are long gone. Maori knowl

edge, language and culture are part of a wider 

Pacific and Asian system. 

The ability of our children to function lin

guistically and culturally in two different systems 

gives them an advantage when it comes to unlock

ing further systems of language and knowledge. 

International schooling at late primary and sec

ondary level is a possibility to assist that process. 

Thinking skills underpin all knowledge and 

all skills. Teaching children to think requires a 

curriculum which actually allows children to think 

for themselves about things which are worth think

ing about. 

It is a curriculum which is often scary for 

parents and the community because it carries the 

risk that children will think things that do not 

conform to the way adults think. It is a curricu

lum which does not prescribe too closely that chil

dren should think. It is a curriculum which ena

bles children to think differently, to be innovative, 

to solve problems, to reflect on their actions, to 

change their thinking. 

That kind of curriculum requires a sound 

kaupapa or philosophy of education and skilled 

and innovative teaching. 

My response to the Tomorrow's Skills project 

Linda Tuhiwai Smith 

has been to analyse what it means for Maori chil

dren. Clearly New Zealand's economy has changed 

in ways which have left disproportionate numbers 

of Maori without employment. 

I do not accept that this means that they are 

necessarily unskilled or unemployable in the fu

ture. The fact that many Maori were located in 

the manual or industrial areas of the labour mar

ket is not an accident, they were educated into 

that sector and they can be educated out of it. 

This requires a positive approach and a school

ing system which is more open about the possibili

ties which abound in the world. It also requires 

children to be successful, to feel successful and to 

believe that they are successful. 

All children need to be educated into tertiary 

education as if that is the natural path towards 

adulthood. They need to develop their creative skills 

and their sense of fun and wonderment alongside 

their literacy and numeracy skills. They need to 

balance the skills of cooperation with those of com

petition. 

Finally they need to live in a society which 

actua1ly deserves children, which values them and 

the care and education they receive, which actu

ally wants them to live full and productive lives, 

which wants them to be healthy and which wants 

them to think, to be innovative, to be knowing and 

to be highly skilled. 

It will also be a society which wants to em

ploy all its citizens in the tasks of development in 

productive, meaningful and rewarding ways. 

Linda Smith (nee Mead) is of Ngati Awa (Te Teko) and Ngati Porou (Ruatoria) descent. She has been 

heavily involved in the establishment of Kura Kaupapa Maori in Auckland. Linda was educated at 

Minginui, Waimarama and Whatawhata primary schools and at Waikato Diocesan, Carbondale High in 

the USA and at Auckland Girls' Grammar School. After graduating from the University of Auckland, 

Linda trained as a primary school teacher. After completing an MA (Hons) in education in 1987, she 

worked as a researcher on asthma management before being appointed to a joint position of senior 

lecturer in education at Auckland University. Linda is studying for a Ph.D. in education. 
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Education today: bandwagon, 

bandaid or beacon? 

"We need to harness our pioneering fencing wire talent to become 

an inventive and independent nation of learners." 

'' I work in a pulp and paper mill. It's fully automated now, and I'm only just beginning to see how

much that has changed things for everyone. For guys like me who used to be out on the plant floor, 

walking round the vats, checking gauges, acting really fast and instinctively when we sensed that 

something was wrong, the main differences are obvious. We now work in a sealed, air-conditioned 

fume-free room that overlooks the plant but, actually, what we look at is the computer screens. You're 

constantly monitoring the information about temperature, pressure, quantity and stuff. You've really got 

to understand all the processes, all the chemicals and what happens to the stuff at each stage in your 

head, because when things go wrong you can't just rush out and turn off a tap. You've got to know 

what information to look for, what screen to call up and how to shut down or alter the process by giving 

information or commands to the computer. I like it; it fascinates me, but some of the guys who were 

really respected when we were out on the floor just can't handle it. They freak out completely. But I 

think the biggest change has been for the managers. It really gets up their noses that we not only know 

what we are doing, but we can explain it more clearly than they can and we can often anticipate prob

lems when they demand changes. Some of them just haven't got a clue but they still like us to think 

that they're a/I-powerful and a/I-knowing. It's a farce, but I just shut up most of the time because I need 

the job and I'd rather do my job than make their policy and financial decisions ... H' 

I 
t's common knowledge that education in New 

Zealand has gone down the gurgler. No one can 

spell anymore. No one teaches essentials like 

grammar and punctuation, general knowledge and 

discipline. In fact, no one can teach anymore. 

Teachers are themselves marginally literate. 

Everyone seems to know someone who knows a 

teacher who can't speak 'proper' English, who only 

works 9-3 and has 12 weeks holiday a year, just 

like everyone has a horror story about someone 

else's child's experience at x, y or z school. 
Our own children, of course, have been 'lucky',

with some good, some excellent teachers, and a
richer and more challenging variety of learning
experiences at school than we had in the 30s 40s

' ' 
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50s or 60s? Fact, fiction or public myth? 

We try to drive forwards by looking in 

the rearview mirror 

I
t is one of life's perennial ironies that we hold 

education at least partly responsible for many of 

the social ills that beset our time, without consid

ering that the architects and builders of New Zea

land society as it is now went to school 10, 20 or 30 

years ago. If schooling was so crash hot then, why 

is New Zealand the way it is today? Why is the 

New Zealand workforce aged 30-60 not respond

ing more imaginatively to the challenges and op

portunities of the 1990s? If teaching is such a well

paid and cushy part-time job, why aren't we all 



fighting to be in there making education exactly 

what we know it should be for our children? 

of success for all on the Auckland Metro School 

Leaving test of general knowledge and spelling?2 

No, I certainly am not. I think that education must 

change, and change fast to reflect a society that is 

changing fast. 

�2 
]Jl<.JV/NC. roRUAI</)<; 13'1 WOKIN(f IN THc RE�Rlllcvv Mll?.l?O� ? 

We bash teachers: a new international 

olympic sport? T eacher bashing is so widespread and boring 

that, when asked, I say I work at the Auck

land College of Education. If asked what I do there, 

I say I'm a graphic designer (true). Asked to elabo

rate, I say I design courses and curricula. 'Really,' 

they say, 'how interesting', and I can go on to talk 

about my lifelong fascination with reading, learn

ing and information; how anyone at any age can 

learn to learn better if they are taught to see the 

processes in terms of stages and skills so that they 

can teach themselves to learn, much as people 

teach themselves to drive with an 'expert' driver 

and 'confidence giver' beside them. Fine, great. 

However, if I say I'm a teacher (also true) I 

get regaled with a homily on falling standards, 

back to basics, lazy teachers, long holidays, reme

dial grammar and spelling at university, and a 

nostalgic reminiscence of'real education', i.e. when 

they went to school and 'got' discipline, grammar, 

spelling and team spirit - the curriculum cock

tail that has made New Zealand the society it is 

today? 

We proffer bandwagons or bandaids So, am I saying that education is fine, teachers 

are fine; just leave us alone and we'll produce 

exactly what New Zealand needs to drag our 

economy out of the mire, to stop our national dedi

cation to bashing, drunken driving, negativity and 

she'll be right mediocrity, to ensure equity by way 
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But at the same time as saying that, I'm aware 

of the dual danger of bandwagons and bandaids, 

and deeply grateful for the well-documented in

herent conservatism and resistance to change of 

teachers and schools. By bandwagons I mean sim

plistic, instant, paper-based solutions to problems 

that are not precisely or accurately defined or docu

mented, but both reflect and feed public myths. 

An example would be the idea that if you give 

people vouchers, 'market forces' will ensure qual

ity education for all. These 'market forces' will 

eliminate both inefficient schools and ineffective 

teachers, allowing educational 'outputs' to be as

sessed to national normative academic standards, 

and at the same time to respond flexibly to market 

needs as perceived by employers. 

By bandaids I mean the equally simplistic 

view of education as some sort of social medication 

- 10 years in a child's life when we can address

and redress all the social ills we have created.

While I have no difficulty with the idea of 

education as a 'social semiotic', both reflecting and 

shaping society, I think that much of the tension

today is between bandwagons and bandaids. I see 

it as an energy- and time-absorbing, counter-pro

ductive juggling of the contradictory forces of so

cial engineering and social control. 

On the one hand the bandaiders want educa

tion to engineer a society which is egalitarian, demo

cratic and equitable. Education is one way of elimi

nating the inequities and iniquities in society -

racism, sexism, classism, ageism, war, unemploy-

ment, environmental destruction, drunk driving, 

etc. On the other hand, the bandwagonners cla

mour for 'back to basics', discipline, standards, and 

'real' exams that normalise society into its 'natu

ral order' of 50% sheep and 50% goats: sheep to be 

employed and goats to be taught (in school, natu

rally, along with the 'basics') how to use enforced 

leisure of unemployment to socially constructive 

ends (Leisure Studies?)! 

Is there anything new about this paradox of 

social engineering and control? Doesn't it repre

sent one of the pervasive discourses (to use the 

jargon) which results in a healthy tension and 

moderation in our education system? 

"We need to look closely at 

curriculum change.'' 

We educate to change or for change? 

I t is fashionable to say that the more things change, 

the more they stay the same. Truisms are true, 

but only to an extent. Look at the war in the Gulf. 

You can say it's evolution, not change, but it is 

true that the type of war being waged is different, 

even from Korea or Vietnam. It's a war waged 

with information, misinformation and 

disinformation, not just in terms of missiles with 

computers and lasers programmed to hit precise 

targets, but also in how we know and understand 

the war and its causes and contexts. 

We've become attuned to the all-pervasive 

truisms, cliches, symbols and signifiers of infor

mation (the hackneyed information age, society, 

revolution, technology, etc.), as we have to the 

media-promulgated images of the violence of war. 

Even if we are not desensitised to war or informa

tion, few of us now have the clear perspective of C. 

E. Beeby in 1970.3 

"Modern prophets tell us that, in some sub

jects, knowledge is doubling every 10 years. 

Whether or not this is literally true I do not 

know - it is certainly true of wisdom, but there 

is some justification for the view, now com

monly expressed, that new ways of teaching, 

learning and understanding must be found if 

the new generation is not to be intellectually 

smothered beneath a mountain of facts." 
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We look for new ways of teaching, learn

ing and understanding? T oday's schools are, willy-nilly, part of this in

formation society and we could do worse than 

think seriously about Beeby's invitation to find 

'new ways of teaching, learning and understand

ing'. What have we actually done in the 20 inter

vening years? We've done superb things by way of 

teaching reading and developing outstandingly well 

written, illustrated and produced materials to sup

port our world-renowned reading programmes and 

innovations. We've innovated in many areas -

the Learning in Science projects, Beginning School 

Maths, in linking reading and writing across the 

curriculum, in transition education programmes. 

All of them reflect, to some extent, 'new ways of 

teaching, learning and understanding'. But de

spite the quality of our teaching and teachers, no 

one - teachers, the 'liberal left' (for example, the 

Curriculum Review4 or Royal Commission on So

cial Policy>), the market-driven 'new right' (for ex

ample, Treasury's analysis of education6) - ap

pears satisfied with the education system as it 

was before the 1989/1990 changes, or as it is now. 

A Jot has changed in New Zealand education. 

Much has been said about the changes being largely 

administrative, but no area of education is dis

crete. We need to look closely at curriculum change. 

Curriculum, after all, embraces 'ways of teaching, 

learning and understanding'? 

We mix a mean curriculum cocktail for 

today's school 

I n 1982 the Post Primary Teachers' Association 

Curriculum Advisory Committee, discussing 'A 

Curriculum Future', stated "The Committee be

lieves that the present core is inadequate to meet 

the needs of pupils in a rapidly changing world" 

and suggested that "the core should be defined in 

terms of the following categories: Creative and ex

pressive skills, cultural awareness, functional skills, 

logical and symbolic relationships, personal and 

social skills, scientific skills and environmental 

awareness."1 

In 1988 the Department of Education divided 

curriculum into culture and heritage, language, 

mathematics, creative and aesthetic development, 

practical abilities, living in society, science, tech-



nology and the environment, health and well-be

ing. 8 

As the Goons ·would have it, strike a dark 

light! 

The 1987 Curriculum Review depicts curricu

lum as 'all the activities, events and experiences 

that take place in the school learning programme' 

(p.6).' 

It can be presented even more simply: 

Curriculum is 

WHAT is taught and learned ) a learner-

HOW it is taught and learned, and ) based model 

WHY it is taught and learned ) of curricu-

lum 

If you take away the HOW and WHY you have the 

syllabus - the narrow content prescription for 

what is taught. Curriculum provides the context, 

processes and reasons for learning. 

Until we (I mean all of us, not just teachers) 

look at curriculum in terms of WHAT and HOW 

and WHY people learn, I think we'll go on expect

ing more and more of education, and perceiving 

that we are getting less and less. In recent years 

I've compiled a list (from newspapers and radio) of 

what people say schools should teach. It includes: 

Animals -endangered, and caring for pets; 

safety - home, road, water, harassment, sexual 

abuse; homemaking - budgeting, looking after 

babies, cot death, recycling, 'green' cooking, diet 

and gardening, plumbing, painting and home main-
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tenance;politics -about democracy, political par

ties, using your vote; self- and species preserva

tion and development -financial directions, avoid

ing 'sharks', mortgages, retirement (yes!), bank 

accounts, health, ergonomics, jogging dangers, 

decision-making, drugs, pollution, environmental 

and ecological crises, stress management, commu

nications, body language, self-motivation, etc., etc. 

This is not diminishing the importance of any 

of these items or issues, but to illustrate the prob

lems of bandaiding -using school curriculum as 

a grab bag of opportunities to address social prob

lems. How do you 'do' all the above, plus the 3 Rs, 

sport, and computers and ... and ... and ... that eve

ryone deems necessary? It's precisely because it is 

so hard that we (teachers, politicians, parents) of

ten seem to seize any 'solution' -bandaid or band

wagon -that appears to be a beacon in this murky 

muddle. 

We need to get back to BeebyS imply, I think we need to focus on educating

children for the society they will inherit from 

us. Call it outcomes, outputs, technocratic, if you 

like, labels. It's easy to confuse the issue with Ian-

guage, but surely we already know enough about 

what the future will be to see how we can adapt 

what we already do. 

We need to question the flatulent promulgations 

of theorists who seem to say that no progress can 

be made in education until society itself is changed 

(by revolution). I wish that these people who talk 

so much about the hegemonic structures that op

press us would tackle New Zealand's privet prob

lem! 

Some now recognise that the peasants don't want 

to revolt as much as they, the academics, feel that 

we should want to revolt, but they still get all coy 

and cringy when anyone mentions educational 

outcomes- technocratic and redolent of market

place language and thinking? 

After years of reading, at last I've found a 

theorist, Shoshana Zuboff, whose book In the age 

of the smart machine: the future of work and power, 

has become my new Beacon Reader, the focus of 

much of my thinking, reading and writing!9 

Why is Zuboff so important to the future of 

education in New Zealand? The scenario at the 

beginning of this paper was not 'brave new still to 

be experienced world' stuff. It was a narrative de

rived from the facts of Zuboff's massive 10-year 

study of "the practical problems that would have 

to be confronted in order to manage the new com

puterised workplace in ways that would fulfil the 

lofty promise of a knowledge-based society and to 

generate knowledge that would be instructive to 
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those charged with that managerial responsibil

ity" (p.xiv). 

What she documents is exactly what Beeby 

signalled in 1970 (see p.3). Workers are develop-

ing new ways of understanding in order to cope 

with the mountain of data that is the reality of 

survival in an information or knowledge-based so

ciety. 

We need new ways of understanding ... 

I t's impossible to do justice in one paragraph to 

the dense concepts and experiences of nearly 

500 pages. To read the book you really have to 

expand your ways of understanding. 

At the risk of being simplistic, I think what she is 

saying is that the nature of work has already 

changed. Any automated operation (pulp mill, bank, 

insurance office) has experienced profound struc

tural and managerial change. At the heart of this 

change is the nature of work and the worker's 

response. 

Previously, much of our work was learned 

with mind and body. For example, a skilled me

chanic knows, by touching, by listening, looking, 

'instinctively' what is wrong with a machine; this 

knowledge being built up over years ofpsychomotor 

tinkering, listening, feeling, thinking, experiment

ing. 

The physical reality of the machine and its 

processes is very much part of this knowledge, 

which is internalised-real, accessible and useful 

but not necessarily able to be articulated. In the 

totally automated workplace this body/brain know

ing becomes replaced by a totally intellectualised 

process of seeing in the head, being able to make 



decisions based on an intellectual abstraction and 

visualisation of the machines and their processes 

through a VDU screen. 

In other words, what is needed is not just an 

understanding of the process itself, but of the ab

stracted 'textualised' account of the process which 

is electronically stored and manipulated at an in

tellectual level to control that process. It places 

head, hands and heart in a different relationship 

to each other. And it means that ultimately the 

uNo-one appears satisfied with 

the education system as it was 

before the 1989/1990 changes, 

or as it is now." 

organisational power base shifts. 

To be effective, a worker must have the holis

tic, intellectualised understanding of the whole 

process that was previously the preserve, preroga

tive and power of the management hierarchy. 

While we maunder on about hegemony and 

lacunas, I wonder that we haven't realised that 

the revolution has begun. The 'information revo

lution' is not a cliche. It's the most profoundly 

anarchic shakeup of the existing power base in 

our societies (socialist and capitalist). The few who 

have conceptualised the impact of the information 

revolution on the social order, like Toffier, Stonier, 

Jones, Naisbitt, have ironically been labelled fu

turists rather than sociologists. But it is happen

ing to society now, as Zuboff demonstrates. 

She makes one aspect of this revolution trans

parent by documenting it with scholarly precision 

(she is a professor at Harvard, and more academi

cally respectable you can't get!). Two of her con

cepts have particular significance for education in 

New Zealand today: 

• her concept of intelligent technologies rather

than information technology

• her concept of informating (abstracting and in

tellectualising experience to make it accessible to

reflection, leading to new conceptions about work

and power). 

It is tempting not to read her tough book! 

Instant education recipes based on accounts of her 

work would be so much easier! But we simply 

can't afford to ignore the challenge in her book. I 

see it as a challenge to prepare teachers and stu

dents for (possible but not guaranteed) work in an 

environment where success as worker and man

ager depends on the degree to which people con

ceive themselves as learners and information us

ers, actively using, manipulating and interpreting 

highly abstracted and intellectualised clues, sig

nals and signifiers. 

I see it as perfectly congruent with Beeby's 

1970 'new ways of teaching, learning and under

standing', the how, why and what of curriculum. 

'Owning', intellectualising and developing respon

sibility for whole processes is not new or unique. 

You can argue that it's already being done at 

Nissan, and in other workplaces as conscious em

ployment and production policies. But is it being 

done consciously in our schools in response to cur

riculum policies? A lot is being done consciously 

and unconsciously by sensitive and inte11igent prin

cipals and teachers, but we need policies and train

ing at all levels: 

• We need a national information curriculum

policy - I don't mean computers in education. I

mean 'informating' policy a la Zuboff!
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• We need different teacher training, emphasis

ing learning, learners, information and informa

tion skills.

• We need 'inform a ting' courses for principals

and teachers - no I don't mean courses in infor

mation systems, computers and resource manage

ment. I mean that we all need to learn concepts of

information and apply them to education.

'Informating', I'm convinced, can be 'caught' by

some, but it can also be taught and learned by all.

• We need to discuss 'informating' with parents,

managers, industry, employers, politicians, bureau

crats.

• We need to introduce students at all ages and

levels to 'inf ormating' concepts and strategies. 

W
ith the audacity of a graphic artist, a blank 

sheet of paper and the artist's mandate to 

keep it simple, to design the product with the au

dience in mind, and to treat design as communica

tion, not the opportunity for technical virtuosity, 

what would a 'Zuboffian curriculum' look like? 

WHY? 

The outcome will be people who can cope with 

employment or unemployment in an information

intensive age because they can make conscious 

and effective use of information. They are people 

who can read, think, learn, reason, communicate 

and manipulate numbers. They can organise, proc

ess and interpret large amounts of information at 

an abstract level, i.e. they can see themselves as 

learners, consciously and intuitively applying in

formation skills to shape and make sense of the 

undifferentiated stream of data that is rapidly be

coming the reality of all of life, not just work. 

Brave words, but HOW? 

HOW? 

Learning to learn is an active process of think

ing about what you are doing while you are learn

ing. 

The 'Zuboffian curriculum' will focus on learn

ing to learn, learning to use information. Learners 

know that it is their responsibility to use their 10 

years of schooling to learn the six key skills - to 

read, to write, to think, to use numbers, to man

age, to communicate (interpret, articulate, explain). 

Teachers provide: 

• contexts from different fields of knowledge be

cause each requires different strategies for apply

ing the core skills

• specific tutoring in, monitoring and co-evalua

tion of, the clusters and complexes ofrelated skills,

strategies and stages that comprise each of these

six major information skill areas.

WHAT? 

The content will be narrative - the story of 

the world and its people, its mathematical and 
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scientific systems, its languages and structures 

(environmental, geophysical, political, sociological, 

etc.), its past present and possible futures. The 

story will be 'true' and imagined; oral story, peo

ple, books, documents, records, every conceivable 

way of recording human experience as :;;a-called 

fact and fiction. There will be no 'subjects', only 

our immensely rich and detailed narrative legacy 

in various areas of knowledge, because it is story 

that distinguishes us from animals, fuels our im

agination by setting our experience in social and 

historic contexts. We are our text. 

I see teachers as expert learners, helping stu

dents to diagnose their own learning strengths, 

and suggesting skills and strategies for them to 

try. 

I see teachers as working with students to 

create externalised texts from the text of shared 

human experience. 

I see many teachers as well equipped to do 

this. I see many classrooms where it is already 

being done. I don't see it as something radically 

different from what many do already - more of a 

different focus and emphasis. I see teachers focus-

uThe information revolution is 

the most profoundly anarchic 

shakeup of the existing power 

base in our societies." 

ing more consciously on themselves as learners, 

learning to articulate the learning processes, skills 

and strategies that their students need. I see teach

ers learning how to intellectualise abstract proc

esses so that they can guide students in learning 

to do the same. 

I see many teachers who are already commit

ted to the self-reflective learning/teaching experi

ential curriculum model outlined above. But I don't 

see many teachers who can relate what they and 

their students do to the inescapable realities of the 

INFORMATION age. Not true? OK, so why have 

we taught computer awareness, not information 



awareness; why do we talk aboutinformation tech

nology and 'computers in education' as synonyms? 

Obviously, because it's easier to teach people to 

use machines than to employ the highly abstracted 

and intellectualised processes that ultimately con

trol the tools of information. 

Zuboff says: 

"The informated organisation is a learning 

institution, and one of its principal purposes is 

the expansion of knowledge- not knowledge 

for its own sake (as in academic pursuit), but 

knowledge that comes to reside at the core of 

what it means to be productive. Learning is no 

longer a separate activity that occurs either 

before one enters the workplace or in the re

mote classroom settings. Nor is it an activity 

preserved for a managerial group. The behav

iours that define learning and the behaviours 

that define being productive are one and the 

same. Learning is not something that requires 

time out from being engaged in productive ac

tivity; learning is the heart of productive ac

tivity. To put it simply, learning is the new 

form of labour." (p.395) 

Anyone who insists that school should pur

sue knowledge for its own sake and that trying to 

equip kids for the future is technocratic is living in 

cloud cuckoo land. Of course we need to equip kids 

to inherit a New Zealand society very different 

from its colonial past. 

This could be seen as intimidating for a na

tion of No. 8 Fencing Wire Make-Doers who tradi-

"I think we,// go on expecting 

more and more of education, 

and perceiving that we are 

getting less and less." 

tionally respect action more than theory, sports

men (I mean men!) more than scholars. It will 

intimidate many, but why don't the rest of us do 

what we're good at and give it a go? What have we 

got to lose? More importantly, what have we got to 

gain or regain in terms of economic viability and 

national pride? 

We need to harness our pioneering fencing 

wire talent to becoming an inventive and inde

pendent nation of learners in the middle of an 

information revolution which will demolish the 

old social order and power structure. 

We currently have 250 teachers enrolled na

tionally for Infolink the first unit in the three-year 

part-time Information Studies and Teacher-Librar

ianship programme, a national distance education 

course coordinated by Auckland College of Educa

tion and delivered through all six teachers' col

leges, tutored by trained teacher-librarians (full

time school information specialists). 
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The focus of Infolink is this 'informating proc

ess'; getting teachers familiar with information 

skills and processes so that they can ensure that 

all students learn to learn, i.e. self-reflective infor

mation-based teaching and learning. That 250 

teachers are prepared to pay to attend a really 

demanding 2.5 hours weekly workshop at the end 

of a teaching day, plus do the 2.5 hours of work 

required with their students and five hours of 

weekly independent reading and analysis, says a 

lot about teachers' perception of what is needed. 

S
o what's the problem? The problem is that

this is a three-year Ministry policy and un

less we get a permanent course there's little point 

in enrolling more teachers in Year 1 next year. 

In addition, the jobs of the specialist teachers 

who are currently tutoring (in their own time) are 

due to be phased out in 1993. No tutors, no pro

gramme! 

The suspension of our first specialist teacher 

training programme in 1988 after three successful 

years was demoralising. After the publication of 

National Council for Educational Research docu

menting the success of the first scheme and the 

value of the role of this specialist in developing 

effective learners, the demolition of the second will 

be unbelievably shortsighted given the value re

lated to the savings (some course funding, 16 teach

ers' and two lecturers' salaries). 

The final word belongs to Herbert Dordick: 

"To understand New Zealand's entry into 

the information society, how the information 

technologies have been and are being diffused 

and with what impact, we need to appreciate 

the economic and social changes taking place 

in New Zealand."10 

Education, whether we like it or not, is part 

of the economic and social changes taking place in 

New Zealand. These changes are, at least in part, 

causing and caused by an information revolution. 

When it comes to revolution, I'd rather do than 

have it done to me. How about you? 
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Arthur William Edgar O'Shaugnessey 
1844-1881 

We are the music-makers, 

And we are the dreamers of dreams, 

Wandering by lone sea-breakers, 

And sitting by desolate streams; 

World-losers and world-forsakers, 

On whom the pale moon gleams: 

Yet we are the movers and shakers 

Of the world for ever, it seems. 

With wonderful deathless ditties 

We build up the world's great cities, 

And out of a fabulous story 

We fashion an empire's glory: 

One man with a dream, at pleasure, 

Shall go forth and conquer a crown; 

And three with a new song's measure 

Can trample an empire down. 

We, in the ages lying 

In the buried past of the earth, 

Build Nineveh with our sighing, 

And Babel itself with our mirth; 

And o'erthrew them with prophesying 

To the old of the new world's worth; 

For each age is a dream that is dying, 

Or one that is coming to birth. 

Oxford Book of Victorian Verse 
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Movers and shakers in 1991 

"The major educational enterprise of our time is not happening 

in the classrooms, in the universities, our factories, 

but in the home, in front of the television set." 

I 
grew up loving stories. One of the stories that 

held a special place in my childhood years was 

that of King Arthur and the Knights of the 

Round Table. The knights and fair ladies were my 

heroes and heroines: I was captivated by their 

adventures. On reflection this narrative contains 

all the essential ingredients of any great story: 

love, passion, betrayal, mystery, bravery. Other 

cultures also have stories that touch on these great 

themes. These stories have and will continue to 

fascinate and enthral their children. 

There was something special about the story 

of King Arthur that particularly held me: the quest 

for the Holy Grail. I doubt that I understood the 

theological and historical implications of this quest 

but something of this quest, this journey forward, 

of its purity, touched my heart and held me en

thralled. 

I think this quest is an intentionally elusive 

sort of story. It's full of symbols, it's full of smaller 

stories which lend themselves to interpretation, to 

reflection and application in different settings at 

different times. People did things outside their 

everyday reality. Some mysterious sources of faith 

took them on a journey of unknownness. 

Today in 1991 my heroes and heroines are 

not those knights and fair ladies. Some of their 

names will be familiar to you: Peter Greenaway, 

David Lynch, Bart Simpson, Jane Campion, War

ren Viscoe and Madonna. Some of them are my 

friends: Trisha Morgan, Nicky Hager. Another, 

Nancy Grant, is remarkably kind and caring with 

older people in the community where I live. One of 

them is my husband. My heroes and heroines in-
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elude film-makers, fashion designers, a peace cam

paigner, a preacher. These people have been my 

teachers, the sources of wisdom, inspiration and 

vision. 

It is our preachers, novelists, poets, drama

tists, film-makers and the like, purveyors of fic

tion, ambiguous people, deceivers, who play a guid

ing and representative role in our culture. From 

time immemorial these people have been our teach

ers because their words, their visions, have touched 

our hearts. 

You as readers will have your own heroes 

and heroines and your stories emerging from your 

cultures. These stories, these people, will have in

spired you in your journeys of unknownness. 

I am no longer a child. I still attach immense 

importance to the stories and narratives of our 

times but I now understand that we have the free

dom to choose which narratives we will listen to, 

reflecting the values we believe are important. It 

is on this basis that I am responding to the Tomor

row's Skills document. 

W
e can only talk about tomorrow's skills from 

the point of the values, beliefs and attitudes 

we hold in today's world. It is not an easy task. 

One commentator aptly summed up the 

realtionship as: 

"Fortunately or unfortunately, in order to 

think, pray, or love one must at least be 

alive. In order to be alive one must eat. In

order to eat, one (or at least some) must 

work. But to discover the relation between 



the way we work and eat, and the way we 

think, pray and love is not so simple."1 

The quality of life is something that only has 

meaning in the present. If our orientation is al

ways towards the fulfilment of some future goal, 

there's a danger we will cloud out, forget or ignore 

the promise of today. The values and ideals we 

uphold and live for now will ordain what the fu

ture will be like. Think about Marshall McLuhan's 

words: "The future of the future is the present." 

Here in New Zealand, what narratives, which 

heroes and heroines, will speak to us, guide us in 

our choices? Will it be the narratives of progress, 

globalisation, market economies? Will it be the 

"Education must not only 

teach us to love life but also 

open our eyes to the social 

misery of the world and teach 

us to understand it better 

and transform it. H 

men and women prominent in our business com

munity? Will it be the men and women leading 

our new SOE organisations? Will we choose these 

narratives, these people to speak about the way 

forward? 

The commitment to fulfilling future market 

needs takes little account of the values and qual

ity of life which provide for human fulfilment: for 

example, we might be told there is going to be a 

huge shortage of information systems personnel 

and that we should be training people to fill this 

perceived shortage. 

Such a strategy takes no account of the fact 

that, even though such people may earn more 

money working at such a job, we may actually be

producing very unhappy information systems peo

ple with all the attendant attitudes and behaviour 

of unhappy people. Even though we may have a 

good job and be earning lots of money we may still 

be depressed, lonely, unfulfilled people. 

We may automatically assume that a 

wealthier society is an intrinsically better society. 
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Yet when we see the wealthier societies in our 

world as measured by such narrow concepts as 

GDP - Japan, West Germany, some of the oil

rich nations in the Middle East for instance - we 

have to ask in what sense do their societies repre

sent better values, more opportunities for human 

fulfilment and happiness? Are we also to assume 

that the people of these societies are better lovers, 

friends, care for their poor, their sick and maimed, 

hold in high regard their wisdom teachers? 

We must be suspicious of any ideology which 

seeks to fully describe or evaluate the possibilities 

and direction for human learning and education. 

Both the liberal philosophies of the past and the 

supply-and-demand philosophies of the market

place implicitly prioritise particular human val

ues. Nonetheless we must begin from some start

ing point as we seek to develop a system of educa

tion for our people. This starting point requires 

from us all, courage and vision. 

In many ways we are seeing now the break

down of the liberalist, materialist dream: we are 

seeing that advancements in technology and 

progress do not necessarily benefit everybody and 

even those they do benefit in some material way, 

are not necessarily what we would call fulfilled 

human beings. 

0 ur review of the education system comes at a 

unique time. As we witness 'the death of com

munism' in Eastern Europe, we see also the col

lapse of a particular political ideology that sought 

to address men's and women's material and physi

cal needs but not those of the spirit. We know, too, 

that the gap between the rich and poor nations 

has widened dramatically over the last decade. 

Here in New Zealand the excesses of the 1980s, 

1970s and 1960s must now be reckoned with. 

Which way are we going to go, what assump

tions are we going to base our choices on? What 

heroes and heroines are we dealing with here? 

Who holds the power? Whose stories do we hear? 

What stories are you going to choose to listen to? 

What is the moral way to use authority, privilege, 

wealth? Who do our actions and beliefs say we are 

serving? 

Education in its best sense must be concerned 

with issues of life and death, especially the cir-

cumstances that dictate who lives and who dies, 

who has access to resources, who does not. Educa

tion must not only teach us to love life but also 

open our eyes to the social misery of the world and 

teach us to understand it better and transform it. 

Here in New Zealand we know that in the 

economic reforms, in the exposure to global corn-

"Television as a medium makes 

possible the re-creation of the 

idea of school in our times. H 

petition, there have been winners and losers. For 

a brief time in our history it was promulgated that 

everyone could be a winner in the emerging, mar

ket-led society. If you thought the right thoughts, 

adopted the market place jargon, networked and 

compulsively consumed you were 'successful'. If 

you were unfortunate enough to be a loser - to be 

young, to be a solo mother or unskilled then it was 

your own fault. 

In some quarters these views still have a cur

rency. I do not doubt that the 1990s will see a 

questioning of these attitudes, a questioning of 

the concentration of the country's wealth and as

sets amongst older New Zealanders, a questioning 

and growing outrage that this has occurred at the 

expense of the investment in our young people, 

our children and in the institutions that serve them. 

It is time that those in positions of power and 

privilege within our society, within our communi

ties, reassess their beliefs, their values and their 

hopes for the world their children and grandchil

dren will inherit. Ironically, Leonard Stern, one of 

America's immeasurably wealthy captains of in

dustry, spoke out pointedly to America's wealthy 

citizens on this same issue: 

"If you want to keep your life-style, and 

you want to keep your fortunes and you want 

to keep the promise of this country for your 

children, we cannot continue on a course 

where the top level becomes ever wealthier 

and the bottom level becomes even poorer. 

And for those who make catchall statements 

like 'land of opportunity', 'free enterprise', 
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'personal incentives', 'my father came here 

penniless' - these throwaway lines are in

appropriate now. They don't recognise the 

problem. The problem is that we are grow

ing a generation of children who lack that 

opportunity, who lack decent education and 

proper food ... Unless we can address at great 

expense an effective programme for the un

derdog, this system will not continue. As it 

is, you have a growing contingent of the 

population that are not only convinced but 

right that the system doesn't work for them. 

And if the system doesn't work it gets 

changed." 

I
n times of adversity other cultures, other socie

ties across the ages, have reassessed their pri

orities, reformulated their visions. In the past our 

inherited seats of cultural knowledge - our schools, 

our universities, our churches, our temples -

would have been the forums in which these issues 

were debated. 

The greatest obstacle of all to the dialogic, 

multicultural classroom or forum which confronts 

even the most radical and committed teacher or 

visionary, is finding a common language in which 

to address us. It is to the medium of television that 

we must turn. The major educational enterprise 

of our time is not happening in the classrooms, in 

the universities, our factories, but in the home, in 

front of the television set- not under the jurisdic

tion of school administrators and teachers but of 

television executives. 

Many educators are deeply concerned about 

the change-over to a culture based on the elec

tronic media. There are many thoughtful papers 

and books pointing to the disturbing aspects of a 

television society. I do not intend to sing the praises 

of a television-based culture. It would be foolhardy 

on my part and inconclusive. Television cultures 

have no more monopoly on morality than do print

based cultures. What can be stated is that televi

sion is here, it's accessible to everyone and it's 

continuous - it doesn't take breaks for holidays. 

It already transmits, explicitly or implicitly, forma

tive social messages about role models, values and 

attitudes for societies. 

Television as a medium makes possible the 



re-creation of the idea of school in our times. Those 

that own and manage television companies have 

not conspired to usurp the role of teachers, nor do 

they necessarily want this responsibility. Televi

sion in the institutional form as we know it has 

developed out of a complex of interacting cultural, 

political and economic forces.I do not envisage that 

schools, universities, training centres will be ren

dered obsolete. All of them can and do play essen

tial constructive roles. 

There are, however, some lessons that our 

educators can learn from the television world. The 

television world is vitally concerned with its audi

ences as 'consumers' of its products. Television 

exists and is sustained by the support and partici

pation of its audience. While education tends to be 

associated with a temporal, spatial and institu

tional structure, television constantly has to evalu

ate its appeal to audiences. 

A few generalisations which are supported 

by research evidence indicate that television doesn't 

do things to its audience, rather 'consumers do 

things with television'. In other words, the really 

active element in the television process is the con

sumer who brings to bear prior experiences, atti

tudes, and values and prejudices in order to 

interact.One of the implications of this is that au

diences are not blank slates waiting to be bom

barded with messages. Audiences come to televi

sion with a host of preconceptions and, in the vast 

majority of cases, they use television to confirm 

"The commitment to fulfilling 

future market needs takes little 

account of the values and 

quality of life which provide 

for human fulfilment." 

these preconceptions. 

No doubt the same would apply to our chil

dren. Neither are they blank slates waiting to di

gest the school curriculum. If we were to approach 

the education of our children using the same tools 

applicable in the marketing world at its best we 

would seek to investigate their individuality, their 
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likes and dislikes, passions and dreams and we 

would use these as stepping stones to build think

ers, questioners, optimists. 

If we were to apply the lessons of market 

economies one step further we would suggest that 

we must move beyond our preconceptions with 

mass media, mass markets, mass education. All 

around us we are seeing the fragmentation of ide

ology and consumer society. 

Can our educational system remain un

touched? Some parents can already make choices 

in the education of their children. Yet these choices 

are often a function of wealth. However, we need 

teachers and schools with access to the relevant 

technology to communicate in the most accessible 

and compelling languages, symbols and words to 

inspire all of our children and us as adults. 

I
think back to King Arthur, and the quest for 

the Holy Grail. It's a story which asks us in a 

most profound way where we are going to set our 

priorities. To what should we be committing our 

most precious resources? To what use should we 

be putting our time, our love, our devotion, our 

commitment? The story of the quest for the Holy 

Grail implies, I believe, a profound openness to 

life. That what we have taken to be the most fa

miliar may not be the best, that what we have 

accepted as the norm need not be beyond our re

consideration. 

We must listen to our own wise men and 

women. We must recognise the destructive effect 

of those bad stories that dominate our thinking 

and decision-making, stories born of greed, con

flict, ignorance, prejudices, fear. Our first priority 

is to ask about the stories that speak to people not 

from the acceptance of barriers and walls, but sto

ries that begin from the point of a shared human

ity. 

To begin from the point that generosity, kind

ness, a readiness to listen and a commitment to 

understand are actions which speak a universal 

language. That whether we cry to Allah or God, or 

the market economy in pain or joy it is still human 

suffering and human delight that we are talking 

about. The challenge is to listen wisely to the mov

ers and shakers. These are the people who will 

inspire us to take the step forward. 
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Management for change 

N 
ew Zealand is in a mess - economically 

and socially - and every economist, poli

tician and businessman can tell you why! 

Every expert will give you a di.ff erent reason, which 

is not surprising in view of our national sport of 

leaping to conclusions from inadequately investi

gated facts, little or no rigorous analysis, with no 

formal training or interest in how to test cause 

and effect relationships. 

The real roots of our problems, I believe, lie 

partly in our adherence to an obsolete concept of 

how power should be distributed and maintained 

in a society or system, and partly in the subcon

scious attitudes we have built up in our minds as a 

result ofliving with this system. The most obvious 

of these attitudes are a morbid worship of aggres

sion and a preoccupation with looking after self to 

the detriment of others. 

Plato first systematically described and ana

lysed his ideal power system for the city-state 2,400 

years ago in Athens. It was rigidly hierarchical, 

ruthless with those who attempted to change the 

order in any way, and hence inflexible, and relied 

on most of the work being done by slaves at the 

bottom of the class system. Several of his contem

poraries had other ideas, and sought a society with 

greater flexibility in which knowledge was the key 

resource and hence, perhaps, source of power. 

We live in what we see as a democratic coun

try, but Plato is still alive and well within our 

systems, many of which are rigidly hierarchical, 

empower the few and disempower the many. We 

empower men at the expense of women, the chil

dren of the upper classes within the education 
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"Competition is like spice; 

only fools try to make a meal of it." 

system at the expense of those of the lower, to 

name only two areas of discrimination. 

But we are not living in ancient Greece! We 

have since been through the Industrial Revolu

tion, the emergence of science and modern tech

nology, and are now supposed to be in the infor

mation age. The key resource used to be land, 

gradually changed to capital, and has shifted to 

knowledge today. Knowledge, however, needs to 

be managed differently to other key resources -

it can be passed on to others without losing it, and 

is invisible. 

Yet we continue to govern and manage sub

stantially in accordance with Plato's principles, 

and wonder why it doesn't seem to work well. In a 

knowledge-based society, change is endemic, hier

archical power and class systems are anathema, 

and aggressive, selfish attitudes only retard 

progress. Was ting 7 5% of the available thinking 

power only leaves one cylinder firing in our four 

cylinder economic engine, and the drag of the other 

three pistons means our output is close to zero. 

We simply must find a better way. 

R
ecently we have seen a rash ofreports on why 

our progress is so poor in world terms, where 

an accusing finger has been pointed at our educa

tion system and practice. Some of this criticism is 

justified. It has been said that two main processes 

take place in our education process. 

First and most productive is the educative 

process which increases pupils' knowledge and 

stimulates the desire to continuously learn. Sec

ond and most insidious, comes schooling, which 



seeks to rank and hence brand the apparently less 

gifted, to suppress the maturing process, reinforce 

social prejudices and fit pupils into preordained 

slots in the economic and social system. 

The end benefit of education depends on how 

much we can increase the educative, and decrease 

the schooling, processes. 'Tomorrow's Schools', for 

all its good intentions, by devolution of manage

ment power, often to those with elitist tendencies, 

may have created pressure to reinforce schooling 

aspects, since they favour the preservation of class 

privilege, to the detriment of national economic 

and social progress. 

Educational change is one of the hardest 

things to manage effectively, for the simple reason 

that we don't find out whether we did well or badly 

until long after we create a change. We are look

ing for changes which will produce the best possi

ble results a quarter of a century ahead. The re

cent proposal to run every school according to cur

rent commercial management practice, I find rather 

ironic, in view of the fact that one of the reasons 

the country is currently in such a mess, is because 

those practices have got it wrong so consistently 

in predicting future conditions and needs over the 

last few decades. 

What we are doing is making changes in our 

education system in an endeavour to prop up a 

paradigm of management of our social and eco

nomic systems which has failed us badly, and is 

clearly out of date. 

There are many definitions of a paradigm 

but, for brevity, let me offer one: "A perceptual 

model of reality, including a set of rules of the 

game, which tell you how to be successful within 

the boundaries of that model." Paradigm shifts 

are often initiated by mavericks, and it usually 

takes a long time for a 'critical mass' of believers to 

build up and finally cause an abrupt change, after 

which virtually everyone accepts the new para

digm. 

In a recent address, Joel Barker, a well known 

U.S. futurist, said that he now believes that Total 

Quality Management is the most important para

digm shift which will impact on our lives as we 

enter the twenty-first century. Total Quality Man

agement evolved out of a new theory of how to use 

the power of modern statistical mathematics to 
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manage any process so that the outcome is always 

acceptable. 

These ideas first appeared in a book by Walter 

Shewhart in 1930, and were further developed by 

a group including Dr W. E. Deming and Dr J. 

Juran in the U.S. It was put to good use in U.S. 

war production in World War Two and then 

abruptly discarded as upper management was 

taken over by finance and legal experts who knew 

and cared nothing about managing work outside 

their own narrow perspective. Japanese upper 

managers, who were predominantly engineers and 

scientists, had meanwhile heard of the new con

cept of statistical process control, and invited Dr 

Deming to instruct them in the art. The rest is 

history -Japan introduced a massive campaign 

to educate millions of managers, engineers and 

workers in the new knowledge of skills. Deming 

promised them that, within five years, their stand

ard of living would equal that of the world's most 

prosperous nations. No one believed him, but they 

studied and put to use the new insights, and it 

worked! Meanwhile the U.S. and the rest of the 

Western world have been steadily slipping behind 

and are only recently starting to realise why. 

When operating under the new paradigm, 

organisations do not rely simply on competition to 

drive them to make random and often hastily con-

"The end benefit of education 

depends on how much we can 

increase the educative, and 

decrease the schooling, 

processes." 

ceived improvements in efficiency, but rather, have 

continuous improvement woven into the fabric of 

their systems. Competition is like spice; only fools 

try to make a.meal of it. It is useful as a seasoning 

in a diet composed mainly of collaboration, con

tinuous learning, scientific thinking, wise use of 

technology, concern for internal and external cus

tomers, sound visions and large doses of continu

ous improvement. Whatever the theory, the re-

sults speak for themselves. Japan's average rate 

of economic growth has not been matched by any 

other nation for the last 40 years. 

No tampering with New Zealand's system of 

management, politics, education or economic policy

making is going to get us back into the race. We 

have all witnessed the procession of 'loony tunes' 

played by successive governments, such as 'Think 

Big', 'Rogernomics' and 'Tomorrow's Schools', and 

seen the appalling results. We are going back

wards relative to the world's most productive na

tions in both economic and social terms, because 

"Education is one of the major 

means of achieving a more 

productive, just and rewarding 

society in New Zealand." 

nobody has bothered to study the overall system 

well enough to see whether the engine is coupled 

to the driving wheels. It has been demonstrated 

by people who study systems that optimising sub

systems does not optimise overall systems, yet that 

is precisely what we keep on doing. An adversarial 

system is simply unsuited to drive a customer

oriented society -what is required is a self-disci

plined, self-managing, customer-focused, coopera

tive system in which millions of process decisions 

can be correctly made by all the people within it. 

The knowledge that, without their input, such good 

results would not have been possible provides the 

positive feedback which is vital for the self-respect 

of the participants. 

At the moment, there is precious little sign of 

a recognition that a change to the new paradigm 

is urgent, or even needed at all. Certainly it is 

very unlikely that the Government, the Treasury, 

the bureaucrats, the lawyers or the accountants 

are going to be interested in a system where their 

power and privilege is diluted through devolution 

to those for whom they presently show scant re

spect. However, paradigms have a habit of actu

ally shifting quite rapidly into a dominant posi

tion because one or two organisations or individu

als embrace the new system, fumble, stumble, re-
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cover, improve, do well, and finally excel. Others 

tentatively follow and do likewise. Others wait 

until it is proved beyond doubt, and lose their busi

nesses. Even the 'fat cats' in their ivory towers 

eventually get the message -'change or perish'. 

W 
hat does this mean for education? Since man

agers would change from being 'order giv

ers' to teachers, listeners and system improvers, 

and workers would be the process managers and 

need to be knowledgeable, skilled and technically 

literate, education becomes a key activity in mak

ing the new system work. But education clearly 

does not mean purely of the young and adolescent 

-that is the easy part. The harder part is to teach

those already in the social, commercial, industrial

and bureaucratic system. All have to learn new

roles, goals and priorities. Education has to be

accepted as a continuous process through life, and

some of it will be accomplished within organisa

tions as a normal part of living, learning and work

ing o,n problem-solving and improvement.

Education will cease to be used to sieve out 

the intelligent few from the unintelligent major

ity, and become a means of improving the think

ing effectiveness and knowledge base of all. Ex

aminations will only be useful as a means of find

ing where we have got to, rather than for ranking. 

Adversarial attitudes will need to be moderated, 

and teamwork learning styles developed. 

An intelligent review of desirable changes 

within the education system of New Zealand re

quires that we recognise that knowledge and con

structive thinking ability are becoming increas

ingly the key resources which drive the economic 

engines of the most productive and economically 

advanced nations. Also, we must realise that there 

must be compatibility between the knowledge and 

thinking skills developed by graduates of the edu

cation system, and those that they are empowered 

to use through the inadequacies of the manage

ment system that they work in as employees and 

team members in various organisations. 

Fortunately there are some small glimmers 

of light at the end of the tunnel. A few weeks ago I 

read with interest two papers presented at a con

ference on Total Quality Management in Decem-
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her 1990. They described how Oregon State Uni

versity and Mt Edgecumbe High School, Alaska, 

had made major improvements in their respective 

organisations by using TQM as their basic operat

ing paradigm over a period of several years. These 

are pioneering efforts in a field with more poten

tial difficulties than manufacturing and service 

industries, but nevertheless with major opportu

nities for improvement. 

TQM has transformed their capacity to make 

improvements in rates of learning, morale and 

teamwork, as well as involving themselves more 

productively with pupils, parents and the commu

nity. As the primary activities of this model in

clude studying causes of variability of the learn

ing process, and acting to continuously improve 

every process involved in making education use

ful to all, it becomes a valuable technique for in

troducing changes while carefully monitoring the 

results and readjusting as necessary. This is a 

dynamic system which empowers everyone to be-

Graeme Currie 

come involved in the processes of change and im

provement, and contrasts starkly with the hierar

chical and hence static systems of traditional man

agement. 

Education is one of the major means of achiev

ing a more productive, just and rewarding society 

in New Zealand. But a new vision of what needs to 

be done, and how, needs to be developed through 

widespread collaboration throughout society. We 

do not need another version of'Tomorrow's Schools' 

with decisions being taken unilaterally, without 

involving those who know most about the prob

lems and the means of making improvements. 

Progress will only be made when we forgo instant 

answers, and decide to work as a nation, involving 

competent representatives of all sections of soci

ety with their diverse knowledge and skills, on an 

ongoing strategy of continuous improvement, step 

by step. And the curriculum we will need to follow 

will evolve gradually from the ongoing debate. 
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Towards a quality education system 

"There is no reason to suspect that quality education should 

have a different meaning from the quality expected of 

any other product or service." 

T 
here is a widely-held view in New Zealand 

that somehow our education system is 'fail

ing'. In other words, the various commu

nity expectations of the education system are not 

being met. This immediately raises a number of 

issues: 

• Have community expectations (or requirements)

of the quality of the education system changed in

recent years, and are these likely to continue to

change?

• What are the community's expectations of the

education system now and have these been pre

cisely defined and communicated?

• Is satisfaction of community expectations the

primary purpose of the education system, or does

it strive to achieve some other intrinsic purpose?

These issues suggest that the purpose of our 
education system - that is, what it should rea
sonably be expected to achieve -is not at all clear.
Unless any system or process has a measurable
and achievable purpose, then simply changing that
system or process (in this case the process is the
education curriculum) will be at best a random' , 
activity. Some would no doubt argue that some of
the system and process changes that have been
applied to education over the last 20 years or so,
demonstrate this principle.

So it's important to distinguish between pur
pose, and the system which is required to achieve
that purpose. Having established the purpose, the
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process can then be continuously improved. 

Progress towards that purpose can then be meas

ured, to evaluate the effectiveness of any process 

changes being applied. 

W
hat, then, is the purpose of our education 

system? Certainly the educational achieve

ment of the 15- to 20-year-old age group, who are 

the subject of this study, will be a measure of the 

results of this purpose. We have said that we want 

to achieve a quality education system. But what 

do we mean by a 'quality' system? Implicit in the 

notion of quality are products and services which 

satisfy customer expectations in every respect. 

There is no reason to suspect that quality educa

tion should have a different meaning from the 

quality expected of any other product or service. 

Assuming this is the case, the considerable 

body of quality management knowledge may pro

vide a useful perspective on this complex issue. 

Managing for quality primarily involves iden

tifying: 

• Who are the customers for the product and serv

ice?

• What are their expectations and requirements?

• How can these expectations be satisfied, and

continue to be satisfied as expectations continue

to change?

If the customer of the education system is 



principally the community, what are community 

expectations and are these being met? For exam

ple: 

• The New Zealand Planning Council has drawn

attention to the low participation rates in post

compulsory education in New Zealand compared

with other major OECD countries. Around 46% of

the New Zealand workforce has no formal qualifi

cation of any sort, and 60% no tertiary qualifica

tions.

• Economists argue that in order to achieve full

employment at high wages, we must add high

value, but low cost, to our raw materials. This can

best be done through utilising the talents of a highly

skilled workforce. It appears, however, that we do

not have a highly skilled workforce in New Zea

land in comparison to our major competitor coun

tries with which to achieve this kind of highly

desirable economy.

• Some of the end-users of the education system

- employers and tertiary colleges - say that stu

dents seem to lack proficiency in the basic educa

tional skills of reading, writing and numerology.

• Students say that what they have learned at

school is not always consistent with the kinds of

skills they need to achieve their employment ex

pectations.

• The New Zealand economy is changing signifi

cantly, and points towards the service sector as

the source of most employment in the next decade.

These jobs will involve a high level of non-manual

skills.

• Rapid technological change indicates the need

for retraining, and continued learning throughout

an individual's career. Major career changes, with

associated relearning, will be an increasing, fre

quent feature of future employment trends.

• There is an increasing emphasis on competi

tion for high quality goods and services. The New

Zealand community is recognising the need for all

activities to be internationally competitive. This
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means a national commitment to excellence 

through innovation, creativity, cooperation, flex

ibility and attitude. 

F
rom this necessarily brief snapshot there is a 

case to be made for a thorough re-examination 

of the various purposes of education consistent 

with community needs, and which of these the 

education system should be designed to reason

ably achieve. 

Broadly categorised, some of these system 

influences may be: 

• pre-school/primary education

• community values

• home environment

• student attitudes.

Clearly it is not possible to analyse here bow 

all these factors can and should be shaped to 

achieve the defined purpose of our education sys

tem. I will therefore confine comment to just a few 

of these factors: 

• It seems that, at the very least, the education

system should equip students with the basic skills

they will need to go on and achieve their various

vocational expectations, consistent with the needs

of the community economy. Yet, is this basic per

formance criteria measured in any way? Is there

any systematic feedback from students leaving

school on how usefully their curricula prepared

them to achieve their vocational expectations? What

did they really need to know, and how can this be

incorporated into the system? There is surely a

mine of good information to be gained from re

search here.

• Different schools will, of necessity, serve differ

ent communities. The feedback is therefore likely

to be somewhat different from one school to an

other. This raises the question of different sys

tems or curricula to serve the needs of different

communities. If education is really going to meet

customer expectations, then its systems must be

flexible enough to recognise differing abilities and

aptitudes and offer appropriately differentiated cur

ricula.

This is not only consistent with a basic prin

ciple of human development- that of individual 

differences - but also perhaps the best way to 

maximise the whole range of individual abilities. 

It seems in New Zealand, however, that we 

have opted for a rather singular national curricu

lum - of an academic nature. However, this may 

be quite inappropriate for the less academically 

inclined and not sufficiently challenging for those 

who are. 

Given the whole range of new skills that the 

community expects from the education system, it 

seems logical to establish high quality vocational 

options within the education system, clearly re-

uThe education system should 

equip students with the basic 

skills they will need to go on 

and achieve their vocational 

expectations." 

lated to the changing needs of the workplace. Vo

cational systems and qualifications should be given 

equal resources and status with the academic. 

This would suggest that schools serving dif

ferent communities should have the flexibility to 

develop particular curricula consistent with that 

community's needs. 

Schools offering such differentiated curricula 

should therefore have the flexibility to select their 

students on the basis of their ability and aptitude 

for the curricula, or mix of curricula, offered. Cur

ricula may be single- or multi-streamed. Consist

ent with community demands for excellence and, 

consequently, increasing competition and choice, 

which are now important elements of the world of 

work, students entering secondary school may be 

expected to compete for places at their chosen school 

based on the curricula offered. 
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• The community and home and family contribu

tion to the education system also needs brief com

ment. As a community, we need to place a high

value not just on education and training, but on

children and young people as a whole. There needs

to be a high level of communication with the fami

lies of students on how the education system will

impact on their children's futures.

Prior to entering secondary school, an indi

vidual education plan or perhaps even a 'contract' 

needs to be agreed between the student, the fam

ily and the education system, consistent with the 

individual student's aptitudes, abilities and career 

expectations. This plan should operate until the 

student is in paid employment or moves on to a 

tertiary learning stage, where a new plan can be 

established. 

• In looking at process factors, it is important to

recognise that even the most highly adapted sys

tems designed to meet customer needs still re

quire plain hard work to make them function ef

fectively.

In discussing education curricula, the quan

tity of learning required to achieve the various 

key milestones is also an important system issue. 

It is likely that New Zealand students, in compari

son with our competitor countries, simply spend 

less hours working at their education system. A 

work ethic is fundamental to achieving career ex

pectations, and can be learned like any other com

munity value. For example, there could be sum

mer school programmes for those who have not 

achieved a particular education milestone or stand

ard, or for those who want to prepare for the fol

lowing year. 

• Any successful system must be highly valued

for what it produces. Not only must the commu

nity place a high value on education and continu

ous learning, but also on the system itself - that

is, the teaching professionals and schools as insti

tutions.
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Service and interpersonal skills 

"The ability to communicate and to give top personal 

service is paramount." 

' ' Take away my people, but leave my factories, 
and soon grass will grown on the factory floors. 
Take away my factories, but leave my people, 
and soon we will have a new and better factory." 

Andrew Carnegie 

E 
conomists, accountants and financiers meas
ure the success of the New Zealand indus
try by the GDP, the pulse of the currency 

market and mega corporation profits. 
Educationists, those who set discipline and 

develop the curriculum, measure the success of 
the business by 'high tech' study, Government 
money spent on education, and the fact that stu
dents are staying longer in school. 

As an owner of a service industry business, 
my personal measure of success has little to do 
with dollars in the bank or certificates on a wall. 
Human values, natural 'people cycles', social re
sponsibilities and self-sufficiency are my measure. 

We need to be educated, we need to earn a 
living, but not at the expense of people and their 
culture. And since it is human nature to resist 
change, many will view my measure of success 
with trepidation. My message is simple. So back to 
the 'used to be' human values natural, people cy
cles, social responsibilities and self-sufficiency, 
which is my measure. 

Basic human values 

The education system needs to be redrawn to
take into account the basic skills required for

today's workforce. The mega corporations, unions,

45 

mega financial institutions, huge bureaucracies 
and government departments must all go back to 
the basics. Learn to talk plain English - not ab
stractions, and identify community needs as hu
man beings, instead of expounding words of wis
dom with 'average productivity, average inflation 
and average unemployment'. 

Education is beyond economics, beyond mega 
projects and beyond unemployment. 

The economist's concept of productivity does 
not take into account the welfare cost for those 
who have been made redundant, the cost to soci
ety for broken families, child abuse or mental ill
ness. I do not mean dollar costs, I mean the cost in 
negative effects on the health and culture and peo
ple of this country. 

Employers must shift their priorities back to 
understanding people, human nature and basic 
human values. 

We have been teaching our young executives 
to be 'high fliers', high performance and high risk 
takers, because their initial position within their 
chosen field, is directly in management-no 'hands 
on' experience at the 'coal face' with honest pro
motion on merit. This requires immediate change. 
Interpersonal skills between the shop floor and 
executives no longer exist. 

Communication 

0 ffice buildings today are based on fioor space

efficiency. There is no longer the personal 
space, the personal office, unless you are top man
agement. 

This is a cost-cutting exercise that is expen-



sive to people. Ideas, suggestions and communica

tion can only occur when people - together in the 

same room, communicate. Not in a partitioned-off 

area, in a stressed out environment. 

Sophisticated interhouse telephones - once 

again cost-cutting, supposedly making contact be

tween each other easier and cheaper. But at whose 

expense? Telephones are portrayed by the makers 

as an efficient, productive and money-saving tool. 

But eyeball conversations and face-to-face dis-

"We need to be educated, we 

need to earn a living, but not 

at the expense of people and 

their culture." 

cussions are not wasting corporate time. Real per

sonal contact is efficient. 

Business-jargon - the high tech vocabulary, 

is cold and calculating and totally unwarranted -

'average inflation' 'average unemployment' 'cor

porate mission' 'strategic marketing'. 

New Zealand was the first country in the 

world to give women the vote, to have a social 

policy. Why is it that we are now following America 

and Japan? We do not have to ... we can start 

change ... we have the human resource to do it 

our way ... as New Zealanders. 

The key issues 

1. Service

We must teach that which will be relevant

within the growth industries ofN ew Zealand. The 

growth industries are the services, especially tour

ism. The ability to communicate and to give top 

personal service is paramount. 

A second or third language must be taught to 

financial advisors, bus drivers, flight attendants, 

hotel receptionists and the like. 

Communication skills and the ability to serve 

(not be subservient) needs to be taught at tertiary 

level. 

2. Lifelong training and learning

To develop new curriculum will require 'in-
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house' training at the workplace. However, there 

is no company that can budget for costing and 

time and 'one-on-one' training. Funding should be 

diverted to trade associations/federations that have 

cadetship and apprenticeship or trainee pro

grammes already set in place. 

The Hire and Rental Association is a prime 

example. Within its membership it has set up a 

training foundation from membership finance. Lack 

of funding for paid teachers and lack of assistance 

has found the initial thrust slowly dwindling. It is 

imperative that education for tomorrow's skills be 

relevant to the job. Curriculum should not be set 

by educationalists, rather, by training programmes 

within industry. 

The downturn of primary industry and the 

upturn of service-related industries should ensure 

long-term funding, not in the hands of advisory 

groups that are education facilitators, but in the 

hands of industry. 

3. Personal skills humanity

The young executive can dream big dreams,

the young apprentice may wish to achieve excit

ing things and the young entrepreneur may have 

a lust for life and want to try daring ideas. but 

within their training, they must learn to work 

with, and through, people. Without the understand

ing of human nature, the ability to communicate 

with fellow workers, the ability to lead or motivate 

people, all the education they acquire within their 

chosen field, is useless. 

New Zealand bas the technology and talent. 

New Zealand has the human resources, but 

we lack understanding and have lost the ability to

care for our fellow men and women. 

Women 

I
t is a fact that the community workforce is basi

cally made up of untrained, unpaid women. These 

women are now returning to the paid workforce, 

and quality training must be made available at no 

cost to themselves. 

These same women are taking up paid posi

tions in non-traditional areas. Existing business 

management courses are not yet comfortable with 

the social, psychological or indeed bodily differ

ence of women in business. 

The new breed of women are broadening and

expanding the past limitations of their own field of

vision, and are now achieving greater results. Fur

ther enrichment will only come from greater knowl

edge and positive education.

Managers who do not employ women in their

workforce at boardroom level, are cutting them

selves off from half the talented people in New

Zealand, and half the potential sales/customer base

in New Zealand. 

Also lacking are skills for community employ

ment. The unpaid workforce within the commu

nity service sector is now challenging local bodies 

for payment. Community employment and com

munity development can only progress and achieve 

goals with skills in resource management, mar

keting, planning and enterprise development. 

These skills should be paid for as part-time or full-

Cheryl Mcleay 

time positions or as supplementary income. 

The education process must be facilitated in 

such a way as to ensure and encourage those who 

have been left out of the 'high tech' work force, to 

proceed to the service industry and to push back 

the barriers of their own personal limitations. 

In the end it will still be people versus profit, 

unless we teach the alternative. 

Thought for the reader 

A
fter 18 years of formal and informal educa

tion, I was ready for the workforce. There 

were no computers, televisions, high tech machin

ery or space travel. 

How come it still only takes 16 to 18 years to 

be educated for today's skills? 

What basic learning do we omit in place of 

high tech education? 

In recent years Cheryl has been managing director of Bay Marquee Hire (1990) Ltd with bases in 

Auckland and Tauranga. She is a regular speaker at conferences, and recently she has addressed the 

Commonwealth Community Employment conference and symposia of the Businessmen's Clubs, Profes

sional Women's Clubs and Wanganui Tourist Board. Cheryl lives in Tauranga and is vice chairperson of 

Ngati Ranginui lwi. She was awarded a 1990 Commemorative Medal for services to New Zealand. She 

enjoys ten pin bowling, guest speaking and is a philatelist of 30 years' standing. 
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Education and industry in partnership 

"Industry needs to be able to participate in an informed way 

in the debate about educational change." 

'' Within the 'enterprise culture', emphasis
is now being placed upon very direct personal 
skills - self-reliance, self-confidence, decision
making, opportunity costs, leadership, risk 
judgement, and so on." 

D. Warwick, Linking Schools and Industry

The term 'industry' as used below refers to all 

non-educational working organisations and insti

tutions ranging from business and manufactur

ing, to services, government agencies, local authori

ties and trade unions. 

'Education Industry Liaison', or 'Partnership', 

refers to the range of activities which can take 

place across the curriculum for the educational 

benefit of students and teachers, as a result of 

collaboration between the teachers and people in 

industry. 

N
ew Zealand business and industry is learn
ing to survive through participating as
sertively, from an unprotected environ

ment, in the international economy, where the 
emphasis is on competitiveness, quality, customer 
care and management of change. Business people 
are having to devise new products and services, 
and look to new markets, taking account of such 
factors as accelerating technological innovation and 
increasingly sophisticated consumers. 

Change is, of course, often uncomfortable. 
People in business and industry have had to re
spond with great flexibility in order to survive and 
prosper, and there have been many casualties on 
the way. Significant changes in management prac-

tices are taking place. Many managers recognise 
the benefits of consultation and collaboration, and 
worker participation. Many also understand the 
potential of developing worker expertise, and the 
value of involving their staff in the process of manu
facturing or in the function of the service they are 
providing. 

In the current exposed and vulnerable cir
cumstances, employers need to be able to call on a 
flexible, creative workforce, and they regard it as 
the responsibility of schools to develop in young 
people the skills and attitudes which are summa
rised on page 15 of Tomorrow's Skills. Addition
ally, the self-employed make up a large, and in
creasing, proportion of New Zealand's working 
population. 

In order for people to flourish working in this 
flexible way, schools need to encourage young peo
ple of all abilities to develop personal enterprise 
and confidence. They also need to encourage and 
value those areas of the curriculum which are not 
traditionally academic but which have potential 
for personal enterprise, for example, information 
technology, design, business studies and media. 
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T
omorrow's Skills draws on the needs of in
dustry for its analysis. There has always been 

contention about the degree of responsibility held 
by schools to prepare young people for their work
ing life. While many employers regard schools as 
failing to equip young people with the basic skills 
necessary for active and responsible participation 
in work, many teachers fear that they are being 
asked to produce 'factory fodder', to teach a nar-
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row range of skills rather than to develop the full 
potential of young people within a broad and bal
anced curriculum - to train rather than to edu
cate. Teachers and people from industry need the 
opportunity to meet each other professionally in 
order to debate and resolve this issue. 

As well as defining the generic skills which 
are essential for young New Zealanders to acquire 
if they are to participate fully in a prosperous na
tional economy, Tomorrow's Skills identifies vital 
issues which need to be addressed by people in 
education. These include the need to improve dra
matically New Zealand's very poor post-compul
sory staying-on rate, and to make sure that what 
is taught is relevant to the New Zealand economy. 

Tomorrow's Skills states that "the most ef
fective means of encouraging students to continue 
learning is for schools and other post-compulsory 
institutions to provide interesting, stimulating 
courses ... ", and elsewhere, " ... each school needs 
to consider ways of making their own teaching 
programmes and subject courses more relevant to 
the new economy". 

Clearly then, schools, working in Partner
ship with adults other than teachers, parents and 
experts in the community, can ensure that their 
teaching is responsive to community needs while 
being interesting and relevant to students. 

There is, of course, no doubt that schools rec
ognise their responsibility to contribute to the well
being of the country through offering a relevant 

"Schools need to encourage 

and value those areas of the 

curriculum which are not 

traditionally academic but 

which have potential for 

personal enterprise." 

and appropriate education system. Current cur
riculum development is taking place within schools 
and colleges of education with the specific inten
tion of ensuring that what is offered to young peo
ple is relevant and appropriate, and individual 
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subject curriculum development (such as science) 
is taking place with greater emphasis on learning 
through local experience. 

However, many of the difficulties that schools 
have to contend with in promoting change are 
presented by the shape of the curriculum that they 
currently have to offer, and by dominance of the 
public examination system. 

The secondary curriculum is fragmented into 
individual subjects which are 'overfull', so that the 
emphasis tends to be on the content of learning 
rather than on the learning process itself. Particu
larly at School Certificate level this system values 
'academic skills' above technical skills, and yet it 
is ironically on these technical skills that our 
economy will increasingly depend. It is worth not
ing that these subjects tend to demand an active, 
problem-solving approach to teaching and learn
ing: 

"In School Certificate, technical or practi
cal subjects are weighted lower, i.e. they re
ceive greater proportions of lower grades. Such 
practices again lead to low participation rates 
and to the shortage of technical skills in New 
Zealand. Compare that typically 'British' atti
tude with West Germany where a master carver 
is a respected professional on a par with a 
lawyer, accountant or academic." 

D. E. Hood, "Scaling in School Cert."

This situation has, of course, been deeply dis
couraging to those young people whose skills are 
not academic but who have the potential to make 
a vital contribution to the nation's prosperity in 
their adult life: 

"Such practices have been accepted inter
nationally as harmful. A large percentage of 
students are automatically allocated failing 
grades. That means a large proportion of young 
people are turned off education and training. 
It is the reason why a large proportion of New 
Zealand's workforce has no qualifications. It is 
the prime cause of our low participation rates 
in education and training in comparison to 
other countries." 

D.E.Hood

" ... how can you accept a system that allows 
so many of our young people to stumble at the 
first rung to adult life (School Certificate)?" 

G. Wong, "Ready, Set, Fail"

Fortunately this particular problem is cur
rently being addressed by the Government in its 
recently (February 1991) announced plans for re
vising the secondary education examination sysem 
in which scaling in School Certificate is to be abol
ished. The New Zealand Qualifications Authority 

" ... is saying is that the current practices of 
norm-referencing of School Certificate with the 
arbitrary fixing of grades irrespective of stand
ards and the artificial comparison between sub
jects must go. That is our understanding of 
what the Minister of Education wants, and we 
believe such a move will have the support of 
the majority of New Zealanders." 

D.E.Hood

All of this argues for a more flexible skills
based curriculum, responsive to the needs and in
terests of young people within the context of the 
contemporary economic situation, and a curricu
lum which emphasises active, participatory learn
ing over the acquisition of information. 

It also argues for a more informative, posi
tive evaluation system which produces records of 
the achievements of young people and informs read
ers, whether they are parents, employers, further 
education establishments or the young people 
themselves, of the standards that they have 
reached. And so it is heartening to note that the 
Minister of Education recognises that "our educa
tion system must focus on the realities of the mod
ern highly competitive international environment" 
<New Zealand Herald, 12 February 1991). 

E 
du�ation Industry Liaison work, or Partner-
ship, has arisen in the U.S.A., Britain and

Australia from the principle that the education
process should meet the individual needs of stu
dents within the prevailing economic and cultural
contexts. It operates on the premise that students
should be encouraged to develop their individual
strengths while understanding the kind of society
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within which they need to participate in order to 
have a positive and fulfilling adult life. 
Through Partnership, essential communication can 
be established between teachers and adults other 
than teachers, so that each understands the oth
er's needs and purposes regarding the education 
of young people. 
Partnership can also, importantly, expose young 
people and their teachers to practical applications 
of the knowledge they are acquiring at school, so 

"Many of the difficulties that 

schools have to contend with 

in promoting change are pre

sented by the shape of the 

curriculum that they currently 

have to offer." 

that they can learn with the vividness of real ex
perience, and understand why they are learning. 
It provides the opportunity for relevant resources, 
and expertise from industry, to be used valuably 
in the classroom, and in all subjects across the 
curriculum. 

It is through a positive example of Partner
ship that pioneering work has been done in this 
field. The New Zealand Employers' Federation has 
worked closely with teachers in the designing and 
trialling of a 'Record of Achievement'. 

Records of Achievement aim to give young 
people the opportunity to demonstrate their 
strengths and also give them a framework for im
proving in their weaker areas. Because the pur
pose of Records of Achievement is to provide use
ful, positive information about the students, they 
do not have the demotivating factor of the current 
pass/fail system of evaluation. 

There are, of course, many other ways in 
which teachers and people from industry can work 
together to ensure a relevant and interesting cur
riculum development for students and professional 
development for teachers. For example: 

• work exploration/shadowing



• use ofresources and expertise from industry in

the classroom

• industry-specific study

• industry-based problem-solving exercises
• pre-vocational training including mock inter

views

• management consultancy

• teacher secondments to industry

• joint professional training.

A
s well as providing the framework for deliv

ering such important activities, Partnership 

establishes the medium through which curricu

lum and evaluation changes are effectively com

municated to the non-educational community, and 

people outside the education system are given the 

opportunity to express their concerns and inter

ests regarding education. 

There are encouraging developments in this 

direction already: 

• Quest Rapuara's investigative work into the

feasibility of promoting Partnership has elicited

extremely positive responses from both teachers

and employers who find the potential in partner

ship for shared training, and teacher secondment,

for example, very exciting (see "Towards Partner

ship: Education Industry Liaison in New Zealand").

• The New Zealand Employers' Federation is en

thusiastic about promoting closer links between

industry and education, not just in the area of

evaluation -they recognise the vital contribution

they can make in the educational process, and the

importance of ensuring that adults other than

teachers are informed about educational change

and are able to participate in an informed way in

the debate.

• Colleges of education are encouraging the de

velopment of continuous assessment techniques

and experiential learning in their training pro

grammes, where these are appropriate to the ex

isting curriculum.

• Transition education programmes in schools

have engaged very successfully employers in the

educational experience of young people and, in
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some cases, have developed interesting individu

alised learning programmes. These tend, however, 

to become marginalised within the whole curricu

lum of the school, especially when they are offered 

only to at-risk students, even though the skills 

and attitudes addressed in these programmes are 

of vital importance to all young people. 

It is through Partnership, then, that essen

tial communication processes can be established: 

• Industry needs to be able to understand how

schools operate and what constraints there are on

teachers in terms of, for example, class size and

resources.

• Industry needs to be able to participate in an

informed way in the debate about educational 

change.

• Teachers need to know a lot more about the 

current economic trends and developments in in

dustry, both for their own personal development,

and to ensure that their teaching is relevant and

up to date.

• Students should have the opportunity to learn

through experience, and to follow an interesting

relevant and stimulating curriculum.

An environment in which all the relevant 

participants are well informed will ensure that 

appropriate changes can be made in an atmos

phere of consensus. Partnership between educa

tion and industry enfranchises the whole commu

nity to be involved positively in appropriate edu

cation change. 

Successful partnerships do not just happen. 

A framework must be established within which 

teachers and volunteers from industry can oper

ate so that clear developmental goals can be set, 

procedures established; and regular evaluation can 

take place. In Britain, where Education Industry 

Liaison has taken place successfully through a 

wide range of agencies for many years, a Founda· 

tion for Education Business Partnerships (FEBP) 

has been established to coordinate and plan devel

opments in this field. The work which has been 

tentatively begun by schools and such organisa· 

tions as Quest Rapuara, and the New Zealand 

Employers' Federation, could provide the basis for 

a similar organisation here. 
Such an organisation would be a powerful 

voice for positive and essential change in educa
tion. It would ensure the effective use of the lim

ited resources available and contribute to the de

velopment of a coherent and responsive education 

service. 
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To market, to market ... 

what's there for the Maori? 

"Basically, schools are conservative institutions created to 

perpetuate the dominant culture of the society." 

I 
was asked to produce a paper which gave a 

Maori perspective on the New Zealand Plan
ning Council's Tomorrow's Skills. The paper was 

to take into account the views expressed in the 
eight or nine commissioned essays from writers 
out of service and manufacturing areas. Finally I 
was asked to keep it brief and to address it prima
rily to curriculum developers and those who work 
with young people in the 15- to 20-year-old age 
bracket. 

At the outset I anticipated that I would have 
difficulty locating information which could be use
ful in helping me to put together a Maori perspec
tive on the topic of the essay. This proved to be 
true. 

Secondly, I assumed there would be a wealth 
of information on themes related to relevant skills, 
the relationship between education and the 
economy, on training, upskilling, technology, on 
how to prepare students for the job market as well 
as the non-job market and so on. Again, this as
sumption proved to be true. 

Finally, I assumed that there would be a sig
nifi.cant difference of opinion between Maori ideas
- on how, why and what needs to be done to
make a better future for all young people - and
mainstream perspectives about the issues. This
last assumption is based on the premise that even
though we (Maori and Pakeha) share much in com
�on there is some basic and fundamental opposi
tion which will always be in tension (this is not to
impl • d Y a JU gement about the worthiness or other-
wise of that opposition).

It is making explicit the elements of this third 
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assumption that this essay is about. I begin with 
my own views as a Maori, but rather than trying 
to identify a Maori perspective I think it might be 
more useful ifl tried to clarify what would have a 
better chance of succeeding with Maori clients and 
what would not. 

A 
Maori is not a brown Pakeha. Maori do not

aspire to be Pakeha. Maori have resisted for 
almost 200 years incredible pressure to turn us 
into Pakeha. But we need not pretend that we are 
today what we were in the past. That is patently 
not true. But that is equally true of course, of 
everybody else - a minor detail often overlooked. 

From a Maori point of view the breakdown of 
New Zealand's economic system due to our inabil
ity to compete with international markets is as 
bewildering today as it must have been to our 
ancestors in the nineteenth century. 

They proved beyond any reasonable doubt 
their ability, motivation and capability to grasp 
the essential ingredients of capitalist development 
- that is, the production of surplus goods and
their supply for a profit to a market in need. (Harold
Miller, 1964; Tony Simpson, 1983; Elsie Locke,
1988). Maori are certainly not new to the business
ethic yet the number who are practising daily in
the business world is negligible. Why? Schools are
an important part of the reason I believe.

Basically, schools are conservative institutions 
created to perpetuate the dominant culture of the 
society. If they actually functioned to endorse the 
dominant culture of communities there would have 
been numerous schools, mainly in rural enclaves, 



that would definitely have enhanced Maoritanga. 
Some almost did but I think it was more in a ro
mantic sense than in any substantive way. 

What most schools actually did to Maori young 
people, and eventually to Maori culture, was to 
create doubt about their value as an identity for 

present and future societies. The very soul of the 

Maori was exposed and then damaged. What be
gan as a process of education turned into capture 

through schooling. The sentiment expressed viv
idly in the words of the American educational hu

manist, Arthur Combs (1981), was seriously dislo

cated in the education of Maori children. 

"One thing we know for sure; significant 

learning is always accompanied by emotion or 
feeling because learning is a deeply human, 
personal, affective experience. It is profoundly 

influenced by student self concept, values, per

sonal need, experience of challenge and threat, 

and the learner's feeling of belonging or iden

tification." 

Unfortunately, the cultural context for the 

education of Maori young people was and still is 
too foreign to them. The secular orientation legiti
mated the removal of a necessary wairua Maori. 

"The knowledge, skills and 

abilities Maori have does not 

seem to attract much attention 

from Pakeha . " 

The content of the taught curriculum was fre

quently irrelevant because it didn't build on past 

experience. The way in which the learning was 

organised, transmitted, assessed and evaluated was 

according to Pakeha norms and values. Indeed, 
cultural, social and educational discontinuity was 

and remains widespread and ingrained. 

The question is whether Tomorrow's Schools 

or the drive to raise skill levels will have a positive 

impact. In spite of Tomorrow's Skills best inten
tions I am plagued with doubts. Some of the pa

pers I reviewed seemed not to share my scepti-
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cism. 
Cheryl McLeay was basically in tune with 

the base document but with a heavy emphasis on 

'understanding people, human nature and basic 
human values'. These themes are talked about in 
her paper as though there was a consensus over 
both meaning and content of human nature and 

human values -there is not.Understanding might 
come sooner when people stop taking for granted 
other people's meanings as being similar to their 

own. 

V
ery recently I was in the company of a visit

ing Japanese-American entrepreneur who 
talked about how schools teach young people how 
to be employees, and how they continue to do so 

even when there aren't jobs about. He wanted kids 

to learn 'business' and by that be meant for them 
to use their 'street smart'. He argued that learn

ing business was using intelligence of a different 

kind than that recognised in most existing educa

tion systems. 

I have a great deal of sympathy for much 

that this visitor had to say although I will admit 

learning business had me stumped. He told us 
that the world had turned into a business: the 
church is a business, so is sport, so is education 

and so on. That too I could confirm from my own 
experience. 

What then are the chances of the Maori in 

this new world business? Not very encouraging I 

would think because schools have real difficulties 

recognising the qualities that Maori children bring 

to them. 

Linda Smith's paper raises this concern in 
several places but with powerful effect in her spell

ing out of the advantages Maori have with cul

tural continuities between themselves and the peo

ples of the Pacific and of Asia. 

In my knowledge I can recall little more than 
cultural exchanges between Maori and Asian/Pa

cific peoples and even these have been more in the 

nature of ritualistic and symbolic ceremonies than 
commercial or communicative ventures. 

Paul Callister (1990:4) in answering the ques

tion of who we will sell to, says, "We need New 

Zealanders who can speak different languages and 

who are sensitive to a wider range of cultures." I 

wonder whether we will witness the growth of 
Maori entrepreneurs and diplomats into Asia and 

the Pacific. After all, it is the Maori New Zea

lander who already has the closer cultural affinity 

and proven linguistic capacity to generate empa

thy for these peoples. Theoretically at least, Maori 
should be quicker to train than Pakeha. 

It was not by chance that I attended this 
seminar run by a Japanese businessman. I was 

aware that Japan as a nation was at the forefront 
of world economic development and was a clear 

leader in innovations related to high technology. 
What also seemed unusual, given New Zea

land's Anglo-American bias, was the way in which 
the Japanese could excel in this debatably sterile, 

individualistic, scientific and rational world while 

holding fast to the core elements of their tradi
tional cultural milieu. 

According to Chinnery (1983) the Japanese 
formula for success can be distilled down to four 
commodities: homogeneity of values, group account

ability, mutual trust and subtlety developed 
through intimacy. These elements would rest very 
comfortably with Maori norms and values so there 
have to be other reasons why Maori are infre
quent visitors to the world of business. 

T
omorrow's Skills (1990:2, 11, 12) recommends 

a course of action for "an emerging informa

tion and knowledge-based society" which Tomor

row's Schools will need to address. If Tomorrow's

Skills is the answer I think we ought to be clear 

about what the problems are. It seems to me that 

at least one of the new educational agencies has 
seized its opportunity (as they would be expected 
to) and produced a package called Tomorrow's Skills

- Your Skills (Quest Rapuara, 1991) thus carv

ing a niche for themselves in the educational re
source marketplace. 

Tomorrow's Skills sets out to capitalise on 
the shift of focus of education from cognitive, in

tellectual development as the priority to 'how-to' 

learning mainly concerned with putting informa
tion into use and promoting the application of prac

tical skills. The acquisition of knowledge is differ
ent from that of information and each serves a 
different purpose. 

How-to learning is short-term learning and 
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lends itself easily to modularisation. How-to learn

ing can multiply the available choices very quickly. 
How-to learning is easily packaged, easily organ

ised into behavioral objectives, easily assessed and, 

because of all the above, is likely to be trivial most 

of the time. 

Mike Smith's paper makes a valuable contri
bution by embedding a skills-based curriculum onto 
a wider educational development framework. If

this is a common point of view of those in manu-

"Cultural, social and educa

tional discontinuity was 

and remains widespread 

and ingrained. " 

facturing there is clearly a need for greater dia

logue between their sector and educationists. 

However, in spite of this one-sided attack on 
a skill-based curriculum emphasis, there remains 
some attractive features to it and some necessary 
reasons why there is a sense of imminence about 

the successful implementation of a behaviourist

technicist educational movement. 

Liberal approaches have promised much but 

have not delivered. Left-wing Marxist perspectives 

have produced devastating critiques about what 

is going on in education but they have not been 

able to come up with actions to match their per

spectives. 

The New Right has filled the gap revealed by 
the Marxists but their policies are diametrically 
opposed to Marxist solutions. Their ideas revolve 

around the 'minimal state', 'individualism' takes 
on cult dimensions, 'choice' is the slogan of the 

times, and 'the market' becomes the raison d'etre 

for most policies and practices. Because the mar

ket, business and the commercial world provides 

the standards by which most decisions will be meas

ured, it is not too difficult to understand its initial 

attraction in a field that seems to be plagued with 
uncertainty. 

Farquhar McKay reiterates the need for em
ployers to expect schools to prepare in students 

the skills and attitudes necessary for a "flexible 



and creative workforce" and to ensure that they 
have requisite qualifications - that is, those that are "relevant and appropriate" (to the world of industry). Business is about getting results, it's about making progress, it's about giving people what they want, it's about style and appearances, it's about being quick and sharp, it's about adapting and changing. In short, the business ethic says liberal views are too soft. for a hard world. 

The paper by Bruce Owen comes nearest to an exemplar of how education needed to respond, if a highly skilled and motivated workforce was to 
be our major resource for the future. 

"There is no reason to suspect that quality education should have a different meaning from 
the quality expected of any other product or service." 

There is a giant queue of people in the education business who would take Mr Owen to task on that sort of reasoning. Liberals will probably pre
fer 'a soft. world' to a canned and packaged world most times. 

The paper by Keith Huntington is a more liberal interpretation of Owen's paper but is nev
ertheless in a similar tradition. 

I haven't the space to elaborate or argue some of the assertions I've made but I am concerned 
that market philosophies and practices at least in the short term will be very attractive to a significant proportion of Maori people. 

Should they take this path, I believe that in 
10 to 15 years' time their social power, as a people, will be totally replaced by an elite Maori middle class. This cohort will be distinguishable from their 
non-Maori brethren on one count only and that will be the fact that they will have one more choice than any Pakeha - they will be able to claim a 
Maori whakapapa. 
A re the power and control problems, that the 

Maori continue to face, stemming from the 
fact that they are Maori? Does their culture in 
some way inhibit them from being able to fully integrate with the Pakeha? Are the problems Maori 
face really the result of the dominating influences 
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of western civilisation and the Pakeha cultural interpretations of those roots? Are we focusing on the wrong elements and would it be more productive if we looked at features of social class rather than ethnicity? Is racism at the heart of the problem? 
I will briefly explain two arguments then revisit the New Right ideology before concluding this es-

"The only way for Maori to be 

part of the new world 

'business' is for them to be 

part of the 'new world'." 

say. Here is one version of the social class/ethnicity debate. The struggle of the working class is with the middle class. Working classes are supposed to believe in the 'trickle down theory'. In crude form, 
the argument is that when middle class aspirations are satisfied then the working class can expect to profit. When the middle class is benefiting, 
some of that advantage will trickle down to the working class. When the working class is satisfied, then Maori communities will also benefit. 

However, in the struggle for power and con
trol, even if the working class became completely absorbed into the middle class, Maori communi
ties would still be left. to catch anything that trick
led down. In general, the Maori community views the 
struggle of the working class according to this dia
gram. 
Historical 

Middle class 
Working class 
i i 

Maori community 

'trickle down theory' 

The Goal 

Middle I Working
class class 

t i 
Maori community 

Benefits are also likely to include the infor· 
mation, knowledge and skills necessary to be able 

to take advantage of the benefits of a future soci
ety. 

L et me illustrate the cultural difference ques
tion which I raised in the first of the power 

and control problems.
I thought the paper by Sandy Callister was a strong plea to focus on "the now", to begin from 

where we are, about present realities. For a Maori, this is a sensible assurance which is consistent 
with the only other time we can know, and that is the past. Cultures which treat the future as a 
known do it to have power and control over the future. That idea does not sit comfortably with 
most Maori. If I can paraphrase once again our visiting Japanese speaker, he touched on an element of 
cultural bias which is certainly not a new one in 
Maori circles. It is about attitudes to money. 

Maori like to accuse Pakeha of being moneygrubbing: of doing anything to get lots of it; of squirrelling it away; of revering the mighty dollar 
and other such negative connotations. Our visitor said money is not an evil. Cultures that treat it so are under a misapprehension. It's like holding a pencil responsible for writing nasty words. The same pencil can also write a love poem. Only people can be good or bad and it is our culture being transmitted to our young where value is placed on objects. 

The point of view is decidedly naive, albeit plausible. For too long have we listened to victim
blaming excuses like unemployment being the fault 
of'dole-bludgers', the crisis of crime because of the absence of discipline in the home, Maori under
achievement because of negative peer pressure, 
etc. Korndorffer (1988:224) says this about transition education: 

'The crisis of youth unemployment is not that of'skills', 'qualifications' or 'adaptability' - it is a 
� crisis in the reproduction of the 'work ethic', 'workhabits' and 'disciplined attitudes' in young peopleand it is this crisis that the state attempts to resolve at the ideological level by the provision oftr ·t· ansi ion education programmes."

Now there is a very simple explanation why 
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some cultures appear to devalue certain objects while other cultures appear to almost worship the very same objects. Value is likely to have something to do with familiarity, with availability and with utility. Money is a manifestation of wealth. Maori people 
basically have neither money nor wealth. 

The knowledge, skills and abilities Maori have does not seem to attract much attention from Pakeha even when such commodities are reason
ably available. Non-reciprocity is in itself good enough rea
son why many Maori won't allow themselves to value what those in power and control say must be valued. Gwen Gawith's contribution seemed to outline a kind of critical pedagogy in the Freirian 
tradition, but there were too many concepts left. 

"What most schools did to 

Maori young people was to 

create doubt about their value 

as an identity for present and 

future societies." 

unexplained to convince me that her critique was indeed a genuine one. Focusing on cultural differ
ences can do everything except change power re
lations and it is at this point that the New Right 
will make a real contribution to Maori-Pakeha re
lations. I doubt it will be in line with their anticipations but it will be their policies which will permit an articulation of the roots of Maori discon
tent, and those roots are central to New Right philosophy. The only way for Maori to be part of the new world 'business' is for them to be part of the 'new world' and that will only happen when what they 
have to offer it is first of all accepted and, perhaps 
in time, valued. 

I was fascinated by Graeme Currie's interpretation of the education/schooling differentia
tion, his statements about distributive justice, and 
his argument about paradigm shifts. Currie at least 



0 

argued with the new ideology and reflected on his 

experience of the old ideology. I entered into a 

dialogue with his ideas because they made me 

think. 

I wonder what skills were called to task in 

this exercise and what training took place over 

what period and how I should decide whether some

one succeeded or not and how we would know ... 

References 

Callister, Paul, Tomorrow's Skills, New Zealand 

Planning Council (Revised Ed.), 1990. 

Callister, Sandy, "Movers and shakers in 1991", 

1991, Response to Tomorrow's Skills, 1991. 

Chinnery, Peter, "Educational Accountability in a 

Changing Community: An Attack on Mindless

ness", Paper presented to Third NZEAS Confer

ence, Auckland Teachers' College, 1983. 

Combs, Arthur W., "Humanistic Education: too 

tender for a tough world", Phi Delta Kap pan 62 

(6): 446-449, February, 1981. 

Corson, David (Ed.), Education for Work - Back

ground to Policy and Curriculum. 

Currie, Graeme, "Management for change", Re

sponse to Tomorrow's Skills, 1991. 

Gawith, Gwen, "Education today: bandwagon, 

bandaid or beacon?", Response to Tomorrow's 

Skills, 1991. 

Wally Penetito 

Huntington, Keith R., "Forward- to the new 'ba

sicsm, Response to Tomorrow's Skills, 1991. 

Korndorffer, Wanda, "Vocational skills training in 

Transition Education - Successful practice in 

NZ?", In Corson, D. (Ed. 1988: 221-231). 

Locke, Elsie, Co-operation and Conflict (pp.6-7). 

McKay, Farquhar, "Education and industry in 

partnership", Response to Tomorrow's Skills, 1991. 

McLeay, Cheryl, "Service and interpersonal skills", 

Response to Tomorrow's Skills, 1991. 

Miller, Harold, The Invasion of Waikato (pp.9-14). 

Owen, Bruce, "Towards a quality education sys

tem", Response to Tomorrow's Skills, 1991. 

Quest Rapuara, Tomorrow's Skills - Your Skills, 

1991. 

Simpson, Tony, "What Happened 

Rangiaowhia?", (pp.1-2). 

at 

Smith, Mike, "Manufacturing skills - for the glo

bal economy", Response to Tomorrow's Skills, 1991. 

Smith, Linda Tuhiwai, "A curriculum for educa

tion - not assimilation", Response to Tomorrow's 

Skills, 1991. 

Wally Penetito is descended from Ngati Haua, Ngati Raukawa of Tainui. All his formal schooling was 

done in the Matamata District. He trained as a teacher at Ardmore Teachers' College and is a graduate 

in education and sociology from Massey University. Wally did a year's post-graduate study at the 

University of London. He spent five years in Auckland as a senior education officer for the Department 

of Education. He has also taught education at Waikato University. At present he is manager develop

ment, in the Education Review Office. Wally is a frequent presenter at conferences in all areas related 

to Maori Education. He and Sheena have a grown-up family of three. 

60 

Kindly donated for permanent loan to the 

James Duncan Reference Library 
by 

Peter Rankin 




