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ABSTRACT:  

The literature suggests that philosophies, worldviews and approaches
of indigenous cultures may be key to an urgent shift in paradigm
towards holistic ethics, attitudes, values and behaviours essential for
an ecologically sustainable future, if not humanity’s survival.
This thesis presents an empirical study engaging a grounded theory
methodology (Glaser & Strauss, 1967) that investigated how
‘environmental education’ (EE) or ‘education for sustainability’ (EfS) or
its equivalent, is conceptualised, understood and practiced within
Māori culture. This research sought to identify ways in which
understandings and approaches informed by Māori culture might help
address epistemological and pedagogical gaps in mainstream EE
and/or EfS.
Sixteen questions were posed during face-to-face (kanohi ki te kanohi)
interviews with 14 tāngata whenua (people of the land) participants, 7
male and 7 female, representative of hapu and iwi throughout
Aotearoa-New Zealand.
The findings of this research indicate that the ultimate goals of Western
perspectives of EE/EfS underpin Māori cultural perspectives of
learning, attitudes, values and behaviours. An intrinsic,
holistic epistemology and pedagogy for EE/EfS informed by Māori
culture has emerged in the context of Aotearoa-New Zealand, which
addresses key epistemological and pedagogical gaps identified in
mainstream Western EE/EfS literature.
The epistemology for EE/EfS informed by Māori culture that has
emerged from this research and is presented in this thesis is
fundamentally different from mainstream Western models. Rather
than EE/EfS ‘in’, ‘about’ and/or ‘for’ the environment, all living and
learning informed by Māori culture is understood to occur ‘as’ or ‘as
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part of the environment’. Pedagogy arising from this epistemology
informed by Māori culture includes a clear, engaging and relevant
(Sauvé, 1999) purpose for holistic education and learning that is
focused upon equipping individuals and communities with
knowledge, values and skills for life: for survival, resilience, wellbeing, and continuance. The key objectives for learning are individual
and community well-being and resilience. A flexible curriculum
informed by Māori cultural values, as articulated by participants in this
research, arises from a base or framework of core life-skills embodying
EE/EfS. Synergies are identified with the National Curriculum
(Ministry of Education, 2007a), Action Competence theory (Jensen &
Schnack, 1997), and the Enviroschools Programme (Enviroschools, 2013),
with potential. A conceptual model illustrating the epistemology and
pedagogical framework is presented and explained. The nature,
purpose and objectives of the emergent epistemology and pedagogy
embody community resilience.
Further it has been found that meaningful integration of principles and
values informed by Māori culture in EE/EfS guidelines and policy (e.g.
Eames and Chapman, 2008) is not workable so long as such guidelines
and policy are founded upon mainstream Western perspectives and
assumptions. This research concludes that meaningful integration of
mainstream Western perspectives upon holistic frameworks would be
workable – particularly in a progressive transitional process.
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GLOSSARY  OF  KEY  MĀORI  TERMS  
This study is centred in Aotearoa-New Zealand, where Māori are tāngata
whenua and te reo Māori is the indigenous language. It investigates Māori
perceptions of Western concepts and constructs and, conversely attempts to
frame Māori perceptions, understandings, concepts and constructs in a way
that is accurately conveyed for Western understanding. It would therefore be
useful for the reader to become familiar with and have ready reference to,
meanings of Māori terms employed in this thesis.
Ako

‘to teach and to learn’ - reciprocal learning (Bishop, 2003,
p. 227)

Atea

space

atua

usually translated as god but, more correctly, ancestors
whose mana is extant, usually in a specific domain

hapū

sub-tribe

hau

the vital essence of mankind, obligation to reciprocate

hau ora

the first breath imbuing life

Hawaiki

traditional homeland

Hineahuone

the first woman created from clay by Tāne

iho

umbilical cord

iwi

major tribe

kai

food

kaihaumi

one who is without manawhenua, who takes resources
without authority

kaitiakitanga

stewardship

karakia

invocation/prayer

koroua

old man

kaumātua

elders

kaupapa

philosophy, way of thinking, strategy or rationale

kawa

correct procedure or way of doing things

kuia

old lady

kutai

mussel Perna canaliculus

mahi

task, undertaking or activity

mahi kai

food harvesting/preparation
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mahinga kai

place where food is obtained

mana

prestige or power implanted by atua in all things

mana moana

equivalent to mana whenua as it applies to the sea and its
resources

mana tāngata

power acquired by an individual according to their
ability to develop skills and gain knowledge in particular
areas

mana whenua

the right to harvest, or make decisions over, resources in
an area

Mana whenua/Manawhenua the people who hold the mana whenua
marae

meeting area or focal point of a community

mātauranga Māori knowledge and values
mauri

life force or essence, the life principle / conduit by which
the mana of ancestors may draw near

mauri ora

state of conscious life

ora

alive, well

oranga

health, welfare

Papatūānuku

The Earth mother

pou

upright post, support, pole

poroporoaki

farewell

ngārara

insects, creepy-crawlies, reptiles

noa

free from sanctions (relative to tapu)

nohoanga atua

resting place of atua (often equivalent to mauri)

rāhui

to restrict access

rangatahi

modern youth or a new fishing net

Ranginui

The Sky father

rangatira/rakatira person of chiefly rank
rohe

tribal or hapū territory

rōpūtanga

the ways of working together as a group or society

rūaumoko

atua with domain over earthquakes

taonga

treasured thing

Tāne-mahuta

atua of the forests and birds

tāngata whenua

people of the land/the people belonging to a locality

tangi

a funeral, to mourn/lament

tapu

involving sanctions, similar to being ‘sacred’
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Te Ao Hurihuri

The world of confusion

Te Ao Marama

The world of light and enlightenment

Te Kore

The nothingness or void or the ‘great potential’

Te Po

The darkness or the night

Te Taiao

The universe and world, or everything that is nature, of
the ‘now’

tikanga

correct way, rule

toheroa

shellfish

tohunga/tohuka

expert, especially in ritual

tuakana

older brother (of male), older sister (of female), senior,
cousin

tupuna

ancestor, grandparent

turangawaewae

home turf; place of belonging and familiarity

tutu

to learn by a process of trial and error

urupā

cemetery

wāhi tapu

sacred place

wairua

spirit, soul

wānanga

series of discussions, learning, occult science

whakapapa

genealogy

whakataukī

proverbs

whānau

family

(Williams, 2004; Williams, 1957; Ryan, 1997; Whangapirita et al, 2003)
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LIST  OF  ABBREVIATIONS  

BOT

Board of Trustees

DSP

Dominant Social Paradigm

EE

Environmental Education

EfS

Education for Sustainability

IEEP

International Environmental Education Programme

M.f.E.

Ministry for the Environment

M.o.E.

Ministry of Education

NEFS

National Education for Sustainability

NGO

Non-governmental Organisation

RMA

Resource Management Act 1991

UN

United Nations

UNCED

United Nations Centre for Environment and Development

UNEP

United Nations Environment Programme

UNESCO

United Nations Education, Science and Cultural Organisation
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INTRODUCTION     

1.1

Introduction  

  

  

  

  

Māori are the indigenous peoples, the tāngata whenua (people of the land) of
Aotearoa-New Zealand. This thesis is the product of a journey by a pākehā
(an Aotearoa-New Zealander of European descent) seeking to learn from and
understand perspectives, understandings and values of Māori culture. As
such I believe it is appropriate for me to position myself in context of what I
understand of kaupapa Māori.
Accordingly in this chapter I will first introduce who I am, where I come from
and how I view and approach the task of researching and writing this thesis. I
will explain why I believe this study is necessary and important, before
describing what is laid out and discussed in this thesis, how, why, and in
what order.
With respect, the following narrative introduces myself and contextualises my
position as the researcher in this research. It displays the sources of my
inherent bias, as is appropriate in the ways of science. It also respectfully
substantiates my identity, perspective and qualification to speak on issues
addressed in this thesis, as is appropriate to the ways of Māori.

1.2

Mihi:  Where  I  Stand  

Ka taki te karearea, ka taki te kea, ka taki hoki au! Ti hei mauriora!
(The falcon cries, the kea cries, I also cry out: behold there is life!)
I have become familiar with and have great respect for what I understand of
Māori culture, and have received gifts of insight and wisdom in many forms,
including exposure to whakatauki passed to me by Dr. Hauiti Hakopa and
also by Abraham Witana, to help my understanding of “ . . . the qualities of
modesty and humility in a person . . .” that are valued within perspectives
informed by Māori culture:
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Ehara te kumara e korero mo tona ake reka
(The kumara does not boast of its own sweetness)
(Dr. Hauiti Hakopa, 2011, p. 2)
I recognise, understand and respect the caution in this whakatauki conveyed
to me by these gentlemen, regarding the honour of knowledge from within
the inner sanctums of various iwi being shared with me, a pākehā and
outsider – something the whakatauki cautions against. I am humbled.
I belong to the hills, mountains, grasslands, forests and lakes of Central
Otago. The mountain ranges I anchor my travels to are known as Leaning
Rock (Haehaeata), The Old Man Range (Kopuwai) and behind them, from
where I stand, the Remarkables (Tupuaenuku). I am pākehā, and fortunate to
be son of Colin and Esther, fantastic parents, both of whom are respected
teachers. I am brother to Bruce and Trudy-Jayne, father of Louis, Wilson and
Tim, and partner to Hana. This is where I stand.
Many decades ago, at age 13, I was up to my armpits in 44 gallon drums of
245-T solution, ‘dunking’ the root bundles of hundreds of sapling fruit trees,
in preparation of planting. My then next door neighbour and weekend
employer had demonstrated, bare-armed and T-shirted, with cotton pants,
how to “get it right down in there”, breaking up bundles of saplings and
plunging and splashing individuals, twos and threes deep into the mix. It was
never discussed as to what the substance was. No protective gear was offered
or even likely considered as perhaps necessary; it was not uncommon for
spray-gear to be never-washed cotton overalls and a towel hat, in those days.
I was young, trusted adults on the assumption that they ‘knew stuff’ and was
keen to prove myself a hard worker and, as was valued in my community, a
‘hard man’ – unperturbed at a little chemical wetting. I got ‘stuck into it’.
I am now 50 years of age. Since my twenties, I have carried ‘lumps’
throughout my body. Every two years, these lumps are counted, measured,
mapped, stuck with rather nasty hollow needles and biopsied. At last count
there were 62. So far all have proven benign; including the two that were in
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doubt and were removed. It is a painful routine, one I stick to religiously, and
have shared with many of the ‘kids’ I grew up with or who came from the
same area or similar communities. I say ‘shared’ in the past tense because
many of these people, my friends, neighbours, acquaintances and their
children, have ailed and died: cancers, mostly. Why is this? What might
explain my lumps, the rampant cancers in my country community - a not
uncommon story amongst agricultural and primary industry communities in
Aotearoa-New Zealand?
245-T, or 2, 4, 5-trichlorophenoxyacetic acid (Dwernychuk et al., 2002, p. 118)
is a synthetic auxin; an artificial hormone that stimulates and/or regulates
plant cell activity and growth. Its hormonal nature stimulates such rapid
growth of cells that the plant self-destructs. 245-T was widely used in orchard
establishment, and similarly throughout society, since the early 1950s as a
‘root-dunk’ pre-planting treatment for saplings and for weed control, up until
the late 1980s in Aotearoa-New Zealand. 245-T is more commonly known as a
weed-spray and defoliant, and one of the ingredients in the infamous ‘Agent
Orange’ used in the Vietnam War. Like many substances widely and
wantonly applied for agricultural, domestic and other developmental
activities whose harmful effects upon humans have been retrospectively
proven and accepted, 245-T is now a globally banned substance. 245-T is
acknowledged to be linked to serious negative health effects and ecological
damage (Dwernychuk et al., 2002, p. 118), and is linked to cancers in humans1
(Dwyer & Flesch-Janys, 1995).
245T is just one of all manner of toxins, contaminants and questionable
practices I have been exposed to in work and everyday life, producing food,
eating, in medical treatment, in building houses and amenities and in living
and working in the same, and in controlling plant, insect and animal
populations indoors and out. The abundance and nature of recollections of
personal examples literally gives me the chills; birds as big as magpies
pecking fruit, deliberately poisoned with dioxin, toppling instantly and
dying; my Labrador’s and my ears, eyes and lips swollen closed up as though
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PAN Pesticides Database, retrieved on 15 June 2012 from
http://www.pesticideinfo.org/Detail_Chemical.jsp?Rec_Id=PC34514
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stung by a swarm of bees after wading a flooded river lined with recently
245T-poisoned willow stumps; road maintenance crews dressed in shorts,
soaking roadsides and river-banks in various herbicides; waterfowl dying
within hours of landing on certain arsenic-oxidisation ponds; a water desalination plant built on the site of a ‘incident’-troubled nuclear power
station2; and on and on it goes. I do not believe my experiences are unique;
rather they are more likely a snapshot of the reality of the accepted and
generally unthinking attitudes, values and behaviours of Western society
interacting with the whenua of ‘Clean-Green’ Aotearoa-New Zealand and the
Earth in general. Such incidents are so common that we don’t even notice
them or think about them, and if we do: ‘she’ll be right, mate’! My shifted
awareness and horror at the simple logic of ‘cause and effect’ in what I have
seen, has stimulated my drive to do something about it – particularly as father
to three beautiful children.
David Orr (1992b) has described an environmental educator as being by
necessity “a specialised generalist”. This makes good sense to me and is what
I have sought to become.
I hold several qualifications, each of which consolidate my position as an
educator, covering education and teaching, parks and amenity design,
wildlife conservation management, adult literacy and numeracy tuition,
Antarctic studies and environmental education.
I bring to this research a range of perspectives that result from experience in a
wide range of capacities outside of academia. I have lived much of my life in
the high country and the bush of the South Island, mainly in Central Otago,
yet there are few places on the whenua of Aotearoa where I have not trodden
in one capacity or another. As an educator, I became very aware and
concerned at, not only my own early work-life and health journey, but also an
apparent lack of educational curriculum and content that sought to engender
healthy attitudes, values and interactions with the environment amongst
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Digges, C. 2011. Small-scale US Nuclear Reactor blamed for spiking Cancer Rates, Casting Pall over Russia’s
FNPP Fetish. Retrieved on 18 June 2012 from
http://www.bellona.org/articles/articles_2011/McMurdo_leaks;
http://www.newsnet5.com/dpp/news/local_news/investigations/classified-documents-turned-overrelated-to-leaking-mcmurdo-nuclear-plant-and-cancer-claims
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learners and amongst society in general. I had also become increasingly
aware, literate to and alarmed at, wide-spread examples of self-harming and
environmentally damaging attitudes, values and behaviours that had become
‘the norm’, and of clear signs of accelerating environmental contamination
and degradation in all areas of the built and natural landscapes in which I
was working and recreating. It appeared to me then that a majority of people
around me were, to a greater or lesser extent, oblivious or ignorant of,
uncaring, accepting of, or misguided and an active agent in, compounding
environmental decline. It horrified me that I was implicit in this. I returned to
University and postgraduate study in 1996 in order to learn more and to try to
do something about it.
My research for my Master’s degree dissertation (McKay, 1998) explored
individual definitions, understandings and practices of environmental
education of twelve environmental educators in Canterbury, New Zealand,
and compared these with the Ministry for the Environment’s (M.f.E., 1996)
description of environmental education. The literature review (McKay, 1998)
identified:

•

an urgent need for humans to change the way in which they interact
with the environment, altering the dominant social paradigm (DSP),
through environmental education;

•

confusion regarding definition of environmental education, diverting
attention from the mission of achieving change;

•

that beyond fragmented efforts, little had been done in Aotearoa-New
Zealand towards environmental education;

•

a lack of government support in the form of coordination, training,
guidance or networking;

•

a [then] proposed national strategy for environmental education yet no
environmental education policy (effectively ‘a cart before the horse’);

•

official documents that reflect a problem-based DSP, based on an
anthropocentric, Judeo-Christian ethic of stewardship of the Earth;
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•

that ecocentric philosophies were agreed to be more appropriate for
the foundation of proactive, vision-based approaches to environmental
education.

Results of the study (McKay, 1998) indicated that most descriptions of
environmental education and its practices by environmental educators were
anthropocentric and problem-based. While no descriptions were ecocentric,
some were transitional: leaning towards ecocentric perspectives and
understandings. The conclusion of the (1998) Master’s dissertation
recommended research to clearly identify a shared vision of the probable,
possible and preferred environmental futures for Aotearoa-New Zealand, so
that the objective is commonly agreed, understood and valued, and so that a
strategy can be mapped, with contingencies, of how to ‘get there’. It
concluded that a strategy without a policy based on a clear vision and mission
is directionless.
I spent several subsequent years attempting to make meaningful changes in
schools, government agencies and corporates. There is a saying about brick
walls and foreheads that sums up my experiences in this direction.
An invitation was extended, in 2007, by iwi representatives for my two
children and I to participate in a rōpū, consisting of New Zealanders
representative of each generation, to the United States to meet with First
Nations representatives to discuss how the peoples of the Earth might work
to together towards a common future. I became involved with the
Environmental Risk Management Authority’s (now the Environmental
Protection Agency’s) National Iwi Network, Māori communities and
community groups, such as Sawmill Workers Against Poisons (SWAP). These
interactions established relationships with Māori representatives and
kaumātua throughout Aotearoa-New Zealand, and so insights into alternative
perspectives, attitudes, values and interactions amongst people, communities
and the Earth. It began to dawn on me that maybe if everyone shared such
understandings and perspectives as those embodied in Māori and other
indigenous peoples’ cultural understandings, the Earth may far more likely be
well. I began to speculate that perhaps a solution to the mounting human
crisis might lie in indigenous understandings – and perhaps always has?
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These experiences, with the observations, ponderings and questions that have
consequently arisen, set me on this particular journey.
The opportunity to spend what has become more than 5 years researching a
PhD thesis has given me a chance to revisit the literature to ascertain the
reported state of and situation around the well-being of the Earth, and what
progress has been made in shifting attitudes, values and behaviours in the
fifteen years since the scrutiny of my last research, between 1996 and 1999.
My initial review of the literature has established the starting points of this
research, and is presented in Chapter 2 of this thesis.
I have been increasingly confronted with the alarming realisation that, in
reality, much of what was observed during my 1998 study remains
unchanged. Little has yet been undertaken or achieved that is likely to
contribute to a meaningful shift in attitudes, values and behaviour - a shift in
the dominant mainstream perspective - towards ecological sustainability
within Aotearoa-New Zealand or perhaps in the wider world. My initial
review of the literature indicated that most attempts at environmental
education have been (and continue to be) prescribed and delivered from
within the Western perspectives and values that are the very cause of the
situation: from a reductionist, problem-based perspective as ‘snippets’ of
information delivered as a topic that is an add-on to the curriculum (Coyle,
2005). This observation seems to me to defy logic.
Reflection upon what I had read in my initial review of the literature and
upon what I had learned from my experiences as an educator and in other
roles in my diverse career, and particularly from my interactions with Māori
individuals and communities, led me to hypothesise that the sorts of thinking,
valuing and behaving that are needed are potentially embodied in Māori
culture. I set out to investigate this further. The process of researching this
thesis has given me the chance to take my personal understandings and
experience into dialogue with both wider literatures engaging with these
issues and with an inspiring group of actual practitioners of embodied,
indigenous environmental learning. The following chapters trace my
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intellectual journey into a deeper engagement and understanding of the
potential future of environmental education in Aotearoa/New Zealand.

1.3

Rationale  and  Purpose  of  the  Research  

This thesis is partly a response to critical gaps identified in the initial review
of the literature regarding the adequacy of human response to the escalating
global human-environmental crisis: firstly, that despite fifty years of efforts,
particularly through environmental education and/or education for
sustainability, no meaningful changes have been achieved, and; secondly, that
holistic cultural epistemologies and pedagogies that are potentially key to
achieving such urgent paradigm shifts are not considered, understood or
included beyond episodic interpretation and integration within Western
frameworks.
The overarching gaps identified in this research’s reflection following review
of the international literature are:
1. a need to recognise, agree and accept that the necessary shift of
mainstream ways of thinking to holistic positions cannot be made
using contemporary technocentric mainstream assumptions and
frameworks (see such as Cullingford, 2004; Van Eijck & Roth, 2009);
2. a need to identify an appropriate holistic framework, pedagogy and
strategy for transition;
3. a need to commit to and comprehensively engage the appropriate
holistic framework, pedagogy and strategy.
Several scholars, including Te Aue Davis (1991), Michael King (2003) and Jim
Williams (2004), have argued that Māori had developed an environmental or
‘conservation’ ethic, a culture and way of kaitiakitanga (guardianship) that
facilitated the survival and well-being of the tāngata (people) and whenua (all
that is the land) in Aotearoa-New Zealand prior to the arrival of Europeans.
There is abundant evidence that to a greater or lesser degree, this
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conservation ethic and connection with the whenua persists amongst Māori
(Davis, 1991; Williams, 2004). The literature highlights that such an ethic is
lacking in the mainstream Western worldview, and despite an increasingly
evident urgent need (see, for example, the likes of Aronson et al., 2010;
NAAEE, 2011a), efforts at establishing strong eco-ethics throughout the
national and global community have been frustrated or ineffectual (Bolstad et
al., 2004a; Eames & Chapman, 2008; Coyle, 2005). A key observation in the
literature is of disconnectedness and environmental illiteracy in Western
society (Campbell, 2001; Coyle, 2005), including amongst much of
contemporary Aotearoa-New Zealand’s society (Bolstad et al., 2004).
Conversely, understandings of connection, inter-relatedness and
interdependence and transferral of such concepts continues amongst many
Māori (Durie, 2001; Panelli & Tipa, 2007; Royal, 2007). It makes sense to
identify why this is and how it occurs so that the gaps in educational
understanding and practice affecting human-environment perceptions,
attitudes and values, interactions, relationships and well-being may be
addressed. Evidence suggests that only once these things are achieved may an
environmentally literate and responsible society be realised (Coyle, 2005;
NAAEE, 2011a), with a hope of achieving a sustainable lifestyle and common
future for humanity (Campbell, 2001).
A gap identified in the literature is an understanding and appreciation of
environmental connections, inter-relationship and inter-dependence of living
and non-living things (Aronson et al., 2010; Campbell, 2001; Lautensach, 2003;
Oats, 2001). Few, if any, Western perspectives allow these understandings
(Porritt, 1991; Fien, 2001). Perspectives of indigenous peoples throughout the
world require a basic and intimate understanding of humanity as just one
inter-connected and inter-related part of the environment in which a specific
people survive and depend upon for survival – in many cases proven over
several thousand years (Suzuki et al., 2007; Turner 2005). The recovery of this
omission through education and a shift in worldview is key to humanity’s
survival and sustainability (Aronson et al., 2010; Fien, 2001; Lautensach,
2003). Leaders in raising awareness amongst the global community of the
current global environmental crisis strongly suggest that indigenous
perspectives, understandings and appreciations of inter-connection inter9  
	
  

relationship and inter-dependence, such as within a Māori worldview, may
be key in addressing the common issue of environmental futures and
survival of humanity (Campbell, 2001). As Williams (2011, p. 10) suggests of
Māori:
All peoples, on earth, have made their environmental errors but it is
instructive to focus on a group who seem to have learned from theirs
and modified their society accordingly.
and:
As society developed, lessons continued to be learned, contributing to
an improved knowledge base. Appropriate management strategies
were adopted as a consequence, leading to emergence of a genuine
conservation ethic. This eventually became reflected in the very fabric
of society, and was supported by the expression of key spiritual values
such as mana, and tapu.
It therefore makes good sense, in the context of Aotearoa-New Zealand, to
examine and understand not only the general Māori worldview, but also how
Māori perceive and understand what is aspired to in the Western worldview
as environmental education, and how such awareness, knowledge,
understanding, connections, attitudes and values, skills, participation and
motivations are transferred so effectively. Such understanding may lead to
the identification, possible adaptation and/or development of an educational
approach that helps bridge the gaps between the current DSP and survival, if
not sustainability. The preceding paragraphs of this section describe the
rationale of this research.
1.4

Research  Purpose  

The purpose of this thesis is to identify ways in which understandings and
approaches informed by Māori culture might help address epistemological
and pedagogical gaps in mainstream environmental education and education
for sustainability.
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1.5

Research  Objectives  

There are three objectives for this research:
a. To investigate, identify and describe how ‘environmental education’ or
‘education for sustainability’ or its equivalent in Māori culture is
conceptualised, understood and practiced amongst Māori of AotearoaNew Zealand.
b. To identify and describe strengths and opportunities that may be
adopted, adapted or otherwise inform appropriate and meaningful
integration of Māori understandings in environmental education
(education for sustainability) policy and practices in Aotearoa-New
Zealand.
c. To explore ways in which epistemology, pedagogy, tools or
perspectives informed by Māori culture might help address gaps in
environmental education (education for sustainability) epistemology,
pedagogy, policy and programmes the context of education and
learning in Aotearoa-New Zealand.
In order to meet these objectives, this research addressed the questions
described in the next section of this chapter.

1.6

  Research  Questions    
1. How is ‘education for sustainability’ or ‘environmental education’ or
its Māori equivalent, conceptualised, understood and practiced and/or
facilitated amongst New Zealand Māori and within Māori cultural
perspectives?
2. How are key concepts within the constructs of ‘education for
sustainability’ and ‘environmental education’ perceived and
understood amongst New Zealand Māori and within Māori cultural
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perspectives, and how does this affect their perceptions of the
constructs?
3. What is the relationship between people and the environment and how
does this affect Māori perceptions, understandings and transfer of
knowledge relating to the environment and to a conservation ethic?
4. What can be learnt and gained from Māori cultural perspectives for
education of communities and society towards ecologically sustainable
lifestyles and practices in Aotearoa-New Zealand?
1.7

Methodology  

This study was undertaken using qualitative research methods, mainly in the
form of in-depth interviews and analysis using ‘grounded theory’ (Charmaz,
2006; Glaser and Strauss, 1967) and Berg’s (2004) model of a ‘spiralling
research’. Other methods have included a review of the literature and
comparison of education and environmental education research, policy and
practice, as well as environmental literacy, in other countries. These methods
and their application are described in Chapter 5 of this thesis.
In the process of this research I have drawn upon my own experiences as a
teacher, environmental educator, researcher and citizen, and upon an initial
review of international and Aotearoa-New Zealand literature to reflect,
consider and identify a problem, as well as the starting points and initial
theories that informed the first stages of this research. I then researched and
designed a methodology appropriate to the research’s nature and scope.
A group of fourteen tāngata whenua who are tohunga (expert), kaumātua
(male or female elder), matua (male adult), whaea (female adult) rangatira
(chief), kaitiaki (guardian) or individuals otherwise representative of hapu or
iwi from throughout Aotearoa-New Zealand, participated in interviews
during this research. Seven participants were male; seven female.
During the process of analysis of the interview data from participants in this
research further theory was developed, which was tested against the
literature and further analysis of the data in a spiralling (Manning, 1986)
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action research process (Gloster, 2000), which has resulted in new theory and
a new model grounded in the research.
This qualitative research approach has enabled an exploration of Māori
cultural and personal experiences and perspectives, values and beliefs in a
culturally appropriate manner.
1.8

Statement  of  Limitations  

Every research is limited by an array of influences and variables. It appears
rare for these to be comprehensively acknowledged in statements of
limitation that qualify research, such as this which is surprising given the
supposed objectivity of the contemporary reductionist scientific approach to
investigation. Researchers so often appear to forget to stand back and
intimately examine the frames of reference from which they posit reality
beyond the conventionally acceptable.
In the context of convention, this research has a number of apparent
conventional limitations including temporal, financial, logistical, geographical
scope, social, cultural, linguistic, religious, conceptual, inter-personal,
intellectual, philosophical, methodological, epistemological, pedagogical,
which are acknowledged here.
As with all research projects, this study was restricted by limited time and
resources. The sample size, type and its geographical distribution raised
significant difficulties in logistics in and around events of busy people’s lives,
including illness and tangi, taking priority and frustrating opportunities for
participation by many enthusiastic and generous participant tāngata whenua
throughout the country. Thirty-two enthusiastic and generous potential
participants agreed to take part in this research; of those, for one reason or
another, only fourteen participants were able to be interviewed.
A major limitation of this research is that I am seeking to interpret and
integrate Māori participants’ perspectives and understandings of taha Māori,
kaupapa Māori and mātauranga Māori without using Māori-focused
methodologies. As a pākehā using pākehā methodologies to interpret and
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integrate a robust representation of those Māori participants’ perspectives
and understandings of taha Māori, kaupapa Māori and mātauranga Māori, at
least a degree of alteration is inherent in translation from one culture to
another due to there often being no matching constructs and concepts from
different worldviews and understandings of what is possible or impossible
(Hart, 2010). For example, for a person with a worldview informed by Māori
culture, the Earth is Papatūānuku and a direct ancestral relative of female
gender, just as to a person with a worldview informed by Christianity ‘Jesus’
was the son of God who is the creator of all that is as it is, and as to a pure
scientist the universe or ‘all that is’, is part of a perpetually changing accident
of chance.
A further limitation in this vein is that the construct of ‘Māori’ is historically a
recently emerged descriptor of the collective iwi (tribes) of a society whose
pre-European culture was iwi-based, locally referenced and environmentally
responsive (King, 2003, p. 77). As a result of this, different iwi and sometimes
different hapu (sub-tribes) have different understandings, dialects and
descriptors (ibid., p. 79). In other words, there is no one prescriptive ‘Māori’
set of understandings and approaches (Williams, 2004). While there are
overarching and common perspectives such as in the example of Māori
cosmology, there are different versions in the telling that are characteristic of
different iwi and hapu (King, 2003; Williams, 2004). In the context of this
research and how it has been designed and conducted, this has meant that a
flexible and adaptive method and approach has been necessary to
accommodate related variations in what has otherwise been presented as an
essentialised Māori worldview.
Identifying individuals in the Māori community who have mana in this (or
any) area can be difficult: people of influence or position are not promoted or
advertised or made public outside of hapu or iwi other than by reputation.
Often it is difficult for an outsider and even for younger members of an iwi,
trying to gain insights into traditional ways and reasons for particular kawa,
to ascertain who best to speak with and how, and then to understand what it
is that they have been told. Further, as explained in the first section of this
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introduction in relation to humility, it is not tika (correct) for individuals to
self-promote, and not all information is for sharing.
I have learnt that kaumātua often talk in esoteric ways, protecting information
with cryptic deliveries so that only the initiated or those who are ‘ready’ to
receive the true meaning, actually understand. It has been necessary to find
appropriate opportunities to ask a senior kaumātua (respectfully) to help by
identifying who they believe best to start with, in the knowledge that each in
any given list will have a wealth of others to network with. A further
limitation extending from this lies in the extent to which I might be
considered to have demonstrated trustworthiness and readiness to receive
information and be referred on. The scope of this study has therefore also
been limited to who I have approached and how appropriately I have gone
about interpreting and applying the advice received.
Language and cultural constructs are also limitations in this research. This
research investigates Māori perceptions of Western concepts and constructs
and, conversely attempts to frame Māori perceptions, understandings,
concepts and constructs in a way that is accurately conveyed for Western
understanding. It is therefore very important for the purposes of respect and
of this study that all efforts are made to avoid approximations and misinterpretations and inaccuracy. This being said, it should be noted that there
are Māori words that hold meanings and describe concepts that may not have
an equivalent in English, such as ‘kaitiakitanga’ – the closest English
approximation of which is ‘stewardship’. Conversely, as is illustrated in the
data of this study, English words – such as ‘sustainability’ - may not fit neatly
or meaningfully within a Māori worldview. Indeed, as is apparent in the
literature, English words – such as ‘sustainability’ – may not even have a
commonly agreed or stable meaning in English (Jacob, 1994; Lautensach, 2003;
Sterling, 2001).
1.9

  Approach  to  Language  

This study is centred in Aotearoa-New Zealand, where Māori are tāngata
whenua and te reo Māori is the indigenous language. As required under The
Māori Language Act, 1986, te reo Māori will be given equal status with
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English in this thesis. Accordingly I have chosen not to underline or italicise te
reo Māori in this thesis.
Where te reo Māori is first used in the text, the word or phrase will be
translated and included in the glossary. Where te reo Māori is used in
quotations, unless the participant interprets the word or phrase themselves,
the translation will only appear in the glossary. Where a dictionary has been
used to translate a Māori term, an appropriate reference is made. Where te reo
Māori has been used in a quotation, the particular participant has been asked
to check and confirm the accuracy of the quote, as well as provide a
translation.
1.10

Structure  and  Outline  of  Thesis  

This thesis is presented in four parts. Part 1 includes this introduction and a
review of the literature to contextualise and position this research. Part 2 of
this thesis describes the research design and methodology, Part 3 presents the
results, and Part 4 discusses findings and conclusions. What follows is an
outline of each parts’ chapter content. With the exception of this introduction,
each chapter in this thesis is preceded with a map of its location in the thesis
structure, as illustrated below in Figure 1.
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8. The Data:
Perceptions of EE &
EfS
9. The Data: Transfer
of Knowledge
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Epistemology &
Emergent Model

Figure  1:  Thesis  Structure

The following subsections describe a summary of each chapter of this thesis.
1.10.1 The  Introduction  
Chapter One has established the context of this study with its rationale,
purpose, objectives, and the research questions. The methodology, research
limitations, and approach to language lead to an overview of the structure
and content of the thesis.
1.10.2 The  Literature  Review  
A review of the literature is divided into three chapters in order to provide a
background, establish starting points and position this research.
Chapter two establishes the need for this research due to inadequate response
of mainstream Western society to the mounting global human-environment
crisis due to gaps in ‘environmental education’ and ‘education for
sustainability’ (henceforth EE/EfS) that are critical to achieve ecologically
sustainable lifestyles and futures. The development and current status of EE
and EfS are reviewed, leading to consideration of what might be learned from
17  
	
  

the accumulated knowledge represented in indigenous cultures and,
specifically, Māori culture.
Chapter three describes the status quo of mainstream Environmental
Education and Education for Sustainability in the context of Aotearoa-New
Zealand.
Chapter four of this thesis explores the literature for evidence of the specific
understandings and practises described in Māori culture that equate to
EE/EfS.
1.10.3 The  Research  and  Methodology  
The fifth chapter of this thesis describes the research and methodology, what
the study set out to establish, where, when, amongst whom, how and why.
1.10.4 The  Data  
The data resulting from this research is presented in five chapters.
Chapter six describes the interview data addressing participant descriptions
of key terms and concepts that shape understanding and descriptions of EE
and EfS.
Chapter seven presents interview data that describes participant
understandings of human-environment inter-connectedness and
relationships.
Chapter eight describes participants’ interview data addressing participant
perceptions of EE/EfS.
Chapter nine presents participant interview data describing the process and
mechanisms informed by perspectives of Māori culture as represented by
participants in this research that transfer knowledge that equates to the
objectives of mainstream EE/EfS.
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Chapter ten presents participant interview data that illustrates an intrinsic
epistemology and pedagogy for EE/EfS that is embedded in Māori culture as
articulated by participants in this research.
1.10.5 Integrated  Discussion  and  Conclusions  
The findings and implications of this research are discussed towards
conclusions and new theory grounded in the research in Chapter eleven of
this thesis.
A glossary of key Māori terms is provided, as well as a separate glossary of
other terms, following the table of contents, list of tables and figures, which is
followed by a list of abbreviations and their meanings.	
  
Appendices are presented at the rear of this thesis, immediately following the
bibliography, including examples of an information sheet for participants, a
consent form, and a question schedule for the interviewer.
1.11

Chapter  Conclusion  

This chapter has briefly introduced my own personal journey that led to the
initial questions posed within this thesis. These questions are empirically
situated in Aotearoa-New Zealand and ask how ‘environmental education’
(EE) or ‘education for sustainability’ (EfS) or its equivalent in Māori culture is
conceptualised, understood and practiced amongst Māori and might help
address epistemological and pedagogical gaps in mainstream environmental
education and education for sustainability. A Grounded Theory methodology
and qualitative methods are employed to address the research purpose,
objectives and research questions. From here, the wider context of academic
literature that informs the thesis will be presented and reviewed. The
following chapter will focus on a series of key claims in the international
literature including: the need for a shift in paradigm through education, and
in particular EE/EfS; that this is not being meaningfully achieved; why and
what needs to be done, and by whom and how. It will provide the wider
context to understand Aotearoa-New Zealand’s position and stance with
regard to EE/EfS and the need for meaningful change, as well as the position
of Māori culture within related contemporary epistemology and pedagogy.
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2.0

POSITIONING  THE  RESEARCH  

PART 1
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Structure & Outline
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8. The Data:
Perceptions of EE &
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Emergent Model

The challenges are great, and the stakes are high.
(Colin Power, 2001, p.21)

2.1

Introduction  

The purpose of this thesis is to identify ways in which understandings and
approaches informed by Māori culture might help address epistemological
and pedagogical gaps in mainstream environmental education and education
for sustainability. This research uses a qualitative method of inquiry with a
grounded theory approach to data collection and analysis (described in
Chapter 5 of this thesis). The structure and overview of this thesis have been
introduced in chapter one.
This thesis initially responds to and seeks to address, two gaps identified in
the literature regarding the adequacy of human response to the escalating
global human-environmental crisis (see such as Flannery, 2005; Leiss, 1994;
NAAEE, 2011a; Roszak, 1992; Suzuki et al., 2007). The starting point identified
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in the literature is that, despite widespread agreement for the need for an
urgent paradigm shift towards holistic ethics, attitudes, values and
behaviours that have been advocated and coordinated by the United Nations
over a period of fifty years (see such as UNESCO-UNEP, 1976; UNESCOUNEP, 1978), no meaningful changes have been achieved. Furthermore, while
the literature strongly suggests that holistic philosophies, worldviews and
approaches embodied in indigenous cultures may be key to achieving such
urgent paradigm shifts and environmental responses, specific cultural
epistemologies and pedagogies are rarely researched. Nor are they
considered, understood or included in contemporary EE or EfS policy or
practice, beyond superficial statements (see such as Bolstad et al., 2008;
Brignall-Theyer et al., 2009; Chapman, 2004c, 2011; Gough, 2006). This
research seeks to meaningfully address these gaps in one case of indigeneity,
in the context of Aotearoa-New Zealand. This chapter will position the
research in terms of its background and context within which it sits so that its
contribution, applicability and significance.
This chapter will first introduce the need for this research in the context of the
mounting global human-environment crisis. Next, the nature of and rationale
for urgent, comprehensive and fundamental change will be described.
Education, and in particular environmental education (EE), will then be
introduced as a critical platform for achieving such change. Next, reasons
why meaningful change has not yet occurred or perhaps even progressed
meaningfully despite awareness of the threat posed to humanity by the global
condition and agreement for the nature and need. An overview of EE and the
emergence and current status of education for sustainability (EfS) will follow.
A description of gaps identified in the literature as critical to achieve
ecologically sustainable lifestyles and futures then leads to consideration of
what might be learned from the accumulated knowledge represented in
indigenous cultures and, specifically, Māori culture. Ten starting points
emerge from each section of the review of the literature presented in this
chapter, grounding the research’s theoretical development and line of inquiry.
A summary of these emergent key starting points led to this chapter’s
conclusion.
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The following section will introduce the global human-environmental crisis as
a background to and starting point for the rationale and development of this
research.

2.2

Global  Human-‐‑Environmental  Crisis  

The global human-environmental crisis is well documented in contemporary
literature. This not-withstanding, for the purposes of this thesis it is important
to note the nature and severity of the environmental condition, what is
causing it, with what implications and some key potential remedies. This
section of the thesis will provide an overview of the human-environmental
crisis, humans’ role in its eventuality, its threat, and what needs to be done, as
a background to the nature, direction and importance of this research.
It is clear from the literature that the planet Earth, humans’ only home, is not
well (see for example, Brundtland, 1987, 1990; Campbell, 2001; Club of
Budapest: Worldshift Network, 2008; Diamond, 2003; Gilding, 2012).
Evidence, such as described by Corti et al. (1999) and the United Nations’
(2005) Millennium Ecosystem Assessment, suggests the Earth’s environment is
stressed and critical elements, including air, atmosphere, water, soil and
ecological systems, have degraded and continue to degrade at global,
national, regional and local levels. Leading opinions (see, for example
Attenborough, 1991, 2010; Club of Budapest, 2008; Foley, 2010; Ramphal,
1990; Suzuki et al., 2007) have expressed concern that the health and viability
of the very elements that provide for the basic biological needs of humans and
other life on the Earth, are in decline and under threat of collapse.
Widespread concern is also expressed within the literature by writers such as
Diamond (2003), Foley (2010) and Gilding (2012), that the mounting humanenvironmental crisis threatens the continued well-being of humanity as well
as much of the biodiversity of the planet. The threat to humanity of the global
human-environmental crisis is a starting point for this research.
It is equally clear in the literature and oral histories that humans have played
a large part in the declining condition of the Earth (see, for example,
Gluckman, 2010; Lautensach, 2003; Porritt, 1991; Simmons, 2008). Nancy
Turner (2005, p.1), for example, suggests that much of today’s environmental
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damage is a direct result of poorly considered use of technology and the
impacts of this technological mind-set: through unsustainable attitudes,
values, behaviours and practices amongst human beings. Sterling (2005) and
others argue that the status quo, the way we currently do things within
mainstream Western society, is simply not sustainable. A common sentiment
within the literature (see, for example, Aronson et al., 2010; Lautensach, 2003;
Ramphal, 1990; Simmons, 1991, 2008) is that there is urgent need for change in
human attitude, values, behaviour and the way in which we interact with ‘the
environment’ for there to be any hope of long term solutions and perhaps,
inevitably, human survival. That there is an urgent need for comprehensive
change is a second starting point to this research.
Having established it is widely agreed there is a global human-environmental
crisis threatening humanity’s survival and continuance and that human
activities have contributed to and continue to contribute to, declining
conditions, it follows to clarify what it is that needs to change: from what, to
what and why? The following sections will address the nature of changes
needed by first contemplating mainstream Western perspectives as a brief
background leading to discussion of education as a system for change.
2.3

The  ‘From’:  Mainstream  Western  Perspectives    

This section describes an overview of the status quo represented in the
literature, along with some key limitations of its characteristics. This section
provides a background to what needs to be changed and why it is considered
critical by many authors (see such as IPCC, 2007; Simmons 1991, 2008) for the
future of humanity that such changes must occur.
It is clear that there are many different philosophical perspectives or
worldviews within societies and certainly within the global population
(Armstrong & Botzler, 1993). Some of the literature reviewed in this thesis,
including Kilbourne et al. (2002) and Kopnina (2011b), argues that the current
Dominant Social Paradigm or ‘DSP’ (the way the majority of a social group
predictably think or behave) of the world leans towards Western
perspectives. Jacob (1994, p. 477) describes such broad categories of
perspectives as ‘mainstream perspectives’. Western perspectives tend to
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reflect blends of anthropocentric (assuming humanity is to be valued more
highly than other things), technocratic (assuming technology fixes
everything), Judeo-Christian (humans are God’s appointed stewards of the
Earth), reductionist scientist (things are examined and considered in
fragments and in isolation from the whole), capitalist (profit over-rides other
considerations), utilitarian consumerist (resources are there to be used) and
individualistic (self-interested) understandings, assumptions and motivations
(see Moss, 2010; Murdy, 1975; Porritt, 1991).
Both anthropocentric and technocratic perspectives assume that human moral
relationships with nature should be determined solely by human needs
(Negra & Manning, 1997). Within such perspectives, humans and human
activities are perceived to be separate from nature (Simmons, 1991). Humans
are viewed as being superior to other creatures and to nature in general (Kant,
1963). Humans’ relationship with nature is considered to be one of
stewardship, concerning only those non-human entities that have value to
humans (Armstrong & Botzler, 1993; Fraser Darling 1969). Sterling (2005)
explains that, from the mainstream Western perspective, all other things,
often including the natural world and often, other people, are considered to
be resources. Some anthropocentric views argue that the way in which
humans treat non-humans is merely a matter of taste (Guthrie, 1967); any
human actions towards nature may be justified (Kant, 1963); any
consequences of actions that do not bear directly upon humans in the present
or the future are considered acceptable (McGee, 1990). In an anthropocentric
view, ‘real risks’ might be seen as those that pose an obvious hazard to
human comforts, benefits, health or life (McGee, 1990).
The technocentric or technocratic perspective is a subset of anthropocentrism,
differing in that technocrats assume that in all areas of human behaviour and
interaction with nature, experts know best (Thompson, 1996). Science and
technology play a large role in the technocratic or technocentric perspective,
in providing a knowledge base with which any problem might be overcome
(Handel, 1982). Human survival and well-being are seen to depend on this
expert knowledge, and on management of nature for economic growth and
other human ends (Burkhart, 1997). Information is often only acceptable if it is
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couched in scientific and/or economic terms (Porritt, 1991; Suzuki et al., 2007;
Turner, 2005), which in turn heavily influence, and are influenced by, political
ideologies (Aronson, et al., 2010; Gore, 1992; Small & Mallon, 2007). It follows
that science, economics and politics strongly influence contemporary
framings within mainstream Western perspectives and influence
environment-related attitudes, values, decisions and behaviours amongst the
public and our leaders (Gore, 1992; Lautensach, 2003; Gluckman, 2010;
Mooney, 2010; Simmons, 1991, 2008).
As a classically trained teacher, it is confronting to think of ‘science’ as part of
our framing. While there is no standard description of the scientific method
(Armstrong & Botzler, 1993, p.2), science has a primary methodology of
reductionism in which we examine the world around us in fragments and
often, in isolated pieces that are manageable parts of a whole, without always
considering the whole (Simmons, 1991; Suzuki et al., 2007). This approach can
allow us to look deeply into something, but means we have to piece isolated
bits together, sometimes linking incomplete, disjointed and somewhat
disparate information, to understand the overall picture as best we can
(Gluckman, 2010; Suzuki et al., 2007). The difficulty arises when the required
constructed objectivity of ‘being scientific’ disconnects us from our ecological
and other intuitions, so hinders our capacity to assess from the kind of holistic
perspective (Royal, 2007; Suzuki, et al., 2007; Taylor, et al., 2007) that some
argue is urgently needed in considering and addressing the global
environmental situation (Gore, 1992; Simmons, 1991, 2008). In this way, the
reductionist framing of science operates as the superior approach within
mainstream Western perspectives, something that is highly problematic for
attempts to rethink EE/EfS.
Chapman (2004a), Foley (2010) and Gilding (2012) are amongst a body of
authors who describe an emphasis within mainstream society upon
continuous, ever-increasing consumption for the purposes of production,
development, growth and, overall, profit. Gore (1992) argues that such
attitudes, values and behaviours with associated acceptable levels of risk and
collateral damage or ‘externalities’, including destruction and contamination
of finite resources, is simply not sustainable on a finite planet (also see such as
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Aronson et al., 2010; Foley, 2010; Gilding, 2012; Simmons, 1991). Aronson et
al. (2010, p. 225) caution that unfettered and accelerated consumption will ‘hit
the wall’ of scarcity of finite biological resources and exhausted systems and
services, and ultimately lead to societal collapse, human decline and possibly
human extinction.
Some authors (see such as Mol & Spaargaren, 2000; Pollini, 2009) articulate an
optimistic hope of escalating human-environmental crisis stimulating a last
minute technological solution. To carry on despite knowing the status quo
clinging to such hope ignores all the lessons demonstrated in the evidence of
collapses of cultures through ignorance and/or arrogance and/or choice
illustrated in our collective histories (see such as Allen, 1970; Aldrich, 2006,
2008; Diamond, 2003; Gilding, 2012). Such a path where we continue to ignore
our inextricable biological selves and our ecological interdependence would
be, in all probability, a short one for billions of humans. Arguments within the
literature suggest that, in order to be avoided, comprehensive changes in
attitudes, values and behaviours that are not technocentric are needed (see
such as Porritt, 1991; Sterling, 2001).
The following section describes the nature of such changes as are needed.
2.4

Shifts  Needed  –  Holistic  or  Ecocentric  Attitudes,  Values  and  
Behaviours    

Fien (2001), Foreman (1991), Lautensach (2003) and others, argue that human
survival depends upon humanity’s capacity to see that we are part of nature
and the environment around us and not a separate entity. These authors and
still many others (see for example, Agyeman, 2002; Aronson et al., 2010;
Cajete, 1999; Campbell, 2001; Chapman, 2004a; Coyle, 2005; Durie, 2010; Fien,
2001; Hardin, 1977; Lautensach, 2003; Mehrota, 2006; Roszak, 1992; Royal,
2010; Simmons, 2008; Suzuki et al., 2007) stress that humanity’s
understanding of our inextricable inter-relatedness, inter-connectedness with
and interdependence upon other life and systems on the Earth is critical to
sustainability, at the very least. These understandings reflect perspectives of
holism or ecocentrism (Armstrong & Botzler, 1993).
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Ecocentric and Holistic perspectives assume that human moral relationships
should be determined by the intrinsic rights and comfort of both humans and
non-humans (Leopold, 1949). Human and non-human life forms are believed
to have value in themselves (Gunn, 1986; Leopold, 1949; Rodman, 1983). In
these world-views, humans are considered to be part of nature (Gunn, 1986)
and have no right to use any resource beyond satisfying vital needs; that is,
those needs that are essential to all life (Foreman, 1991; Rodman, 1983). It is
commonly understood, particularly amongst many indigenous world-views,
that humans are inter-related, inter-connected with and inter-dependent upon
all that is (Cajete, 1999; Royal, 2010).
Aldrich (2008) and others (see, for example Allen, 1974; Simmons, 2008) posit
that failure to understand and ultimately, live by such basic holistic
principles, will likely lead to human failure and eventually, human extinction.
Upon such rationales, it is argued by Marietta (1988), Marlor (2010), Tilbury
(2004) and a host of other scholars therefore, that urgent comprehensive shifts
in values and changes in awareness, understanding, attitude and individual
action within the global community are needed towards holistic or more
ecocentric positions that may facilitate the realisation of ecologically
sustainable communities and society (Aldrich, 2006, 2008; Angell et al., 1990;
Aronson et al., 2010; Blewitt, 2004; Campbell et al., 2001; Coyle, 2005;
Cullingford, 2004; Lautensach, 2003; Sterling, 2001, 2004). The need for
change to be towards holistic or more ecocentric attitudes, values, ethics and
behaviours is a third starting point of this research.
The sections of this chapter to this point have identified the global challenge
facing humanity of signs of a collapse of ecological systems upon which we
depend for survival and continuance, at least in part due to human activities,
and emphasised an urgent need for change from anthropocentrictechnocentric to holistic or more ecocentric attitudes, values and behaviours.
This leads us to considering how to go about facilitating such necessary
comprehensive changes. The following section will describe education as a
key mechanism for hoping to achieve a shift to an ecologically sustainable
paradigm.
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2.5

Education:  Key  to  Change  

Since the 1960s and early 1970s, ‘education’ has been widely and consistently
highlighted throughout the literature as being considered key to achieving
necessary changes in societal attitudes, values and behaviours towards a
sustainable future (Cullingford, 2004; Sterling, 2001; Gluckman 2010; UNEP,
1972; UNESCO-UNEP, 1976, 1978; UNESCO 1978, 1993, 1997, 1998, 2002,
2005, 2008, 2009, 2011; Williams, 2008). Specifically, environmental education
(EE) and education for sustainability (EfS) and their variants3 have been
developed and implemented both in response to the global humanenvironmental crisis and to the need for the changes sought (Williams, 2008).
That education and in particular EE and EfS, is key to a shift of attitudes,
values and behaviours that may actualise an ecologically sustainable society is
a fourth starting point for this research.
Sterling (in Blewitt, 2004, p. 51) notes that while the idea of remedying
environmental ignorance through education is influential, the notion cannot
be simply and uncritically accepted. As Blewitt (2004, p. 39) reminds us, it is
important to remember that ‘education’ in itself, even at high levels, is not the
solution to the human predicament given that, in the past, highly educated
people have caused great damage to the Earth. Allen (1970), Cachelin et al.
(2010) and Nisbet et al. (2011), are amongst authors who caution that it is not
the existence of education itself that counts; rather, it is a combination of the
purpose, nature and content of education and the frameworks and cultural
meanings from which and upon which, learning occurs (Kilbourne &
Polonsky, 2005; Royal, 2007; Sterling, 2001). It is stressed that what is most
important is that learning actually DOES occur so that a necessary shift in
paradigm may be realised (Chapman, 2004, 2006; Lautensach, 2003; Sterling,
2001). That meaningful collective learning needs to occur and manifest as a
paradigm shift, regardless of what its effective vehicle is called, is a fifth
starting point of this research.
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2.6

Environmental  Education  

Ways in which people have tried to help individuals, groups or communities
develop awareness, knowledge, attitudes and skills to understand and care
for the environment, and often to resolve environmental issues, have
commonly been referred to as ‘environmental education’ (see, for example,
Brennan, 1974; Disinger, 1989; Eames et al., 2008; Hungerford et al., 1980;
Tilbury, 1995).
Recognition of the impacts of human activity on the Earth grew through the
1960’s and led to a series of international meetings sponsored by the United
Nations during the 1970’s, for the purpose of identifying issues and solutions
(Gough, 2006). Environmental education and education for sustainability
have evolved out of these meetings (Gough, 2006; Williams, 2008). Palmer et
al. (1998), Sterling (2004) and others have described the history and evolution
of EE and EfS and their variants.
There are many descriptions and definitions of environmental education
(M.o.E., 1999b). Each description stems from different sets of attitudes, values
and philosophical perspectives of reality, issues, possibility, values and
perceptions of ‘need’ that comprise different worldviews (Handel, 1982;
McKay, 1998). The implications of this will be discussed later in this chapter.
However, there is general agreement that among the most commonly
accepted goals, objectives and guiding principles for environmental education
are those recommended and endorsed at the 1977 UNESCO-UNEP
intergovernmental Conference on Environmental Education in Tbilisi (USSR)
(UNESCO-UNEP, 1978, p. 3) and subsequently re-endorsed at the 1987
UNESCO-UNEP International Congress on Environmental Education and
Training in Moscow (UNESCO-UNEP, 1988):
(1)

The goals of environmental education are:
(a)

to foster clear awareness of, and concern about,
economic, social, political and ecological
interdependence in urban and rural areas;
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(b)

to provide every person with opportunities to acquire
the knowledge, values, attitudes, commitment and skills
needed to protect and improve the environment;

(c)

to create new patterns of behaviour of individuals,
groups and society as a whole towards the environment.

(2)

The categories of environmental education objectives:
Awareness: to help social groups and individuals acquire an
awareness of and sensitivity to the total environment and its
allied problems.
Knowledge: to help social groups and individuals gain a
variety of experience in, and acquire a basic understanding of,
the environment and its associate problems.
Attitudes: to help social groups and individuals acquire a set
of values and feelings of concern for the environment, and the
motivation for actively participating in environmental
improvement and protection.
Skills: to help social groups and individuals acquire the skills
for identifying and solving environmental problems.
(UNESCO, 1978; cited in Gough, 1990, p. 41)

The goals and objectives endorsed in the Tbilisi Declaration (UNESCO-UNEP,
1978) draw from the principles and guidelines established at an international
workshop on environmental education held in Belgrade, Yugoslavia, during
1975, which became known as the Belgrade Charter (UNESCO-UNEP, 1976).
The ideology expressed in the Belgrade Charter (UNESCO-UNEP, 1976) and
Tbilisi Declaration (UNESCO-UNEP, 1978) place EE as an essential
component of education critical in stimulating and shaping change in human
attitudes, values and behaviour. EE was originally articulated in the Belgrade
Charter (UNESCO-UNEP, 1976) as a holistic approach and described in the
Tbilisi Declaration (UNESCO-UNEP, 1978) as a comprehensive, fundamental,
integrated framework linking all aspects of education and urged that:
Environmental education must look outward to the community. It should
involve the individual in an active problem-solving process within the context
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of specific realities, and should encourage initiative, a sense of responsibility
and commitment to build a better tomorrow. By its very nature,
environmental education can make a powerful contribution to the renovation
of the educational process.
(UNESCO-UNEP, 1978, p. 24)
Unfortunately, in the thirty-seven years since Belgrade (UNESCO-UNEP,
1976), there has been little or no change in global attitudes, values, ethics or
behaviours (Coyle, 2005). That there has been no meaningful change is a sixth
starting point of this research.
The reasons for there being no change are complex (Cullingford, 2004).
Identifying, considering and understanding some of the factors and tensions
that contribute to the lack of change will inform this study and its outcomes.
The next section will start to explore some of the key causes and tensions in
order for their consideration and perhaps unravelling towards suggestions for
possible correction through this thesis.
2.7

Fifty  Years  On  –  Why  No  Change?  

It is now fifty years since Rachel Carson’s (1963) Silent Spring stimulated a
groundswell of public concern at the state of the environment and human
interactions with nature (Stevenson, 1987) and a growing official response,
including recognition and appreciation of the need and urgency for necessary
shifts towards holistic societal attitudes, values and behaviours (UNESCOUNEP, 1978, p. 12). Despite considerable activity (see, for example, UNCED,
1992a, 1992b, 1992c; UNESCO 1972, 1978, 1993, 1996, 1998, 2000, 2002, 2005,
2008, 2009, 2011 and so on), it is evident in the literature that very little change
of consequence has been achieved beyond rhetoric (Aronson et al., 2010;
Coyle, 2005; Simmons, 2008; Williams, 2008; UNEP, 2012; UNESCO, 2011).
Authors such as Sauvé (1999) and Sterling (2001) are adamant that before
fundamental shifts in attitude, values and behaviours may be achieved
towards necessary holistic positions, the framework itself must be changed to
something clear and engaging. Sterling (2001) argues that EE and EfS need to
be nothing less than transformative and is clear that the way we think about
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this itself needs to shift before meaningful change towards a shift in paradigm
may occur (Sterling, 2005). Ecocentric-holistic awareness, knowledge,
understandings, connections, attitudes and values, skills and behaviours are
unlikely to come from mainstream Western thinking and most likely to arise
from holistic-ecocentric attitudes, values, ethics and models. This is the
seventh starting point for this research.
Cullingford (2004) and Campbell (2001) have observed that agreeing to and
achieving proactive, holistic change as called for in the literature and
recommended policies such as those of the Treaty on Environmental Education
for Sustainable Societies and Global Responsibility (TEESSGR) (Earth Council,
1992) is easier stated than actioned. While there are examples of excellent EE
and EfS programmes and results in the literature (see such as Fien, 2001, p.
129), these appear to be isolated and exceptional instances. Bolstad et al.
(2004) and a swath of authors describe regional, national and international EE
and EfS initiatives in similar terms to Brignall-Theyer et al.’s (2009), “ad-hoc
and individual-champion-driven” (see also; Chapman et al., 2006; Eames et
al., 2008; Gough, 2005; Henderson & Tilbury, 2004; Lautensach, 2003;
Williams, 2008). A major hurdle to date has been that:
a) few if any contemporary Western perspectives allow the holistic
understandings recognised as necessary or a priority in the literature
(Gough, 1987; Kiefer & Kemple, 1999; Fien, 2001; Miller & Hopkins,
2013), and;
b) most efforts towards change described in the literature have been
conceptualised and implemented from within mainstream Western
perspectives, upon mainstream assumptions and frameworks,
engaging mainstream epistemologies and pedagogies (see such as
Sterling, 2001, 2005)
General implications of the two over-arching limitations are reflected in the
documentation of studies investigating states and shifts in awareness,
attitudes and behaviours. For example, Coyle’s (2005) study of shifts in
environmental awareness, literacy and competence amongst the American
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public over a period of ten years, for example, indicates public awareness of
environmental issues has increased, yet few people accurately understand the
significance or relevance of the information, and even fewer displayed ability,
readiness or willingness to change, let alone competence in having made
changes. In other words, there have been no meaningful shifts in values or
detectable changes in awareness, attitudes or behaviours.
As another example of the main limitations symptoms, a study conducted by
the International Social Survey Programme (ISSP) between 1993 and 2010
(Smith, 2013) has shown environmental issues are not perceived to be a
priority amongst its international participants. The ISSP study’s results
(Smith, 2013) indicate that environmental issues (most of which have
implications and potential effects for their or following generations’ or
collective futures) have been eclipsed by concerns relating to the states of
economy, health care, education, poverty and crime, all of which have
immediate effects upon the individual as against indefinite possible future
effects and outcomes.
In light of such evidence as described above, it is informative to the purpose
of this research to identify and understand reasons why environmental issues
are not seen as a priority. It is also informative to identify and understand
reasons why there has been little or no meaningful change achieved towards
holistic societal attitudes, values and behaviours; and how these failings relate
to education in terms of what is or is not being done, so that gaps may be
closed and a course for a sustainable society actualised. The following section
will explore some considerations identified in the literature that inform this
research in this regard.
2.8

Mainstream  Education,  EE  &  EfS  Sustains  Unsustainability  

2.8.1

EE:  Misinterpreted,  Misunderstood  &  Marginalised  

Rather than becoming the fundamental basis for integrated education
envisaged in the Tbilisi Declaration, EE has in many instances either been
reduced to a topic in its own right or more commonly, as an aspect of science
(Robottom, 2012). Many authors, including Fien (2001), Gough (2006) and
Tilbury (1996) have described EE and EfS being constrained in terms and
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practice to address the natural environment and ‘nature study’ (including
gardening), waste management (particularly recycling) and outdoor
education (often confused with outdoor pursuits). Such specialisation and
compartmentalisation is a feature of reductionist approaches and
technocentric worldviews, and work contrary to the need for a paradigm shift
to holistic understandings, attitudes, values and behaviours. It appears such
objectives have either not been understood or not been palatable within
modernist neoliberal mainstream thinking: prioritising development,
progress and capital gain or ‘growth’.
Differences in conception and ethic led to disparity in form, content,
approach, practice and description in theorising and implementing EE (Sauvé,
1999). Considerable confusion and debate resulted (and continues) in the
literature as to what is or is not EE (see such as Disinger, 1983, 1990; Sauvé,
1999), distracting critical attention, energies and resources from the central
mission of facilitating a shift in paradigm. Environmental education was
being misinterpreted and misunderstood in various ways upon various
agendas, and so marginalised in policy and practice (see Huckle, 1991, 1996;
Knapp, 1998; Tilbury, 1995). Such observations substantiated and reiterated
Van Matre’s (1984) conclusions of environmental education being a “mission
gone astray”.	
  	
  	
  	
  	
  	
  	
  
	
  
2.8.2

  ‘Sustainable  Development’:  Education  for  Sustainability  

In 1980, an international meeting coordinated by the IUCN and supported by
UNEP, WWF, the United Nations Food and Agriculture Organisation (FAO)
and UNESCO, prepared a World Conservation Strategy, establishing the
World Conservation Union (IUCN, 1980). The goal of the World Conservation
Strategy is the integration of conservation and development to ensure that
modifications to the planet secure the survival and well-being of all people
(IUCN, 1980, p. 19). The concept of ‘sustainable development’ emerged from
this meeting as a strategy for human survival and prosperity (IUCN, 1980, pp.
18-19).
In 1987 ‘sustainable development’ was recommended as a means of ensuring
the well-being of current generations without compromising that of future
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generations in the Brundtland report (WCED, 1987). The Brundtland report
was prepared by World Commission on Environment and Development
(WCED). It described the results of the first comprehensive survey of the state
of the Earth’s environment, and was presented to the UN in 1987 by the
WCED Chair, former Prime Minister of Norway, Dr. Gro Harlem Brundtland.
The report recommended education focusing “. . . on the environment and . . .
integrated into other disciplines in the official curriculum at all levels in order
to develop a feeling of responsibility toward the environment is identified as
one way of achieving this” (Brundtland Commission, 1987, p. 136).
Vaillancourt (1992) suggests that ‘sustainable development’ has been engaged
as a deliberately vague term, and as a political compromise between
commercial and environmentalist pressures. Disinger (1990) and others have
been critical of the oxymoronic nature of the idea of ‘sustainable
development’ as a misguided economic theory which overlooks parameters of
a finite and ecologically functioning world.
Such concerns as Disinger’s (1990) and Vaillancourt’s (1992) notwithstanding, ‘sustainable development’ has become the “goal for humanity”
(UNESCO, 1998) and the contemporary focus and ethical basis of education
relating to the environment and in general, shaping perceptions, attitudes,
values and behaviours within society (UNESCO, 1997), first as ‘education for
sustainable development’, then as education ‘for sustainability’. As with EE,
confusion, debate and redefinition around the framework of what is or is not
EfS have been constant, despite agreement of core underpinning objectives
articulated in Belgrade (UNESCO-UNEP, 1976) and then Tbilisi (UNESCO,
1978). Many variants have been and continue to be argued over.
Throughout the literature a very clear pattern of swings and shifts between an
official United Nations and governmental advocacy and push for EE and EfS
to be a vehicle for accelerated, indefinitely sustainable economic development
and growth (UNESCO, 2002) and non-governmental organisations, academics
and practitioners ‘playing watchdog’ and perpetually attempting to steer EE
and EfS policy back towards Belgrade (UNESCO-UNEP, 1976) and Tbilisi
(UNESCO, 1978) objectives. A clear example is a set of alternative treaties
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developed by NGOs, who gathered in Rio de Janeiro between June 1 and 15,
1992 for a global forum (the Conference of Citizens Groups), that ran parallel
to the United Nations Conference on Environment and Development: ‘the
Earth Summit’ (UNCED, 1992). The Treaty on Environmental Education for
Sustainable Societies and Global Responsibility (TEESSGR) outlines a view of
education which is considerably different from that set out in Chapter 36 of
the UNCED (1992) Agenda 21. Principle 15 of TEESSGR (Earth Council, 1992)
suggests that environmental education should empower all peoples and
promote opportunities for grassroots democratic change and participation, so
that communities regain control of their own destiny. Unlike the terms of
Agenda 21, TEESSGR (NGOs, 1992) does not assume that development is
desirable for indigenous people. Rather it asserts in Principle 14 that:
Environmental education must recover, recognise, respect, reflect and utilise
indigenous history and local cultures, as well as promote cultural, linguistic
and ecological diversity. This implies acknowledging the historical perspective
of native peoples as a way to change ethnocentric approaches, as well as the
encouragement of bilingual education.
The flavour and tone of the Treaty on Environmental Education for Sustainable
Societies and Global Responsibility (Earth Council, 1992) is proactive rather than
following the problem-based, reactive mould of official UN documents, and
advocates collaboration, communication and cooperation at all levels, yet
maintenance of independence for communities and nations. It is notable,
however, that the terms of both ‘camps’ throughout the literature to date
reflect reductive mainstream tendencies towards seeking and arguing precise
definitions, interpretation, formulation, redefinitions and resultant acronyms
that have served to perpetuate debate. For example, the TEESSGR (Earth
Council, 1992) introduces yet another variant of environmental education as
‘environmental education for equitable sustainability’ (EEES) to the debate.
The 50-year dispute over interpretation and formulation of the mainstream
EE/EfS framework has distracted from both the need and the mission
(Gough, 2002). Coyle (2005) and Dunlap (2013) are amongst a number of
authors who argue that such has served to compound public perception of
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disagreement amongst the scientific community regarding central issues
supporting the need for change, including climate change, peak oil and
human population. Further, misunderstandings, manipulations and
misapplications of terms and objectives in contemporary political applications
by the UN, by international governments acting with UN endorsement, and
by corporates and interests (including the popular media) referred to as ‘the
denial machine’ (Piltz, 2008) undercut efforts of academic, NGOs and of
informed practitioners seeking to achieve meaningful societal shifts in
attitudes, values and behaviours towards ensuring humanity’s survival and
continuance (see such as Boykoff, 2013; Dunlap, 2013; Piltz, 2008). The
multiplicity and broad range of perceptions, understandings and practices of
what comprises (or does not comprise) EE towards what objectives or
purpose, has been problematic (Sauvé, 1999).
Many educators have been and continue to be confused as to the need and
nature of either EE or EfS (Coyle, 2005). While authors such as Greenall
Gough & Robottom (1993) point to some outstanding examples of
achievement of effective EE/EfS evident within the community, the literature
suggests such are fragmented, isolated, and largely unsupported (BrignallTheyer et al., 2009; Chapman, 2004c), so appear to have occurred despite
mainstream educational frameworks (Coyle, 2005, Eames et al., 2008).
Disinger (1990) and others have expressed concern that such debate serves to
distract the informed and desensitise, disillusion and disengage the wider
population from the real issues and need for buy-in and action (see Aronson
et al., 2010; Gore, 1992 & 2006; Suzuki et al., 2007; Van Matre, 1984). Bolstad
(2003) on the other hand, suggests that the process of ‘environmental
education’ being supplanted by terms such as ‘education for sustainable
development’ (ESD), ‘education for a sustainable future’ (ESF), or ‘learning
for a sustainable future’ (LSF) reflects a broadening concern beyond
conservation issues to integration of social, political and economic
sustainability (Tilbury, 1995).
Studies by the likes of Coyle (2005) and Smith (2013) illustrate that, while
awareness of environmental issues appears to have increased amongst the
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public, shifts in attitudes, values and behaviours have not significantly
changed. Simply raising awareness of human-environmental issues is
recognised in the literature as being insufficient to bring about change
(Ministry or Education, 1999b, p. 8).
Bolstad (2003, p. 69) notes that contemporary literature often describes
EE/EfS as comprising three dimensions: education ‘in’ the environment’,
education ‘about’ the environment, and education ‘for’ the environment.
Further, the literature commonly maintains that ‘true’ EE/EfS occurs when
the purpose is ‘for’ the environment (see such as Fien & Greenall Gough,
1996). Coyle (2005) reports that EE and EfS are commonly informational,
‘about’ the environment or environmental issues (as environmental science),
and often ‘in’ the environment (as nature study and/or outdoor education),
but rarely ‘for’ the environment (addressing social, economic, cultural
interactions) in any meaningful capacity.
Authors including Coyle (2005) and Fien (2001) suggest there can be large
gaps between what is described in EE and EfS programmes and what is
actually done, leading to further confusion and ineffectiveness.
Several scholars (see such as Aldrich, 2008; Chapman, 2006; Eisner, 2003;
Gough, 1987) observe that most mainstream Western education, including EE
and EfS, is founded upon and shaped by mainstream Western perspectives.
These authors and others (see such as Scholz, 2011; Simmons; 1991, 2008;
Sterling, 2001) express concern that such educational initiatives operate upon
assumptions, epistemologies and pedagogies that arise from mainstream
Western worldviews and frameworks towards mainstream Western goals those that have contributed to, if not led to, the current escalating humanenvironmental crisis – and as such, reinforce and perpetuate the status quo. In
other words, to a greater or lesser extent, it can be argued that mainstream
Western education, EE, EfS and their variants, sustain unsustainability. That
mainstream education, EE and EfS and their variants sustain unsustainability
establishes an eighth start point for this research.
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2.9

Different  Thinking,  Different  Framework  

  

The observation that no meaningful change has occurred and that most
mainstream educational pedagogies and practices are based on and
effectively perpetuate the status quo indicate that, despite widespread
agreement of the need and contrary to the need, collective learning has indeed
NOT occurred (Cullingford, 2004; Diamond, 2003). This perhaps also explains
the lack of learning and lack of change described in the literature: the main
hurdles to change, as suggested in the previous section.
For example, David Orr (1992, p. 1) suggests that “. . . more of the same kind
of education that enabled us to industrialize (sic) the earth (sic) can only make
things worse . . .” echoing Einstein’s (1879-1955) observation that “. . . we can’t
solve problems by using the same kind of thinking we used when we created
them”. Sterling (2001, p. 11) argues that, at best, “. . . ‘education for
sustainable development’ or environmental education’ within the framework
of a mechanistic education paradigm can only meet with limited success, as
such forms of education for change are marginalized (sic) and accommodated
by the mainstream”.
Sterling (2001) and Campbell et al. (2001) have stressed the necessity to break
the cycle of maintaining what we know within the mainstream Western
worldview, and to identify, effectively implement and commit to an
epistemology for deeper education and practices that will allow
transformation to the vision of a truly environmentally literate (Coyle, 2005, p.
xiii) and competent society, equipped to realise an ecologically sustainable
future. As Cajete (1999), Fien (2001) and Stables & Scott (2002) have reasoned,
regardless of best intentions, efforts that are not based upon and model
ecocentric-holistic attitudes, values, behaviours, are unlikely to imbue
ecocentric-holistic awareness, knowledge, understandings, connections,
attitudes and values, skills and behaviours.
In order to address such challenges contemporary education needs to be
fundamentally reappraised and adjusted (Aldrich, 2008) so that basic changes
in our guiding cultural assumptions may facilitate radical, but very necessary,
educational reform (Bowers, 1999, p. 163). Rather than learning being “. . .
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functional or informational . . .” and “. . . oriented towards socialization (sic)
and vocational goals that take no account of the challenge of sustainability”
(Sterling, 2001, p. 79), the underlying purpose of education needs to reflect the
likes of Coyle’s (2005, p. xiii) vision, described above in the preceding
paragraph, including Sterling’s (2001, p. 79) objective of and provision for,
critical, creative and participatory learning (Wilson-Hill, 2003).
Blewitt & Cullingford (2004), Gough (1987, p. 50), Lautensach (2003), Power
(2001, pp. 27-28), Simmons (1991) and Sterling (2001, pp. 78-79) all say
education needs to be re-oriented towards an ecological-holistic, 'whole
systems' paradigm. Sterling (2001, p. 61) refers to this as a "change
from transmissive to transformative learning. . . ". Learning needs to be
understood as a lifelong process (Blewitt, 2004, p. 38). Content and activities
of education need to be relevant, meaningful and interesting to the learner
(Robinson, 2013), and practical in terms of Delors4: learning to do, learning to
know, learning to be, and learning to live together, with the adaptability and
resilience to survive and continue (Blewitt, 2004, p. 38, his emphasis).
Considerable focus of EE/EfS research has been turned towards developing a
legitimate epistemological and pedagogical basis for the development of
EE/EfS that builds on growing understandings of transferability of
knowledge and skills (Birdsall, 2005, 2011), whole school approaches to
learning (Eames et al., 2009c; Eames & Barker, 2011), participation (WilsonHill, 2003), and individual action competence (Jensen & Schnack, 1997).
Eames et al. (2009a & 2009b) have developed and Aotearoa-New Zealand
framework for whole school approaches to action competence. Bolstad (2003,
p. 70) describes the objective of such contemporary initiatives as being for
students to become competent and willing participants in current and future
actions that contribute to the solution or avoidance of environmental
problems. Unfortunately, the problem-based, reactive technocentric language
and assumptions represented in such frameworks as Eames et al.’s (2009a &
2009b) and descriptions such as Bolstad (2003) illustrate the key gap identified
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  UNESCO, International Commission on Education for the 21st Century, 1996, as described on page 25
of Blewitt, 2004	
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in section 2.8 of this chapter of change being sought towards holistic
outcomes within mainstream Western frameworks.
Authors such as Sauvé (1999) and Sterling (2001, 2005) are adamant that
before fundamental shifts in attitude, values and behaviours may be achieved
towards necessary holistic positions, the framework itself must be changed to
something holistically aligned, clear and engaging. That our guiding cultural
assumptions and frameworks need to shift before a change in paradigm may
occur is the ninth starting point of this research.
John Fien (2001, p. 124) suggests that “. . . problems of unsustainability should
not be regarded as ones requiring technical solutions, but rather as symptoms,
or consequences, of the wider malaise of many of the modern values and
practices that have supplanted indigenous systems of sustainability and have
put the world on its present unsustainable path”. Kawagley and Barnhardt
(1999, pp. 117-140) suggest that educational curriculum needs in terms of
those appropriate to survival and continuance in ecological balance, are in
fact indigenous to the context of place (see also Orr, 1990). Orr (1992)
describes this overall idea as ecological literacy (See also Mancl et al., 1999),
while others such as Coyle (2005) describe a combination of environmental
sensitivity, environmental awareness, environmental literacy, and
environmental competence, with each successive ability and degree of ability
a prerequisite for the next. Many authors (such as Aldrich, 2008; Stables et al.,
2002; Suzuki et al., 2007 and so on) not only support this view, but go further
to suggest that what is needed for humanity as a whole to learn, move
forward, survive, and continue, may in all probability, lie within existing
indigenous cultural understandings, attitudes, values, ethics and practices
(Royal, 2010).
The next section of this chapter will consider an overview of what is described
in the literature of indigenous and otherwise holistic worldviews that might
inform the purpose of this research.
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2.10

Lessons from our Past to Shape the Future: Drawing on
Indigenous Roots

History shows us many instances of cultures, societies and communities who
have risen to ascendancy and then disappeared (Bellamy & Quayle, 1986;
Diamond, 2003; Fagan, 2008; Simmons, 1991). In most cases, there has been
some sort of sudden or progressive environmental change that has made that
civilisation’s lifestyle no longer sustainable (Diamond, 2003; Fagan, 2008).
Inability or unwillingness to recognise the need or to make necessary
adjustments in the window of opportunity, should such have existed,
inevitably led to such societies’ demise (Bellamy & Quayle, 1986; Fagan, 2008;
Melko, 1995; Scholz, 2011). The lessons here appear simple and clear
(Diamond, 2003).
There are also many examples throughout history of peoples and cultures that
have survived change over time and space by managing to adapt sufficiently
to and cope with change (Turner, 2005). Such people, our ancestors, were
observers of themselves and of nature and the world around them (Williams,
personal comment, 2012). They understood that, no matter how advanced
their thinking or their technologies, humans are a part of nature, not apart
from nature (Hanbury-Tenison, 1991); that, in one way or another, all comes
from the Earth – is the Earth – and so is inextricably inter-related so that,
eventually, all returns to the Earth (Cajete, 1999; Leopold, 1949). Observations
of the folly of non-recognition, insensitivity to, if not defiance of, such basic
(for indigenous peoples) understandings of human’s interconnection and the
importance of balance, by indigenous peoples of conquesting cultures, are
similarly recorded (Hanbury-Tenison, 1991; Suzuki et al., 2007). So too are
observations of significant change and clear predictions of serious ecological
changes based on thousands of years of cultural observation of cause and
effect, many of which have long since come to pass (McFadden, 1989). Again
the lessons of the past, from which contemporary humanity might choose to
learn, appear elementary.
While traditional cultures have dwindled and in many parts of the world
have become, to a greater or lesser degree, lost or blurred as their practices are
supplanted with or tainted with, mainstream Western societal and
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technological influences (Simmons, 2008), much wisdom arising from lessons
of the past endure in traditional understandings and practices (Turner, 2005).
Johnson (1992) notes that the value of traditional knowledge of indigenous
peoples, and particularly their traditional environmental knowledge (Heckler,
2009, pp. 2-5), has been increasingly recognised in the literature.
A key observation in the literature is of disconnectedness from nature, and
corresponding environmental illiteracy, within Western society (Campbell,
2001; Coyle, 2005), including much of Aotearoa-New Zealand (Bolstad et al.,
2004). Suzuki et al. (2007, p. 34), for example, suggests that as we have become
increasingly reliant upon technology in centralised, built and controlled
environments of the developing world, we have lost our connection to the rest
of the living planet and feel ourselves separate to nature:
We forget the source of our water and energy, the destination of our garbage
and our sewage. We forget that as biological beings we are as dependent on
clean air and water, uncontaminated soil and biodiversity as any other . . .
Divorced from the sources of our own existence, from the skills of survival and
from the realities of those who still live in rural areas, we have become dulled,
impervious, slow.
At this fundamental level, authors including Aldrich (2008), Diamond (2003),
Gluckman (2010) and Simmons (2008) suggest the contemporary human
position, as a consequence of the mainstream Western ethos is, to a greater of
lesser extent, vulnerable.
A body of authors, including Cajete, (1999), Hanbury-Tenison (1991), Fien
(2001) and Royal (2002, 2010), describe indigenous cultural perspectives
throughout the world as requiring a basic and intimate understanding of
humanity as just one inter-connected and inter-related part of the
environment in which a specific people survive and depend upon for
survival. Leaders in raising awareness amongst the global community of the
current ecological crisis strongly suggest that indigenous understandings are
possibly “. . . far more profound than current science, because it has been
tested over time with the survival of those who possessed the knowledge . . .”
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(Suzuki, 2007). In cases such as those of Australian Aboriginal peoples, these
qualities have been demonstrated over many thousands of years (Australian
Geographic, 2011). UNESCO (2002, p. 3), for example, observes that:
For thousands of years human societies have proved that living
sustainably – as healthy and happy individuals, within caring and
stable families and communities, and in harmony with the natural
world – is possible. (UNESCO, 2002, p. 3)
Further, as Williams (2011, p. 10) has suggested:
All peoples, on Earth, have made their environmental errors but it is
instructive to focus upon a group who seem to have learned from theirs and
modified their society accordingly.
In the context of Aotearoa-New Zealand, Māori are just such a group. Māori
are the indigenous peoples, the tāngata whenua (people of the land) of
Aotearoa-New Zealand (Durie, 2010; Ka’ai, 2003; Williams, 2004; Royal, 2007).
Baker (1945, p. 229) explains that the origins of the term ‘Māori’ are not
definitive, but the term appears to have been applied as a generic description
of a native of Aotearoa-New Zealand since the arrival of Europeans in the
country. Māori are thought to have inhabited Aotearoa-new Zealand for 800
to 1000 years before the arrival and settlement of Europeans around 1800 AD
(King, 2003).
In the short time that humans have been in Aotearoa-New Zealand, we have
dramatically changed the environment (Ministry of Education, 1999b). It is
likely to have taken some time for pioneering Māori communities to learn
from their environmental mistakes (King, 2003b; Upton, 1997; Williams, 2004)
and to develop what may have been a sustainable lifestyle through the
customs and practices of kaitiakitaka (Matunga, 1995; Williams, 2004). Despite
the development of a holistic, relationship-focused philosophy (overviewed in
Chapter 4), the costs of Polynesian settlement of Aotearoa-New Zealand were
significant (Anderson, 1968; King, 2003, Ministry for the Environment, 1997),
including the destruction of one third of the forest cover and the known
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extinction of 36 species of endemic land birds (Ministry for the Environment,
1997).
Cajete (1999), Fien (2001), Hanbury-Tenison (1991), Kawagley & Barnhardt
(1999), Royal (2010), Suzuki et al., (2007), and others suggest indigenous
cultures may have the qualities that are lacking in mainstream Western
society, including traditions of facilitating for transformative (Sterling, 2001,
p. 61), lifelong learning (Blewitt, 2004, p. 38). In many enduring cultures the
traditional understandings and lessons subsequently learned persist to this
day (Cajete, 1999; Royal, 2010; Williams, 2004). Some scholars suggest that,
while such cultures are apparently technologically vulnerable (actual or
perceived) to the onslaughts of accelerating global environmental change
(Adger et al., 2003; Nyong et al., 2007), others (Allen, 1970; Aldrich, 2008)
suggest that they may in fact be considerably better equipped to
contextualise, adapt and survive, at individual and collective levels (see Smit
& Wandel, 2006, p. 282), than members of modern mainstream technological
society. In other words, it appears that such cultures may be equipped with
qualities of and capacity for, resilience. The key to humanity’s survival may
more likely be found amongst these pools of knowledge and wisdoms than
within any technological ‘fix’ (Aldrich, 2008; Scholz, 2011).
2.10.1 Resilience, adaptability and ‘sustainability’
The term ‘resilience’ is used in a variety of ways in the literature (Miller &
Hopkins, 2013, p. 14). Davidson (2010) and others (e.g. Folke, 2006) describe
its original use in the fields of physics and mathematics (Davidson, 2010) to
describe the capacity of a material to return to equilibrium after a
displacement (Norris et al., 2008). In terms of physics, resilience describes not
only the capacity to bend and bounce back but also the speed at which
balance is re-established (Gordon, 1978). Resilience was first applied in
ecological terms by Holling (1973) to describe adaptive response and recovery
of disturbed ecosystems towards ecological balance. The term has since been
applied in health and psychology, as well as in the social sciences (Berkes and
Ross, 2013, p. 6). Resilience is described in terms of social science as the
process that produces adapted outcomes in anticipation of or response to
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predictable and/or unpredictable rapid change (see such as Norris et al., 2008,
p. 132). Such descriptions tend to reflect some degree of technocentric
optimist or accommodationist perspectives of the ability of social systems to
bounce back from disruption to a ‘normal’ state of being, essentially retaining
the same function and structure.
Capacity for resilience has increasingly become a topic and focus of research
reflected in the literature over the past forty years (Berkes & Ross, 2013, p. 6).
Much of recent literature exhibits a technocentric focus upon strategies for
disaster readiness (Smit & Wandel, 2006; Norris et al., 2008) and/or upon
community development - such as building capacity to cope with challenging
social conditions (Berkes & Ross, 2013). Norris et al. (2008, p. 127), for
example, describe community or ‘collective’ resilience as a metaphor
emerging from four adaptive capacities: economic development, social
capital, information and communication, and community competence, in
terms of community potential to be prepared for, function effectively and
adapt successfully in the aftermath of disasters or ‘shock’. Miller and Hopkins
(2013, p. 14) suggest that the concept of resilience has gained popularity
because shocks to geopolitical, environmental, energy and economic systems
have become more commonplace, and because there is a growing recognition
that more shocks are on the way.
Berkes and Ross (2013, p. 6) explain that thinking about resilience – or
‘resilience theory’ - is one of the major conceptual tools in the environment
literature to deal with rapid and flexible responses to rapid change. Resilience
theory deals with system dynamics and conceptualises ecosystems as
continuously changing, sometimes abruptly and unpredictably. Along with
resilience, ‘adaptability’, ‘adaptive capacity’ and ‘vulnerability’ of human
systems have become part of a closely associated focus (see such as Smit &
Wandel, 2006). ‘Adaptability’ describes capacity, capability and flexiblity to
adapt to change to influence resilience (ibid., p. 15). Vulnerability describes a
lack in such adaptive capacity and resilience. ‘Wellness’ or ‘well-being’, is
described to be the result and measure of successful adaptation (Norris et al.,
2008, p. 132).
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“In its broadest ‘social science’ context . . .”, Berkes and Ross (2013, p. 7)
suggest, “ . . . resilience is about ecosystems and people together as integrated
social-ecological systems in which social systems and ecological systems are
recognized [sic] as coupled, interdependent, and coevolving”. A key
assumption of resilience theory is that there is no balance in nature, but rather
a nonequilibrium or (more accurately) multi-equilibrium conditions within
unpredictable systems, which are all subject to cycles of continuous change
and renewal (Berkes & Ross, 2013, p. 7; Davidson, 2010; Noberg & Cummings,
2008). While grounded in an underpinning technocentric perspective, such an
assumption progresses contemporary mainstream Western perspectives (see
section 2.3 of this thesis) to a position of recognising that ‘sustainability’, in
terms of the indefinite perpetuation of a discrete socio-cultural-economic
system, does not exist (Davidson, 2010, p. 1137). As Davidson (ibid.) explains,
history demonstrates that, although varying in longevity, all systems known
to science have come to an end. In such light, resilience theory, by intent or by
accident, seriously challenges mainstream Western assumptions apparently
underpinning approaches such as the UN goal for ‘sustainable development’
as a strategy for human survival, well-being and prosperity (e.g. IUCN, 1980,
pp. 18-19) (see section 2.8.2 of this thesis).
Magis (2010) describes resilience as an indicator of social sustainability, which
suggests a perspective of resilience (community or otherwise) being a
component of ‘sustainability’ (or sustainable development). Miller & Hopkins
(2013, pp. 13-16) argue to the contrary, that sustainable attitudes, values and
behaviours should be understood to be component qualities and aspects of
resilience, along with understanding of vulnerability, flexibility, innovation
and capacity for adaptability. I hypothesise in this thesis that both
perspectives are accurate: that a critical and inseparable interdependent
relationship exists between the two concepts, so that there can be no
semblance of sustainability without capacity for resilience while at the same
time no resilience without capacity for ‘sustainability’ in terms of capacity to
survive and progressively adapt and continue (see such as Aldrich, 2008).
This thesis draws upon Berkes and Ross’ (2013) approach to developing an
integrated concept of community resilience seated in a synthesis of ecological
understandings (see such as Hollings, 1973; Magis, 2010) and complex
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adaptive systems (see such as Davidson, 2010; Norris et al. 2008; Smit &
Wandel, 2006).
This research’s review of the literature supports Berkes and Ross’ (2013, p. 17)
observation that while there is much theorising in the literature about the
characteristics, need for and benefits, there is little describing methodologies
for facilitating and achieving community resilience (Berkes & Ross, 2013, p.
17). As alluded to in the opening paragraphs of this section, many authors
point to cultural history (e.g. Aldrich, 2008; Simmons, 2008) and indigenous
cultures (e.g. Turner, 2005; Suzuki et al., 2007) as sources of such
methodology.
2.10.2 Lessons in Resilience, Adaptability, Well-being and Survival
Campbell (2001), Fien (2001), Suzuki et al., (2007) and others, in reflecting
upon their interpretations of indigenous cultures resilience and lessons to be
learnt, have observed that, in order to move forward and hope to achieve a
sustainable future, we need to return to the basics of life and learning:
understanding first ourselves and what is needed to simply ‘be’ and stay alive
and well (Oats, 2001; Mehrotra, 2006). We need to understand our biological
and ecological selves (Sterling, 2001), our basic needs (Suzuki et al., 2007),
interconnections and inter-relationships (Simmons, 2008), in context with our
specific and global settings (Porritt, 1991), in order to equip ourselves for
resilience and survival (Aldrich, 2008). We need to not only understand the
probable future under the current DSP or ‘mainstream perspective’ and have
a realistic vision of possible and preferred futures (Simmons, 1991), but also to
look behind us, through history and work out what choices we have
collectively made, learn from these, understand how to adjust and change the
way we think, behave and interact – otherwise history will, without doubt,
repeat (Gore, 2006; Porritt, 1991; Scholz, 2011; Simmons, 1991).
Coyle’s (2005) study indicates that a public being aware of alternatives
through informational education is not sufficient to imbue change (see also
UNESCO-UNEP 1994, 1996; UNESCO, 2011). Simmons (1991) has observed
that, regardless of information, in order to actively change it is first necessary
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to be willing to change (Diamond, 2003). Diamond (2003), with other authors,
such as Aronson et al. (2010) and Suzuki et al. (2007), concludes that
ultimately we will either choose to change or the choice will be made for us
through changing conditions and circumstance, with which we may cope or
not.
It would appear to make sense to gather, understand and utilise all
knowledge bases and skills towards addressing the common issue of
environmental futures and survival, particularly those that are tried and
proven (see such as Brundtland, 1987; Suzuki, 2007), learning from the past to
build a better future (UNESCO, 2002), in an ecologically sound blend of the
best-of-the-old with the best-of-the-new (Williams, personal comment, 2012) –
in other words, drawing upon the collective wisdom of lessons learned from
the past in terms of what understandings, ethics and practices maintain
ecological balance and so sustainability, and combining these strategically
with appropriately compatible ecologically sustainability new technologies.
Understanding of inter-relationship, inter-connection, inter-relatedness and
interdependence and transferral of the same, along with levels of
environmental literacy and competence, are described by authors such as
Royal (2007) and Williams (2004) to continue amongst many Aotearoa-New
Zealand Māori, embodied within Māori culture as it is variably understood
and reproduced. Williams (2004) and others have described a pervasive
conservation ethic amongst Māori, which is based upon, and reinforced by,
perceptions of direct relationship and inter-connectedness with all that is,
traceable through whakapapa (genealogy) to the beginning of time (Ka’ai,
2003; Royal, 2010; Williams 2004). Such a conservation ethic is lacking in the
Western worldview (Cullingford, 2004). Despite an increasingly evident
urgent need (Aronson et al., 2010; NAAEE, 2011a), efforts to date at
establishing such a conservation ethic throughout the national and global
community have been predominantly ineffective, frustrated or are incomplete
(Bolstad, 2004; Eames & Chapman, 2008; Coyle, 2005). That such qualities are
described in the literature as being evidenced amongst indigenous cultures,
and in particular amongst Aotearoa-New Zealand Māori, is a tenth start point
for this research.
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The theme of ‘we need to learn from traditional indigenous cultural and
environmental knowledge’ is common within the literature (see such as Fien,
2001; Suzuki et al., 2007), as are descriptions of lessons in context with specific
peoples and places by authors such as by Johnson (1992) and Turner (2005) of
indigenous lore in localised contexts. However, no documented examples of
epistemologies for transitional education and learning arising from
indigenous cultural perspectives, understandings and practices were
identified in this study’s search of the literature. In their lead up to (Chapman
& Eames, 2007) and revision of New Zealand’s guidelines for EE (Ministry of
Education, 1999b), for example, Eames & Chapman (2008) have observed that
there is a significant lack of robust Māori cultural perspectives being
understood or represented in Aotearoa-New Zealand’s environmental
education policy or practice. I suggest that identifying and understanding
why and how a conservation ethic occurs and pervades within Māori culture
is a start to responding to gaps in educational understanding and practice
affecting human-environment perceptions, attitudes and values, interactions,
relationships and well-being.
This chapter has positioned the research with ten starting points that emerge
from two critical gaps identified in the literature, giving rise to the direction
and purpose of this thesis. The following section summarises the key starting
points in this review of the literature that have established the rationale and
direction for development of this research and thesis.
2.11

  Chapter  Summary  

This chapter has reviewed the literature describing the escalating global
human-environmental crisis and the adequacy of human responses to date,
with particular reference to mainstream Western education, environmental
education and education for sustainability. This review of literature has
established the background and rationale for this research, which is
summarised as follows:
1. An escalating global human-environmental crisis threatens systemic
collapse and so significantly threatens the security of humanity;
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2. human attitudes, values, ethics and interactions need to change
comprehensively and urgently;
3. fundamental change from human-centred to holistic attitudes, values and
behaviours is critical;
4. education, and in particular EE and EfS, is key to effecting such change;
5. regardless of label, meaningful collective learning needs to occur to
produce a holistic paradigm shift;
6. despite this knowledge, after fifty years of educational efforts and rhetoric,
there has been no meaningful change;
7. ecocentric-holistic awareness, knowledge, understandings, connections,
attitudes and values, skills and behaviours are unlikely to come from
mainstream Western thinking and most likely to arise from ecocentricholistic attitudes, values, ethics and models;
8. mainstream Western education, EE and EfS often arise from mainstream
Western attitudes, values and ethics, which have led to and perpetuate the
status quo and are not sustainable; therefore sustain unsustainability;
9. basic changes in our guiding cultural assumptions are needed to achieve
radical educational and social reform;
10. examples of such ecocentric-holistic attitudes, values, ethics and models
exist within understandings, attitudes, values, ethics and practices of
indigenous cultures, such as Aotearoa-New Zealand Māori.
It has been theorised that identification and understanding of why and how a
conservation ethic occurs and persists within Māori culture may inform
adequate response to the critical gaps identified in the literature.
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2.12

  Chapter  Conclusion  

The purpose of this chapter has been to describe the background and context
of this research, to explain and substantiate its rationale and purpose. Its
sections first introduced the need and context for this research, before
describing the nature of and rationale for urgent, comprehensive and
fundamental paradigm change. Education, environmental education (EE) and
education for sustainability (EfS) were then described as critical vehicles
towards such change. Identification of reasons for lack of meaningful change,
despite 50 years of efforts, followed with descriptions of what is needed for
gaps to be closed and ecologically sustainable lifestyles and futures realised.
Consideration of what might be learned from indigeneity and, specifically,
Māori culture led to a summary of key points and this chapter conclusion.
The purpose of this research has been refined through this process: to identify
ways in which understandings and approaches informed by Māori culture
might help address epistemological and pedagogical gaps in mainstream
environmental education and education for sustainability.
Given such a purpose, it is appropriate that this research reviews the
literature describing EE and/or EfS or their equivalent as documented within
Māori culture. First though, in light of contemporary Māori culture sitting
within the context and parameters of a bicultural Aotearoa-New Zealand
society and its systems, it would be useful to the purposes of this research for
the status of mainstream environmental education and education for
sustainability in Aotearoa-New Zealand to be understood.
The following chapter will review the literature with a specific focus upon
mainstream environmental education and environmental education in
Aotearoa-New Zealand, as a background to a subsequent chapter reviewing
the literature focused upon EE and/or EfS within Māori culture.
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3.1

Introduction  

The previous chapter has described the background and rationale to this
research in terms of the context, emergence, nature and status of
environmental education (EE) and education for sustainability (EfS) on the
international stage as represented in the literature. This chapter will present
an overview of the current status and framework of EE and EfS in the context
of Aotearoa-New Zealand as represented in the literature.
Aotearoa-New Zealand’s Guidelines for Environmental Education (Ministry of
Education, 1999b) and other governmental documents5 juxtapose EE and EfS.
For this reason, and for the purposes of this research, unless being
differentiated for a point of discussion, EE and EFS will henceforth be
described in this thesis as being coupled as ‘EE/EfS’.
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  See	
  such	
  as	
  http://seniorsecondary.tki.org.nz/Social-sciences/Education-for-sustainability Retrieved 6
October 2013.	
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This chapter will first describe how EE/EfS is currently represented,
resourced and supported in Aotearoa-New Zealand, before a description of
its current frameworks. Next the Enviroschools programme will be reviewed.
The Enviroschools programme is an independent initiative that is the main
driver of formal EE/EfS in Aotearoa-New Zealand. Descriptions of
independent EE/EfS programmes in primary schools follow, before an
overview of the status quo of EE/EfS in the secondary School and then
tertiary education sectors. An overview of barriers to EE/EfS in AotearoaNew Zealand will lead to a review of recent EE/EfS research and theory in
Aotearoa-New Zealand and its implications, before the chapter’s summary
and conclusion.
The following section will describe the current status of EE/EfS in AotearoaNew Zealand.
3.2

Current  Status  of  EE/EfS  in  Aotearoa-‐‑New  Zealand  

The history and status of environmental education (EE) and education for
sustainability (EfS) in Aotearoa-New Zealand has been described by various
authors including Bolstad et al. (2004), Brignall-Theyer et al. (2009), Eames &
Chapman (2008), Eames & Barker (2011); Eames et al. (2006), Law (2005),
McKay (1998) and Williams (2008). Essentially the pattern of development,
evolution of terms, prioritisation and status is reflective of the international
literature (Eames & Barker, 2011). Much of the contemporary literature in the
context of Aotearoa-New Zealand is constrained to seeking to address the
same set of concerns around lack of support from the system, funding, time,
resources, prioritisation and training (e.g. Brignall-Theyer et al., 2009; Eames
et al., 2006; Williams, 2008), all of which are perhaps indicative of a general
lack of comprehension or acceptance amongst community leaders and
decision-makers of the human predicament described in the previous
chapter6.
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See for example Key, J. (2011). In Harper, P. (2011), Key Rejects BBC Criticism of NZ ‘Pure’ Claim. N.Z.
Herald, Wednesday May 11, 2011.
http://www.nzherald.co.nz/nz/news/article.cfm?c_id=1&objectid=10724868
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EE/EfS has received no formal governmental funding or support in AotearoaNew Zealand since December 20097 following a change to a more right-wing
government in November 2008 (Eames & Barker, 2011). Prior to the 2008
change of government, Chapman & Eames (2007) have described
governmental ambivalence towards the environment and ecological
sustainability issues and suggest EE/EfS’s marginal (and inadequate) status
in schools reflects this (see also Brignall-Theyer et al., 2009; Bolstad et al.
2008). Further evidence of governmental ambivalence has been noted by
Bolstad et al. (2008) and others in a lack of meaningful official recognition and
advocacy of the UN Decade of Education for Sustainable Development
(DESD) (UNESCO, 2002, 2005). Eames & Barker (2011, p. 187) observe that the
2008 change in government appears to have compounded the EE/EfS’s low
prioritisation and marginal status. They also note a concurrent related tension
between exploitation and conservation demonstrating “ . . . the critical need
for environmental education in [Aotearoa-New Zealand] to equip our people
with the education to be kaitiaki (guardians) of this land and to make good
decisions for its future” (Eames & Barker, 2011, p. 189).
EE/EfS is not compulsory in the schooling of Aotearoa-New Zealand’s young
(Bolstad et al., 2008; Chapman & Eames, 2007; Eames & Barker, 2011; M.o.E.,
1999b; Williams, 2008), nor is it included as a core part of teacher training
(Bolstad et al., 2008). Inclusion of EE/EfS in education programmes is
voluntary (Chapman & Eames, 2007) and at individual teacher and school
discretion.
Economic imperatives, assessment and standardisation have become the
priority for education in schools (Eames & Barker, 2011). There is significant
pressure on schools and teachers to ensure students achieve National
Standards8 for literacy and numeracy in primary schools and pass topic-based
examinations in secondary schools (Brignall-Theyer et al., 2009; Eames &
Barker, 2011). EE/EfS is required to fit around governmental, community and
school priorities dictated by National Standards for reading, writing,
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See Ministry of Education Budget 2009
	
  	
  	
  
http://www.minedu.govt.nz/theMinistry/Budget/Budget2009/EducationSavings.aspx
8
http://www.minedu.govt.nz/theMinistry/EducationInitiatives/NationalStandards.aspx Retrieved 6
October 2013.
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mathematics and other contemporary ‘core’ subjects in early childhood,
primary and secondary school programmes (Bolstad et al., 2008; Eames &
Barker, 2011; M.o.E., 1999b). It follows that environmental education has
struggled for recognition, acceptance, inclusion and support, let alone
prioritisation sought in the Belgrade Charter (UNESCO-UNEP, 1976) and Tbilisi
Declaration (UNESCO-UNEP, 1978), in Aotearoa-New Zealand schools and
communities. Eames & Barker (2011, p. 187) suggest that lack of cohesion
through governmental support threatens to stall the progress that has seen
EE/EfS being delivered in over 25% of all Aotearoa-New Zealand schools (see
also Eames et al., 2010).
From the literature (e.g. Brignall-Theyer et al., 2009) it is clear that EE/EfS
initiatives are co-ordinated and implemented with the initiative, enthusiasm,
funding and support of volunteers, some teachers and some schools, some
local and regional government agencies, a few government agencies, some
institutions (mainly at departmental levels) and non-governmental
organisations (NGOs), including the World Wildlife Fund and the Tindall
Foundation9. In other words, EE/EfS in its various guises happens largely
despite the constraints of the system. Independent initiatives, such as the
Enviroschools programme (Enviroschools Foundation, 2010a) have
developed, expanded and gained momentum. The Enviroschools initiative
has had significant influence upon EE/EfS in Aotearoa-New Zealand (Eames
& Barker, 2011; Jackson, 2009) and will be described in more detail later in this
chapter. Despite the support of the Enviroschools programme (Enviroschools,
2013) and other non-governmental initiatives, lack of prioritisation, cohesive
direction, support and coordination within a clear and engaging framework
mean that EE/EfS efforts continue to be fragmented, ‘piece-meal’ (Bolstad et
al., 2008) and ‘ad hoc’ (Brignall-Theyer, 2009), and so vary hugely in nature,
relevance and outcomes (Eames & Chapman, 2008).
Such an unflattering description of the status of EE/EfS in Aotearoa-New
Zealand contrasts with the urgent need and objectives for EE/EfS described
in the literature yet is consistent with many of the gaps described in the global
overview of the previous chapter. As has been described already, the
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See http://www.wwf.org.nz/what_we_do/community_funding/funding_for_schools/
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development of EE/EfS in Aotearoa-New Zealand has followed a similar
pattern to many Western countries to a point where, despite the need being
apparent and widely recognised in the literature as being critical (e.g.
Aronson et al., 2010; Lautensach, 2003; Sterling, 2005 and so on), incomplete
and inadequate frameworks for EE/EfS appear to be in place to, at best, give a
semblance of activity, yet ensure marginalisation and so perpetuation of the
status quo. The following section will describe the framework for EE/EfS in
Aotearoa-New Zealand as it currently stands.
3.3

The  Aotearoa-‐‑New  Zealand  Framework  for  EE/EfS    

Aotearoa-New Zealand’s Ministry for the Environment (1998) has prepared a
National Strategy for Environmental Education entitled Learning to Care for
Our Environment, which followed the 1995 release of the Environment 2010
Strategy (M.f.E., 1995a). The National Strategy for Environmental Education
was developed without clear objectives, policy and a mandate for its
implementation (McKay, 1998) and so was directionless without a policy,
definition and official commitment. Subsequent associated poor allocation of
resources appears to have contributed to poor credibility and acceptance of
EE/EfS in educational realms (Brignall-Theyer et al., 2009). More than a gap
in legislation, lack of EE/EfS policy may be a negative influence upon
people’s awareness, attitudes and priorities of sustainability as a foundation
of education (ibid.).
The Ministry of Education (Ministry of Education, 1999b) produced Guidelines
for Environmental Education in New Zealand Schools in 1999. A guide for
education for sustainability in secondary schools has been developed for
senior students from these guidelines as part of the Ministry of Education’s
secondary school curriculum guides10.
Aotearoa-New Zealand’s Ministry of Education (1999b) Guidelines for
Environmental Education describe an environmental concept of
‘interdependence’, highlighting relationships between all living things with
“their physical environment” and relates this to Fien and Gough’s (1996)
	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
   	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  
10

See http://seniorsecondary.tki.org.nz/Social-sciences/Education-for-sustainability
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systemic description of looking at the environment as a set of inter-related
systems – the biophysical, social, economic and political systems:
The biophysical system provides life-support systems for all life. A
social system provides rules and structures that enable people to live
together. An economic system provides ways of producing and
exchanging goods and services. Through a political system, people
make decisions about how social and economic systems use the
biophysical environment.
M.o.E. (1999b) guidelines also suggest, amongst other things, that the concept
of interdependence is reflected in “the Māori world view” and that
“Environmental Education provides a context for learning about these
interdependent relationships and people's effect on them”. Māori cultural
concepts are acknowledged and it is suggested that as well as Western
perspectives of concepts such as “interdependence, sustainability,
biodiversity, and personal and social responsibility for action”, Māori cultural
concepts such as “ . . . whenua, mauri, rangatiratanga, taonga, hauora, rāhui,
tapu, and kaitiakitanga can be developed through . . .” integration in topics
arising from mainstream Western perspectives, epistemologies, pedagogies
and frameworks, such as science.
Eames et al. (2008) have described the Ministry of Education’s 2002
establishment of National Education for Sustainability (NEFS) team as
(Williams, 2012): a team of candidates to train as school advisers for
environmental education to help develop teachers’ and other environmental
educators’ capacities to facilitate environmental education or education for
sustainability. Funding was extended in 2006 to secure NEFS operations for
three years, to establish a Māori language initiative, Te Mātauranga Taiao, and
to provide contractual support for the established, proven and expanding
Enviroschools programme (Eames et al., 2010). This programme and all
others, was discontinued in December 2009 (Eames & Barker, 2011).
The New Zealand Education Curriculum was reviewed in 2007. In terms
articulated by Sterling (2001) in Sustainable Education: Re-visioning Learning and
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Change, the nature of the review is potentially transformative. Eames & Barker
(2011) and others (e.g. Bolstad et al. 2006; Eames & Chapman, 2008; Eames et
al., 2008; Eames et al. 2011) have observed this potential for EE/EfS and its
outcomes. The Curriculum (M.o.E., 2007) not only provides for inclusion of
EE/EfS in schools, it also encourages schools and communities to design their
own curriculum in the context of local community and individual needs.
Connection to the land and environment is stated as a key part of the vision
for lifelong learners as confident, connected, actively involved community
members that is articulated in the Curriculum (M.o.E., 2007, p. 8). Eight
meaningful principles direct the focus of each school’s curriculum design to
support and empower learners in learning how to learn in a locally engaging and
meaningful context and coherent manner, to have high expectations of being
included and experiencing cultural diversity, including understanding
Aotearoa’s founding Tiriti o Waitangi (the Treaty of Waitangi), with a
proactive focus upon the future (M.o.E., 2007, p. 9). The Curriculum (M.o.E.,
2007) encourages the modelling and exploration of eight core values,
including ecological sustainability and care for the environment, with
integrity, respect, equity and community participation, amongst others. These
values are consistent with holistic philosophical objectives articulated in the
Belgrade Charter (UNESCO-UNEP, 1976) and Tbilisi Declaration (UNESCOUNEP, 1978).
While the National Curriculum (M.o.E., 2007) has stopped short of making
EE/EfS mandatory (Eames and Barker, 2011) in schools, its transitional scope
leaves few reasons why schools cannot work with local communities to create
curricula and pedagogy based on the principles of EE/EfS towards
developing an environmentally competent and ‘sustainable’ society. I suggest
that perhaps one of the few reasons why such potential has not widely been
grasped may lie in the terms of the National Curriculum (M.o.E., 2007) being
commonly interpreted from within contemporary frameworks upon
mainstream Western philosophical perspectives and assumptions, rather than
from holistic perspectives. The potential for such a shift by administrators and
educators in interpretation and application, to consider and understand the
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National Curriculum (M.o.E., 2007) from a holistic and literal perspective, in
itself appears significant to the intentions of this research.
Bolstad et al. (2008) have observed a widespread lack of appreciation or
understanding amongst Boards of Trustees, school administrators, and
teachers of the nature, need for and purpose of EE/EfS. Brignall-Theyer et al.
(2009) suggest that without clear objectives, policy and a clear mandate for
policy makers and educators to understand, prioritise and deliver effective
and meaningful EE/EfS (McKay, 1998), as well as without appropriate
educator training, support and funding, the National Strategy for
Environmental Education (M.f.E., 1998) and Guidelines for Environmental
Education in New Zealand Schools (1999b) are insufficient and inadequate as a
framework (see also Bolstad et al., 2008; Eames & Barker, 2011).
In their positioning paper Chapman & Eames (2007) observe both the
potential for the new curriculum (M.o.E., 2007) and disparities between it and
the Guidelines for Environmental Education (M.o.E., 1999b). They also observe
the Ministry of Education’s cognisance of the fact and arrangements for
revision being implemented. Eames & Barker (2011, p. 187) confirm that as a
consequence of the change of government and resultant focus described in the
previous section, a revision of the guidelines has not occurred. The low
cognisance of a need for EE/EfS and subsequent ambivalence of the current
government is reflected in the total lack of funding and support, and
relegation of EE/EfS to the volunteer and NGO sector of the economy, and to
the discretion of schools and teachers. Despite lack of government leadership,
funding and support, many schools and agencies have developed and
maintained EE/EfS programmes either as part of a NGO network or locally
and independently.
The main independent network synonymous with EE/EfS in Aotearoa-New
Zealand and key driver of formal EE/EfS in Aotearoa-New Zealand, has been
the Enviroschools programme. The following section will overview the
Enviroschools programme’s origins and development, illustrating the
programmes influence and importance in EE/EfS in contemporary AotearoaNew Zealand.
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3.4

The  Enviroschools  Programme  

In the early 1990’s, the Hamilton City Council developed a trial programme
with three schools in and around Hamilton as ‘Enviroschools’ (Jackson, 2009;
Williams, 2012). The success of environmental education in these schools and
their communities led to the development of a programme for facilitated
Enviroschools, launched in 2001, with a kit of resources for interested schools
and a professional development programme for teachers and facilitators in
the Hamilton area (Enviroschools, 2010a). The Enviroschools kit became
available throughout Aotearoa-New Zealand in 2002 through the
collaboration of the New Zealand Association for Environmental Education
with local and central government agencies (Williams, 2012). The
Enviroschools Foundation was established in 2003 as the governing body for
Enviroschools, with a national office in Hamilton over-seeing Enviroschools
throughout the country, coordinated on a regional basis (Enviroschools, 2008;
Jackson, 2009). The influence of the EnviroSchools programme has been
significant throughout Aotearoa-New Zealand since the Foundation’s
establishment in 2003, with around 28% of schools and kura and 58% of Local
Authorities involved in the Enviroschools network in November 2010
(Enviroschools, 2010a).
A team of Māori educators, Te Mauri Tau, helped develop the Enviroschools
programme to include Māori perspectives and values (Enviroschools, 2010a).
The Enviroschools programme is guided by five main principles that, to a
greater or lesser degree, incorporate or are reminiscent of Māori values,
perspectives and approaches:

•

Empowered students

•

Learning for sustainability

•

Māori perspectives

•

Respect for diversity of people and cultures

•

Sustainable communities
(Enviroschools Foundation, 2008, p. 9)
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A need for indigenous people’s inclusion in education for sustainability has
been emphasised in the literature, including Agenda 21 (UNCED, 1992) and
other United Nations’ documents (see such as UNESCO-UNEP, 1976;
UNESCO-UNEP, 1978; UNESCO, 2002; UNESCO, 2007; UNESCO, 2009, and
others). Eames and Chapman (2008) note a lack of meaningful integration in
the context of Aotearoa-New Zealand EE/EfS policy and practice (see also
Bolstad et al. 2004). In such light, the involvement of Te Mauri Tau and
inclusion of aspects of Māori culture in the establishment of the Enviroschools
programme and its kaupapa, is significant.
Bolstad (2003), Eames & Barker (2011) and Wilson-Hill (2003) describe ‘the
Enviroschools approach’ as being to encourage the development of a whole
school curriculum that actively involves all staff, students, management,
administration and operations, and includes the physical and biological
environment, along with the local community (see also Williams, 2012;
Jackson, 2009). The Enviroschools Foundation (2004) seeks to model
sustainable attitudes, values and practices in healthy learning environments,
including and incorporating the natural and built environment, in projects
within the local and wider community. Enviroschools offers training for
facilitators, as well as support for schools and communities, including
resource kits and a network of agencies, NGOs and schools (Enviroschools
Foundation, 2010a). This not-withstanding, Jackson (2009) and others note
that there is a wide range of interpretations and applications of Enviroschools
throughout Aotearoa-New Zealand.
Some studies of educational outcomes of Enviroschools have been conducted,
yet there is considerable scope and need for comprehensive evaluation
towards their optimisation (Eames et al., 2006). What data has been gathered
describing educational outcomes of Enviroschools , despite the limitations of
sample size and geographic representation, is positive. For example, Eames et
al. (2006) have documented a wide range of other positive educational
outcomes. Technological aptitude and innovation are developed in inquirybased projects that address real-life challenges in energy saving and
production, food production, resource recycling and a myriad of others
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through meaningful learner participation (Williams, 2012). Bolstad et al.
(2008), Eames et al. (2006) and Eames et al. (2010) reported observation of
increased awareness and improved knowledge of environmental and social
sustainability issues, increased self-awareness and sense of place as well as of
physical, social and historical context have been observed, along with
improvements in core skills in critical evaluation, planning, decision-making
and project design and implementation, amongst students and teaching staff
in and associated communities of, Enviroschools.
Eames et al. (2006) also noted increases in a propensity for attitudes of peer
leadership, along with improvements in qualities of collaboration,
communication and cooperation within the school environment amongst
children and their peers and staff, and amongst the wider community.
Research indicates similarly clear positive relationships arising from
Enviroschool (Wilson-Hill, 2010) and Waldorf (Burnett, 2007) educational
philosophies and approaches with text-literacy, numeracy and problemsolving. Such observations, along with those of reduced incidents of bullying
or vandalism, complement and reinforce research relating to the Waldorf
system of Rudolph Steiner schools (Dahlin, 2010; Rivers & Soutter, 1996),
which are based on similar whole school, learner-inclusive, constructivist,
experiential action learning educational philosophies and approaches (Delay,
1996; Phillips, 2000).
While not wishing to rely too much on my own recollections, it is useful to
note that not all schools have been exemplars of unambiguous positive and
deep uptake of the Enviroschools kaupapa11. Regardless of the nature and
depth of programme content or meaningful learning, schools appear to be
considered, marketed as and included in the statistics as ‘Enviroschools’.
Jackson’s (2009, p. 7) assessment of outcomes of Enviroschools goes some way
to illustrating this point in concluding:
In addition to fundamental goals and activities for teaching and
learning the Enviroschools concept is valuable for teaching and
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harbouring indigenous perspectives regarding land, health and wellbeing . . .[yet] . . . the reasons for this is there are a number of members
within the community who have a deep and rich understanding of
these values . . .
This illustrates that despite contributing some degree of cohesion and
guidance, rather than a ‘silver bullet’, ‘the Enviroschools approach’ in
application appears to also be part of the fragmented, ‘piece-meal’ (Bolstad et
al., 2008), ‘ad hoc’ (Brignall-Theyer, 2009) and hugely variable (Chapman &
Eames, 2007) picture of EE/EfS in contemporary Aotearoa-New Zealand. As
with any other programme of EE/EfS, the variability of the nature,
composition, values, vision and input (Brignall-Theyer et al., 2009) making up
different communities “ . . . . is one of the major driving factors for the success
of . . . Enviroschool[s]” (Jackson, 2009, p. 7).

3.5

Independent  EE  and  EfS  in  Primary  Schools  

While there are some very good independent environmental education
and/or sustainability programmes being run in Primary schools in AotearoaNew Zealand, the nature of these tends to be ad hoc and fragmented, with
programmes being dependent upon teachers and parents with a particular
passion, interest and drive in this area (Bolstad et al., 2004; Eames et al., 2008).
Environmental education in Aotearoa-New Zealand is commonly
marginalised and is often perceived as an unnecessary extra by Principals and
teachers (e.g. Eames & Barker, 2011). Eames & Barker (2011) and many
authors clearly articulate that this situation is not aided by a total lack of
Ministry of Education support and direction in any regard to matters relating
to environmental stewardship, nor by a strong push towards economic
development as part of a global community (M.o.E., 2009) and related
commercialisation of schools (Brignall-Theyer et al., 2009; Chapman, 2007;
Eames et al. 2008). While this is perhaps not so marked in the primary sector,
it appears to be the predominant situation in secondary and tertiary
institutions in Aotearoa-New Zealand (Bolstad et al., 2004; Brignall-Theyer et
al., 2009; Williams, 2012).
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3.6

EE/EfS  in  Secondary  Education  

It is apparent from the likes of Brignall-Theyer et al. (2009) and Williams
(2012) that EE/EfS is struggling for recognition, let alone inclusion, within the
secondary school system. Brignall-Theyer et al. (2009) report that efforts
seeking to educate towards sustainability within secondary schools tend to be
driven by enthusiastic champions in an ad hoc fashion, and in the face of
considerable barriers, described elsewhere in the literature over considerable
time (e.g. Bolstad et al., 2004; Chapman et al., 2006; Eames et al., 2008;
Lautensach, 2003; McKay 1998). Brignall-Theyer et al. (2009) suggest that such
lack of change in barriers implies that there is an underlying unwillingness to
change organisational structures and public policy.
Brignall-Theyer et al. (2009) and Williams (2012) observe that six level two
and five level three New Zealand Level of Educational Achievement (NCEA)
standards in education for sustainability have been developed for senior
secondary students, complete with supporting teaching and learning
modules. However, both Brignall-Theyer et al. (2009) and Williams (2012)
note that at the time of their research, relatively few EE/EfS programmes
actually existed in secondary schools in Aotearoa-New Zealand. There are a
few examples of attempts to integrate some aspects of sustainability into
existing senior programmes in a small number of secondary schools, as well
as slowly increasing numbers of cross-curriculum projects being implemented
in junior programmes (Williams, 2012).
3.7

EE/EfS  in  Aotearoa-‐‑New  Zealand’s  Tertiary  Education  

Williams’ doctoral research (2008) investigated reasons behind a general lack
and slow response to the need for change, particularly within higher
education in Aotearoa-New Zealand, through examining leadership of
education institutions. Her findings suggested a lack of strong support
amongst the leadership of most Aotearoa-New Zealand Universities and
Polytechnics, reflected in lack of substantive references to sustainability in
institutional vision statements and strategies, and thought to be reminiscent
of government perspectives (Williams, 2008, p. 248).
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Few course options or course content pertaining to environmental or
sustainability issues, is evident in Aotearoa-New Zealand University
calendars. The University of Waikato offers papers in ‘education for
environmental sustainability’12 , and ‘environmental and sustainability
education’13 for in-service and pre-service teachers (which are at students’
interest and discretion – not a compulsory component of any professional
training), as well as 65 courses with an education for sustainability intent
(Spicer et al., 2011). Spicer et al. (2011, pp. 6-8) have described an overview of
sustainability curricula at Aotearoa-New Zealand tertiary institutions. In their
report, Spicer et al. (2011) note that Canterbury University offered more than
150 undergraduate courses that are relevant to sustainability and, while
Auckland University similarly offers 160 undergraduate courses, Massey and
Victoria Universities total of ‘sustainability relevant’ courses are unknown
and pending investigation. According to Spicer et al.’s (2011) research, Otago
University offered 3 major and one minor degree options during 2011, while
Victoria University had two majors and a specialisation option in their
Building Science degree.
Spicer et al.’s (2011) distinction and categorisation of courses as having
‘relevance to sustainability’ is interesting in that some argue that
sustainability is relevant to all aspects of education (Sterling, 2001), therefore
all courses should be included and the exercise of asserting relevance to
sustainability is academic and as a measure, effectively meaningless. It is
arguable that, for the main part, Aotearoa-New Zealand University students’
opportunities for learning reflect perspectives and practices of the dominant
social paradigm, which perpetuate the status quo of expansive economic
development and, inevitably, escalate sustainability issues for future
generations (ibid.; Sterling, 2001).
As an admirable exception, a precedent has been established at the Otago
Polytechnic with principles of sustainability underpinning all of its courses,
with the objective of engendering sustainable attitudes and practices amongst
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all its graduates (Spicer et al., 2011). It is apparent that a similar initiative may
be underway at Waikato University (ibid.).
Williams (2012) suggests that the overall situation in the formal realms of
education in Aotearoa-New Zealand does not reflect well upon the collective
institutions of higher education, whose purported role is to act as critic and
social conscience for society, and advisors to central government.

3.8

Barriers  to  EE/EfS  in  Aotearoa-‐‑New  Zealand    

A number of barriers appear to restrict the acceptance and inclusion of
EE/EfS in schools in Aotearoa-New Zealand as already described, but also
including lack of environmental literacy amongst teachers, school
administrators and Boards of Trustees (Bolstad et al., 2004), lack of
opportunities for appropriate professional development and so lack of
expertise amongst teachers (Brignall-Theyer et al., 2009; Williams, 2012), and
so lack of perception of priority and support amongst school management
teams (Coyle, 2005). It appears that this may be largely due to a majority of
teachers, Principals and communities lacking understanding of what
environmental education and education for sustainability is, why it is
important, what it involves, compounded by their own environmental
illiteracy and being confused at changes in descriptions and terms, as well as
the lack of central government prioritisation, directive, training, funding and
support (Bolstad et al., 2004, 2008; Brignall-Theyer et al., 2009; Eames et al.,
2006; Williams, 2012).
Bolstad et al. (2004) suggest another limitation is a simple resistance amongst
teachers to a change from familiar teaching pedagogy. Brignall-Theyer et al.
(2009) reinforce Bolstad et al.’s (2004) observation that such appears to
indicate some degree of environmental illiteracy amongst teachers, and
particularly among secondary teachers, of the pressing issue of achieving a
sustainable society and the urgent need for changes in individual and
collective attitudes, awareness and behaviours to achieve such.
The main body of Aotearoa-New Zealand literature points to an over-riding
barrier to sustainability education’s meaningful inclusion in formal education
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in Aotearoa-New Zealand is a resounding lack of governmental support (e.g.
Bolstad et al., 2004a, Bolstad et al., 2004b, Bolstad et al., 2008; Brignall-Theyer
et al., 2009; Chapman, 2011; Chapman et al., 2006; Eames et al., 2006; Eames et
al., 2008; Williams, 2012). Since the election of the National-led Coalition
Government in 2008, all funding and support linked to EE/EfS has been
withdrawn (Williams, 2012) despite international recognition of the need and
urgency for such programmes. For example, United Nations’ appeals for
governmental prioritisation of pre-service and in-service training of teachers
in environmental education have been insistent since the 1970s (UNEP, 1972a,
1972b; UNESCO, 1972; UNESCO, 1978; UNESCO-UNEP, 1978) and 1980s
(UNEP, 1987; UNESCO-UNEP, 1988). Likewise, United Nations’ appeals for
training of teachers in education for sustainable development have been
constant leading up to and since the Earth Summit of 1992 (UNCED, 1992a,
1992b; UN, 1992; UN, 1994a, 1994b; UNESCO-UNEP, 1994; UN, 1995; UN,
1997; UNESCO, 1993; UNESCO-UNEP-IEEP-MIO/ECSDE, 1995; UNESCO,
1996; UNESCO-UNEP, 1996; UNESCO, 1997; UNESCO-EPD, 1997a, 1997b;
UNESCO, 1998; UNESCO, 2000; UNESCO 2002; UNESCO, 2005; UN FAO,
2005; UNESCO, 2007; UNESCO, 2009). Despite this, there is no component of
environmental education or education for sustainability in pre-service or inservice teacher training in Aotearoa-New Zealand (Bolstad et al., 2008;
Brignall-Theyer et al., 2009) other than that offered by a few institutions for
individual interest and pursuit (Spicer et al., 2011). All Ministry of Education
funding to support any teaching and learning for sustainability initiatives in
schools was frozen or pulled at the end of 2009 (Williams, 2012). These same
barriers to sustainability education have been reflected within the literature
for some time, and their continuance suggests a pervading political
unwillingness to change structures in educational institutions and public
policy in ‘Clean-Green’ Aotearoa-New Zealand (Brignall-Theyer et al., 2009).
3.9

Recent  EE/EfS  Research  and  Theory  in  Aotearoa-‐‑New  Zealand  

Brignall-Theyer et al. (2009) have noted an increase in levels of research
addressing understanding and effective facilitation of EE/EfS in the context of
Aotearoa-New Zealand. This trend appears to have continued (e.g. Eames et
al., 2009; Eames & Barker, 2011; Robinson, 2013; Wilson-Hill, 2010; Williams,
2012). Recent research has been focused upon identifying progress and status
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of EE/EfS in schools and identifying ways of overcoming the physical,
structural, perceptual and systemic barriers to effective EE/EfS facilitation
(see such as Bolstad, 2003; Coyle, 2005; Eames & Barker, 2011; Robinson, 2013;
Smith, 2013) and so achieve meaningful change (Eames et al., 2009;
Lautensach, 2003; Stables & Scott, 2002; Sterling, 2001). Of particular interest
to this research has been Eames et al.’s (2009) recent development of
frameworks for developing action competence (Jensen & Schnack, 1997) and
whole-school approaches (e.g. Mardon & Ritchie, 2002; Tilbury & Wortman,
2005; Wilson-Hill, 2003) to EE/EfS in the context of education and learning in
Aotearoa-New Zealand. Eames et al. (2009) frameworks are reflected in
Enviroschools kaupapa (Enviroschools, 2011).
Whole school approaches are advocated in recent EE/EfS literature (e.g.
Bolstad, 2003; Brignall-Theyer et al., 2009, Tilbury & Wortman, 2005; WilsonHill, 2010) as an effective way to achieve learning for a sustainable future
(Bolstad, 2003). Whole school approaches are quite simply that: the entire
school is geared towards and involved in planning and instigating a process
of change towards achieving a sustainable school community so that children
learn through the culture of the school pedagogy, social climate and
organisation, structure and layout (Eames & Barker, 2011; Bolstad, 2003;
Tilbury & Wortman, 2005). The Enviroschools programme is an example of a
whole-schools approach (Brignall-Theyer et al. 2009). The Enviroschools
programme seeks to integrate environmental education into the whole school
life and to create learning opportunities by working towards a healthy,
peaceful, and sustainable environment, and is characterised by respect for the
diversity of Aotearoa-New Zealand’s peoples and cultures, and the inclusion
of Māori cultural perspectives and practices in relation to the environment
(Bolstad, 2003).
Eames and Barker (2011, p. 188) describe action competence (Jensen &
Schnack, 1997) as being based on the principles of democratic participation
and connectedness, and identify democracy as a European trait and
connectedness as an underpinning value of Māori culture. Eames et al. (2009)
have developed two frameworks for developing whole school approaches to
EE/EFS and developing action competence in the context of education and
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learning for sustainability in Aotearoa-New Zealand, which are intended to
align with the National Curriculum (Ministry of Education , 2007). The
following paragraphs will describe these.
Eames et al. (2009) explain that their whole-school framework is intended to
show what whole-school approaches to EfS might look like and to help
develop these approaches in schools as a formative tool. The framework
identifies and presents twenty-five aspects of an idealised whole-school
which schools seeking to develop and maintain a whole-school approach
might need to take into account. These aspects align with four general
categories or dimensions and have been grouped accordingly in sections in
the framework. This categorisation allows each aspect of the school to be
considered in a manner similar to that of planning for risk using a risk matrix,
so that a clear and comprehensive picture of what is well developed or
developing, what is underway or emerging, and what is absent and needing
to be facilitated, is apparent and usefully informative for self-adjustment.
These categories or dimensions14 are:
a) People
b) Place
c) Programmes
d) Practices
Each category or dimension of Eames et al.’s (2009) framework for action
competence has between three and ten aspects important for developing a
whole-school approach to EfS. Table 1 provides an example of one dimension
of the framework.
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  These four categories or dimensions are a central component of the Enviroschools kaupapa
(Enviroschools, 2013).	
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People

WS1

Working collaboratively across all groups involved in the
school

WS2

Reflecting the cultural diversity of the school and its
community

WS3

Acknowledging New Zealand’s bicultural foundations

WS4

Having community relationships for learning

WS5

Engaging in participatory key decision making

WS6

Being involved in action for sustainability

WS7

Having support from school leaders for EfS in school

WS8

Involving staff in professional development in EfS

WS9

Recognising the school as part of a local, national and
global community in EfS

WS10

Celebrating whole school achievements in EfS

Table  1:  The people dimension and its 10 aspects of Eames et al. (2009) 4 dimension and 25
aspect framework for whole-school approaches to education for sustainability (EfS)
Source: Eames et al., 2009, p. 3

Each aspect has five relative indicators. So, for example, an aspect for
consideration under the category of ‘people’ might be the capacity to work
collaboratively across all groups in the school (WS1). The section of the
framework allowing a school to gauge the relative status of its capacity to
work collaboratively across all groups in the school at a particular time
against relative indicators is illustrated in Table 2 below:

71  
	
  

People
Aspect

Absent

Preparatory

Emerging

Developing

Well
Developed

Working
collaboratively
across all
groups in the
school

No
collaborative
working
relationships
between all
groups
involved in
the school

Awareness
of the
importance
of
collaborative
working
relationships

Collaborative
working
relationships
exist
between
some groups
involved in
the school

Collaborative
working
relationships
exist
between
most groups
involved in
the school

Collaborativ
e working
relationship
s exist
between all
groups
working in
the school

WS 1

Table  2:  Example of one aspect of Eames et al. (2009) twenty-five aspect framework for
whole-school approaches to education for sustainability (EfS)
Source: Eames et al., 2009, p. 3

Table 2 illustrates one of twenty-five aspects and sets of indicators. The
twenty-four other aspects and indicators would follow underneath, grouped
relative to consideration of ‘people’, ‘place’, pedagogy’, or ‘practice’, for the
school community to assess, map, develop a strategy to address each aspect,
communicate, implement and monitor whole-school change over time
towards the agreed objectives.
The following paragraphs will now briefly explain Eames et al.’s (2009)
framework for developing action competence in education for sustainability.
There are six aspects of Eames et al.’s (2009) action competence framework.
These are:
a) experience;
b) reflection;
c) knowledge;
d) vision for a sustainable future;
e) action taking for sustainability;
f) connectedness.
Each aspect has been presented by Eames et al. (2009) in their framework with
a descriptor, as illustrated in Table 3 below:
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Code

Aspect

AC1

Experience – Experience refers to state, condition (feelings) or an event
that has happened. The interpretation of this experience may be personal
and/or collective

AC2

Reflection - Reflection is the ability to enquire into your own experiences
through the process of critical thinking

AC3

Knowledge – Knowledge relates to both conceptual and practical
understanding of sustainability and the processes through which
knowledge is gained and used

AC4

Vision for a sustainable future – Future visions for sustainability
consider how we might like things to look and also about what changes
might need to be made now for the future

AC5

Action-taking for sustainability – Action is the intentional act of doing
something. It is carefully considered behaviour that promotes
sustainability

AC6

Connectedness – The inter-connectedness between people and all aspects
of the environment: this includes making connections between thinking,
feeling and acting (head, hearts, hands)

Table  3  : The six aspects of Eames et al.’s (2009) framework for action competence in
education for sustainability (EfS)
Source: Eames et al., 2009, p. 4

Each aspect is explained in terms of learner and teacher roles, with
suggestions for development of these roles, links with the National
Curriculum (Ministry of Education, 2007), and evidencing competence, as
illustrated in Table 4 below:
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Aspect
Experience

Explanation To be
action competent, a
learner should have
a range of
experiences to
develop their
understanding,
commitment and
engagement with
sustainability
issues. This includes
learning in the
environment and
about the
environment to
connect the learner
to the environment
that the issue is
situated in and
engage their
motivation and
passion as in the
motto ‘head, hearts
and hands’ or
‘think, feel, act’.
This component
develops the
‘heart/feel’ aspect

Learner
A learner has
experiences of the
world which they
interpret through
the following:

Possible evidence
of this Evidence
could take the
following forms

(Suggestions)

Teacher A teacher
supports students
to experience and
interpret the world
in order to develop
personal
understanding in
authentic settings
through the
following:
(Suggestions)

- visiting and
knowing about
local places and
habitats and show
emotion related to
a particular place
and/or situation

- planning and
implementing
experiences that
are active and
reflective in and
beyond the
classroom

- photographs of
students engaged
in learning beyond
the classroom

- initiating and
planning
experiences for
themselves and
/or others

- using
experiential
learning processes

- knowing local
places of
significance and
their relationship
to them (such as
whakapapa,
connections to
livelihood)

- using cooperative
learning processes
- encouraging
emotional
responses and
connections to
environments and
places

(Suggestions)

- photographs of
students engaged
in experiential
learning
- students talking
about learning in
the environment
plans that indicate
learning is based
on experiences not
just pre-provided
information

Table  4:  Example of one aspect of Eames et al. (2009) 6 aspect framework for developing
action competence in EfS.
Source: Eames et al., 2009, p. 3	
  

Eames et al. have also developed a model (see Figure 2, below) illustrating the
development of action competence (middle ring) in relation to international
conceptions of EfS (inner ring) and Aotearoa-New Zealand National
Curriculum (Ministry of Education, 2007) key competencies.
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Figure  2:  Diagram attempting to show that the development of action competence (middle
ring) is linked to international conceptions of EfS (inner ring) and the key competencies of the
Aotearoa-New Zealand National Curriculum (M.o.E., 2007) (outer ring)
Source: Eames et al., 2009, p.2

In the context of the previous chapter’s review of the wider literature (see
Sections 2.3, 2.7 and 2.8 of this thesis), there continues in this chapter the
spectre of an overarching, inherent gap to some degree in the models
reviewed, including aspects of the Enviroschools programme (Enviroschools,
2013) and both of Eames et al.’s (2009) frameworks. This overarching gap lies
in each model, framework or programme being to some degree framed upon
Western reductionist perspectives15 and assumptions (see Section 2.3 of this
thesis), such as inference that humans are separate from the environment –
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In this thesis I am using the term ‘Western reductionist perspectives’ specifically in the way Suzuki et
al. (2007) describe Western reductionism, as a feature of general heavy societal emphasis upon science
focusing upon one small part of a subject of interest, isolating that part, then further breaking it down
into increasingly smaller parts in isolation (nature, society, the economy, a disease etc…) to try to
understand or address the whole, which can lead to loss of context of the whole.
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EE/EfS as ‘nature study’ (e.g. Fien, 2001; Gough, 2006; Tilbury, 1996) or
EE/EfS as an ‘aspect of science’ (Robottom, 2012), and EfS being about fixing
environmental problems (e.g. Handel, 1982; Burkhart, 1997). These gaps are
described with their implications in Chapter 2 of this thesis, but are also
illustrated throughout Eames et al.’s (2009) use of language in the framework
in Table 3 above, an example of which is:
“ . . . This includes learning in the environment and about the
environment to connect the learner to the environment that the issue is
situated in and engage their motivation and passion . . .”
The above excerpt exhibits a set of embedded, implicit ‘technocentric
accommodationist’16 (Chapman, 2007; O’Riordan, 1989) assumptions that
infer:
a) EfS involves addressing an ‘issue’ or a problem (in other words, no
environmental problem, no need for EE/EfS), and;
b) the issue/problem is specifically in ‘the environment’ (somewhere ‘out
there’ other than ‘here’ where everyday living occurs), and;
c) in order to engage the issue/problem an individual needs to be
motivated, which requires them to be passionate (as against being
equipped to expect and cope with change as part of everyday life with
action competence), and;
d) learning ‘out there’ in the environment has more value than learning
‘here’ where everyday life occurs, effectively overlooking and negating
the fundamental holistic principle articulated in the Enviroschools Kit
(2011, p. 51), for example, that the “environment is an all-embracing
word that includes ourselves and everything around us – natural
features, people and social (human-influenced) features and all the
relationships between them”, and;
	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
   	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  
16

“Technocentric accommodationists believe some accommodations are needed to mitigate the impact
of humans on the environment . . .[e.g.] . . . they want an undisturbed environment but also want a nice
car, house and holidays overseas.” (see Chapman, 2007, p 129).
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e) the concept of EfS is a topic that is ‘done’ while at school or during
facilitated activities (as against as a part of everyday activities), and;
f) EfS involves learning about the environment (informational),
sometimes while in the environment, and;
g) learning about the environment while in the environment establishes a
connection to the environment (as against ‘with’ the environment as an
integrated, inter-connected part: reflective of a reductionist perspective
overlooking/negating a fundamental principle of holistic philosophy).
Such assumptions, inadvertently consolidating fundamental gaps in
epistemology, pedagogy and teacher as well as student attitudes, values and
behaviours, are apparent throughout Eames et al.’s (2009) frameworks and
the literature reporting them, and are evident elsewhere. For example, the
Enviroschools programme literature (Enviroschools, 2008, 2010a, 2011, 2013)
employs holistic terms for its learning objectives, yet describes Western
mainstream indicators and outcomes, such as text-literacy (Wilson-Hill, 2010,
p. 3). Wilson-Hill’s (2010, p. 3) finding that text-literacy is instrumental in
individual achievement of action competence appears to indicate Western
mainstream bias both in terms of understandings of ‘literacy’ (Edwards, 2010;
Fleming & Mills, 1992; Hart, 2010) and the value of various communication
and learning preferences (e.g. Fleming & Mills, 1992) and skill sets implicit in
action competence relative to the terms of Aotearoa-New Zealand’s National
Curriculum (Ministry of Education, 2007). These observations of an
overarching gap associated with mainstream Western EE/EfS epistemology
and pedagogy in the Aotearoa-New Zealand literature are persistent with
both those identified in the international literature and of the international
literature by this research, as described in Chapter 2.8 of this thesis.
3.10

Chapter  Summary  

This research’s review of the Aotearoa-New Zealand literature has illustrated
that while there has been some small progress in EE/EfS research and
literature since November 2008, much of this has been necessarily related to
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communicating what has been achieved up to that point, confirming on-going
and intensifying systemic barriers, and what should be being done officially
and at grass-roots, why to keep such important pre-2008 momentum going.
EE/EfS and sustainability imperatives are clearly not a priority for
government: economic growth and development imperatives are (Eames &
Barker, 2011). With such governmental priorities and related public economic
pressures, it is clear that funding, support and guidance (such as in an
appropriate revision of the original Ministry of Education’s (1999b) Guidelines
for Environmental Education) will not be forthcoming from governmental
sources.
There is an on-going, strong political push towards economic development as
part of a global community (M.o.E., 2009) and the commercialisation of
schools, so that society and schools are increasingly run on a ‘business model’.
In such an economic and industrial climate there is little perceived incentive
for schools or communities to change. Incentive, vision, guidance and
leadership are needed. Some authors appear to have recognised this and
responded by researching and making available ideas and tools for teachers,
volunteers and NGOs to help bridge the gap and better transition change.
Researchers (e.g. Brignall-Theyer et al., 2009) have also championed
programmes that are particularly effective when done well, such as the
Enviroschools programme. Eames et al. (2009) have presented two
frameworks as a consequence of their action research to help develop wholeschool approaches and action competence in schools. The Enviroschools
Foundation (Enviroschools, 2013) has continued to offer resources, guidance
and support to schools to expand the Enviroschools network.
A theory has developed as a consequence of this review that such limitations
and gaps may be reflective of inherent bias in any piece of research or
reporting conducted within a Western reductionist framework. Such theory is
consistent with the likes of Cajete (1999), Fien (2001) and Stables & Scott’s
(2002) argument that, regardless of best intentions, holistic changes are
unlikely to be achieved within frameworks arising from Western mainstream
thinking and valuing (see Section 2.9 of this thesis). In light of this and Section
2.10 of this thesis, it would be useful for the purposes of this research to
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identify descriptions in the literature of approaches to EE/EfS within a
framework informed by Māori culture

3.11

Chapter  Conclusion  

This chapter has described environmental education (EE) and education for
sustainability (EfS) in the context of formal education in Aotearoa-New
Zealand.
Gaps identified in the international literature concerning mainstream Western
epistemology, pedagogy and approaches to EE/EfS are persistent in
mainstream epistemology, pedagogy and approaches described in the
literature focused upon EE/EfS policy, research, programmes and practices in
Aotearoa-New Zealand. The overarching gap is that, while it is understood in
the literature that attempts to achieve comprehensive holistic change is
unlikely to be successful upon non-holistic frameworks engaging non-holistic
values and approaches, contemporary efforts in Aotearoa-New Zealand
continue to make such attempts: ‘a round peg into a square hole’.
Holistic frameworks need to be identified and engaged for EE/EfS to achieve
meaningful shifts to holistic attitudes, values and behaviours. Perspectives
informed by Māori culture have been described in the literature as being
holistic (e.g. Eames et al. 2008; Salmond, 1985). Accordingly, the following
chapter will review the literature describing EE and/or EfS or their equivalent
within Māori culture in search of an appropriate holistic framework,
epistemology or pedagogy for EE/EfS in the context of Aotearoa-New
Zealand.
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4.1

Introduction  

The purpose of this chapter is to investigate Māori cultural epistemology and
pedagogy for environmental education (EE) and/or education for
sustainability (EfS) or their equivalent, within the local and international
literature. It has become apparent through this review that there appears to be
only a little documented evidence of specific approaches to, epistemology or
pedagogy for EE/EfS informed by Māori culture.
This chapter will first describe a pervasive conservation ethic intrinsic in
Māori culture (Williams, 2004) to which an essentialised Māori worldview
will then provide a cultural reference. Next, the sparse evidence of Māori
cultural epistemology and pedagogy equivalent to EE or EfS apparent in the
literature will be described. Two examples of contemporary applications of
understandings and approaches informed by Māori culture in EE/EfS in
Aotearoa-New Zealand will lead to the chapter’s summary and conclusion.
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A glossary of key Māori terms that appear in this thesis is located at the front
of this thesis, immediately following the list of tables.
4.2

Pervasive  Māori  Cultural  Conservation  Ethic  

Aotearoa-New Zealand Māori have a distinctive culture (King, 2003) with a
distinctive worldview (Ka’ai, 2003). Prior to the arrival of Europeans in
Aotearoa-New Zealand, Māori had developed a conservation ethic (Davis,
1991), with a basic and intimate understanding of people as just one interconnected and inter-related part of the environment in which they survived
and depended upon for survival and well-being (Royal, 2010). This
conservation ethic is acknowledged by various authors (e.g. Morgan, 2004;
Williams, 2004) as being pervasive within Māori culture in Aotearoa-New
Zealand’s society.
Clearly such a conservation ethic didn’t just happen. King (2003) notes that
there is little doubt Māori made mistakes following their arrival in AotearoaNew Zealand (Upton, 1997, Williams, 2011). Kolb & Kolb (2005) argue that
learning tends to occur as a consequence of observation and experience,
including from mistakes. Matsueda et al. (2006) further observe that painful
or dramatic consequences tend to make lasting impressions and so be
effective as lessons. Simmons (1991) suggests that experiencing and surviving
such lessons, perhaps watching loved ones suffer or die and witnessing
changes bigger than oneself, tend to make lasting impressions upon people
reinforcing what is a good idea and what is not (see also such as Diamond,
2003; Fagan, 2008). Authors including Aldrich (2008), Davis (2003), Diamond
(2003) and Turner (2005) argue that in such a way a sustainable
environmental ethic will either evolve amongst a people consequent to and
reflective of the lessons that have been learned so that they may survive
indefinitely, or that group of people will perish, and their lineage and culture,
vanish. Williams (2011, p. 10) describes the evolution of the pre-European
Māori conservation ethic, the remnant of which pervades Māoridom today:
As society developed, lessons continued to be learned, contributing to
an improved knowledge base. Appropriate management strategies
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were adopted as a consequence, leading to the emergence of a genuine
conservation ethic. This eventually became reflected in the very fabric
of society, and was supported by the expression of key spiritual values
such as mana, and tapu.
For the Māori cultural conservation ethic to remain pervasive, the associated
awareness, knowledge, understanding, connections, attitudes and values,
skills and involvements need to have been and continue to be, transferred and
reproduced (Aldrich, 2008; King, 2003; Williams, 2004). Western mainstream
understandings of education and learning as part of EE/EfS described in the
literature (e.g. Ministry of Education, 1999b; Ministry of Education, 2010b)
suggest that such transferral requires an epistemological foundation and an
identifiable pedagogical framework of intentional approach and
implementation towards the conservation ethic’s perpetuation.
An understanding of the mechanisms of Māori transfer of awareness,
knowledge, understanding, connection, attitude, values, skills and motivation
that equates to ‘environmental education’ or ‘education for sustainability’ is
useful to the purpose of this study. Further, identification and understanding
of the ways in which indigenous knowledge relating to the environment is
transferred, instilled, imbued or imparted, assimilated and accumulated may
be useful to inform and qualify shifts in educational and management
pedagogies necessary and advocated in the literature (e.g. Lautensach, 2003)
for the realisation of a sustainable future for humanity. As a starting point for
consideration of what the literature says about evidence of Māori cultural
approaches to EE/EfS, this chapter will now introduce a synopsis of a Māori
cultural worldview to provide context for the following sections of this
chapter.
4.3

Synopsis  of  a  Worldview  informed  by  Māori  Culture  

This section represents an engagement and review of the literature and oralaural knowledge transfer that informs an understanding of a worldview
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informed by Māori culture appropriate to the purposes of this chapter and
thesis17.
Royal (2007, p. 35) describes ‘the traditional Māori worldview’ or the ‘Te Ao
Mārama worldview’ as a means of exploring ideas informed by Māori culture
relevant to education theory and practice. Royal (2007, p. 36) also describes
the study of worldview as lying in the field of anthropology and being about
how people see, comprehend and express their comprehension in the
outward forms of culture.
The Māori cultural perspective of the world is widely described as holistic
(e.g. Davis, 1991; Royal, 2007; Salmond, 1985). People are understood to be
just one part of the surroundings, with everything inter-related and interconnected by direct relationship, very much including the metaphysical,
spiritual, secular, elementary and physical (Morgan, 2004). There appear to be
many variations in the telling, depending on iwi and hapu, but these have
common threads (Royal, 2012, p. 3). For example, three particularly significant
events are common in different versions of Māori cultural stories of creation,
each event preceding the other and set in motion by Io, the ‘supreme being’.
These three events are:
the creation of the universe, and;
the creation of atua (note that ‘gods’ is a term commonly used
but is not considered an accurate or appropriate description),
and;
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  The post-modernist argument that sweeping inclusivity, generalisations and ‘essentialisms’ should be

avoided (e.g. Miller & Metcalfe, 1998) is acknowledged reservedly by the author. It is noted that the
post-modernist perspective arises from positions such that argue that the meta-narratives necessary to
describe clear categories of what is or is not included for a generalisation to be qualified and meaningful
are not possible (e.g. Gregory, 2002). Stronach (2006, p. 363) suggests, this post-modernist rationale is
flawed, not so much in the ultimate accuracy of assertion of infinite variability within populations, but
in the logic of the illegitimacy of general characteristics and trends identifying boundaries of inclusivity
for description. It is noted here that such essentialisation is, in fact, widely reflected in the literature,
including in postmodernist distinctions such as ‘postmodernism’ and ‘essentialism’ (Stronach, 2006) is
drawn upon for the purpose of this research.	
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the creation of the people and their relations, the living things of
the forest, the air and the waters.
(Davis, 1991, p. 4)
It is common practice during a hui (meeting) for the general story of creation,
connection and relatedness to be retold at the commencement of a leading
dialogue as a reminder of where the people come from and of the
connectedness and inter-relatedness of all. As I understand it18, the story goes
as follows:
Out of the nothingness, which some tell as a complete void and others
as ‘the great potential’, the world of spirit evolved. From this world
came Io, a supreme being. Io delivered the breath of life (hauora) to
this world of darkness, which allowed the light to enter. Because of
this, shape and form were able to exist in time and space. Within the
world of darkness Io created Ranginui (Rangi), a male atua and
Papatūānuku (Papa), a female atua, who were clamped firmly together
in an embrace. Rangi and Papa produced children, each with attributes
that gave them authority over different elements of nature, and each
who inhabited the darkness and spaces between their parent’s bodies.
Eventually the children began arguing and their conflict forced Rangi
and Papa apart. Ranginui became the personification of the sky and
Papatūānuku the personification of the land. As Rangi cried at his
enforced separation from his love Papatūānuku, the children took
shelter in one or other of their parents. This is the origin of rain and,
conversely, mist is the lament of Papatūānuku rising to her male. So it
is in the Māori worldview that all manner of life originates either
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The sources of my information in this regard are a mix of oral transfer and reading over many years. I
have done my best to acknowledge sources throughout this section, as is appropriate to my
understanding of kaupapa Māori.
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directly from the children of Papatūānuku and Ranginui or as a
consequence of those ancestors’ actions.
(e.g. Davis, 1991; Reed, 2004; Whangapirita et al., 2003)
There is no such thing as ‘the Māori perspective’ of any one thing (Royal,
2007). There are many different perspectives held by iwi throughout
Aotearoa-New Zealand, some with subtle differences, while others more
marked, depending on the whakapapa of each particular understanding. For
example, while it is true to say that a Māori worldview is holistic and is
hinged upon a cosmology based upon whakapapa (genealogy) traceable from
the beginning of time to the present, versions may vary from iwi to iwi
(Royal, 2012, p. 3). Some versions of creation describe Tāne pushing apart his
parents Ranginui and Papatūānuku from their embrace in order to allow light
and space into the world, whereas others describe Tūmatauenga (the atua
originating war) as the son responsible (Cheung, 2008). Each variation
distinguishes the source and lineage of the telling. However, the themes and
principles or lore being conveyed by whatever version tend to remain the
same (Royal, 2012).
The physical, biological and metaphysical world that includes humans, but in
the context of pre-European contact Aotearoa-New Zealand, Māori, is
traceable by whakapapa as well as the stories held by and told amongst
Māori, back to the event of creation (Royal, 2007). This is not a perspective
unique to Māori by any means, but is a theme common to many indigenous
peoples articulated in as many ways (Hart, 2010), such as may be illustrated
in the words purportedly of Chief Seattle in a letter (1885) to America’s
President Franklin Pierce19:
This we know: the earth does not belong to man, man belongs to the earth. All
things are connected like the blood that connects us all. Man did not weave the
web of life, he is merely a strand in it. Whatever he does to the web, he does to
himself.
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http://magna.com.au/~prfbrown/thchief2.html
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It follows that, because of their understandings of their relationships and the
interconnections and interdependences with all that is around us, the natural
environment is an important component of Māori society (Whangapirita et al,
2003).
Māori believe it is important for a perspective to be grounded by first clearly
conveying what is the foundation of that individual or perspective; where it
comes from, through what markers of evolution, leading to and
substantiating the identity of the speaker or the perspective, a process which
describes who one is (or what the perspective is) and where they stand (Dr.
Hauti Hakopa, personal comment, 2011). So, for example, it is practised
amongst Māori that, before an individual speaks their mind in a meeting, they
first acknowledge the creation of life, then systematically work through
acknowledging ancestors, sometimes from the time of creation, in coming in
proximity to their self, identifying their significant mountain, river, lake or
landmark (a relation), then their iwi (tribal affiliations), their hapu (their
family), their ancestors who have passed (but who like as not may be present
in the metaphysical), their grandparents, their parents, and themselves (Boua
Huata Holmes, personal comment, 2008). This introductory process is known
as ‘mihimihi’20. Mihimihi’s information establishes connectedness and the
background to, or substantiation of, the perspective that is about to be offered
in any korero (speech or narrative) (Ryan, 1997). Without this being done at
least arbitrally, but ideally in full form, an opinion may be considered without
standing and weak at best (Matua Hori Parata, personal comment, 2009).
Genealogy, therefore, is an important part of Māori culture, establishing
place, identity, relationship and connectedness clearly in the natural order of
things within Māori understandings and perspectives of reality (Ka’ai &
Hippins, 2003; Royal, 2002). The idea of our surroundings being objectified or
distanced, discounting or disregarding kinship, is an alien and difficult matter
to Māori, particularly for those brought up in the old ways (Matua Hori
Parata, personal comment, 2009). The relationship between Māori and
Papatūānuku, for example, is not understood by Māori in a unilateral fashion
with the people depending upon a set of resources to be used unconditionally
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http://www.korero.maori.nz/forlearners/protocols/mihimihi.html
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as a commodity (Joe Harawira, personal comment, 2010). Their relationship is
reciprocal in nature, with tāngata whenua (people of the land) relying on
Papatūānuku for sustenance, shelter and well-being, and Papatūānuku
relying on the people to care for her (Davis, 1991).
Māori hold and view the concepts of hauora, mauri and tapu as being integral
with understanding the world around us (Davis 1991; Royal, 2002). The
rationale for this is grounded in whakapapa and the story of creation related
in the paragraphs above. Simply put and as I understand it, hauora is the
breath or essence of life and mauri is the life force that results from hauora
having been imbued. Hauora and mauri are closely related, but are subtly
different concepts, and as such are sometimes not fully understood and
confused even in explanation amongst some contemporary Māori, perhaps
less inducted in the old ways (Dr. Hauti Hakopa, personal comment 2011).
However, it is commonly understood amongst Māori that everything shares a
common origin through whakapapa and has been imbued with mauri
through the process of its creation (Williams, 2004).
Because all objects living or non-living have been created and as a
consequence have mauri, they are to a greater or lesser degree tapu or sacred,
and warrant respect (Dr. Hauti Hakopa, personal comment 2011). The greater
the mauri, the greater the tapu, so that those things that are considered very
tapu cannot and should not be interfered with, so have limits and restrictions
around them (Davis, 1991).
Further, because the Māori worldview holds everything to be inextricably
inter-connected, inter-related (Ministry of Education, 1999b), possessing
mauri and to a greater or lesser extent tapu, it is understood that no action in
the environment is without consequence (Davis, 1991), regardless of how
small the entity or the action (Boua Huata Holmes, personal comment, 1990).
Observation of this in everyday practices in pre-European contact times
maintained balance to a greater or lesser extent throughout the environment
(Williams, 2004). Breaches, however, led to not only the adverse tangible
effects of consequence to an individual or group, but also to the metaphysical
consequences, which sometimes meant death (Davis, 1991). Accordingly tapu
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and other resource management mechanisms such as rāhui, tikanga and kawa
were respected by Māori in the past (Ka’ai, 2003).
Certain individuals or families within Māoridom are responsible as kaitiaki
for the guardianship or stewardship of particular resources in their territories
for present and future generations (James, 1993), such as pipi beds, or sacred
or otherwise special places or waahi tapu, such as burial grounds. The ways
and practice of kaitiaki is referred to as kaitiakitanga (Morgan, 2004) or
kaitiakitaka in the Southern dialect of Kāi Tahu (Williams, 2004). Kaitiaki may
also be taniwha; metaphysical beings (Dr. Hauiti Hakopa, personal comment,
2011).
Rāhui is a tool or institution used by kaitiaki to restrict or prohibit the entry
into a certain area for the purpose of taking for use or immediate use of,
resources (Davis, 1991). Rāhui was once established by tohunga, but there are
few of the old tohunga left (Matua Hori Parata, personal comment, 2011).
Rāhui is now more commonly established by kaitiaki of an area or tribal
resource, to allow a resource to replenish, such as after a harvest of a
particular bed of pipi, or recover to a point where it can be safely used again,
such as after infection amongst a food population, the likes of toxic algal
bloom amongst shellfish (Whaea Emma Gibbs-Smith, personal comment,
2010). Rāhui was also a mechanism for allowing sufficient time for tapu to
dissipate or be removed from an area following a death or after a breach of
tapu (Davis, 1991; Whangapirita et al., 2003).
To be free of tapu or normal and every day is to be noa (Ryan, 1997).
In a traditional sense for Māori, the presence of mauri in everything, and
everything being inter-connected and inter-related, means that careful and
deliberate consideration needs to be given before any given action, including
the extraction and/or use of a resource (Whaea Emma Gibbs-Smith, personal
comment, 2011). Certain rites need to be observed in order to change the tapu
and lessen the impact on those who sought to use the resource, as well as
honour the deity who exercised dominion over the resource and the sacrifice
of the resource itself (Davis, 1991). I understand that these general
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understandings and the institution of customary practices describes tikanga
(Gray, 1990). I understand that a specific practice relative to a specific
situation is kawa. So, for, example, appropriate kawa for the removal of some
leaves and bark from a certain plant in the bush for medicinal purposes might
be as simple as first knowing which plant is which and being informed,
literate of and sensitive to any signs of the health of the particular plant
selected as appropriate. It would always be appropriate to address Tāne
Mahuta, who has domain over the forest and the plant itself, asking his
approval for some leaves and bark to be taken for the purpose. It would also
be appropriate as kawa to address the plant itself to give fair warning of what
is sought, why and what is about to happen, rather than rush at it and attack
it without the plant being able to prepare itself (Abraham Witana, personal
comment 2009). Understanding and following tikanga and kawa prevents the
use of resources without consideration of the potential impacts and
sustainability of such use (Davis, 1991).
The preceding section provides a brief review of cultural understandings that
underpin perspectives informed by Māori culture. While by no means
complete, this establishes a degree of cultural perspective for the following
sections and chapters. The following section of this chapter will review
perspectives of epistemology, pedagogy and education informed by Māori
culture described in the literature.
4.4

Māori Epistemology, Pedagogy and Education  

Several authors have written on aspects of Māori education and learning
including Bishop (2003), Bishop et al. (2009), Cooper (2010), Durie (2001, 2004,
2010), Edwards (2010), Gallagher (2008), Gray (1990), Hakopa (2011), Hook
(2007), Jefferies (1998), Macfarlane (2004), Mahuta (1974), McKinley (2002),
Pihama et al. (2004), Royal, (1996, 2007, 2010), Smith (2012), Te Aonohoriu
Haig (1997), Te Puni Kōkiri – Ministry of Māori Development (1993),
Williams, (2004). I acknowledge these and other authors and guides,
including Boua Huata Holmes. I note that, as with the stories of creation,
there appears to be no one Māori cultural perspective of, or model of, the
conceptualisation of and facilitation of learning or education (Jackson, 2009).
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Māori cultural understandings of what knowledge is, how it is generated,
recorded, interpreted and reproduced, is shaped by the underpinnings
described in the previous section of this thesis (Williams, 2011). Various
authors describe the Māori knowledge tradition as ‘Mātauranga Māori’ (see
Royal, 2007; Sadler, 2007; Williams, 2011). The ways in which knowledge is
thought about, described, acquired and understood, or the philosophy of
knowledge, is described in the literature as ‘epistemology’ (e.g. DeRose, 2005).
Sadler (2004, p. 33) and Williams (2011, p. 3) describe Mātauranga Māori as
‘Māori epistemology’. Aldrich (2008) suggests that a cultures’ perspective of
the purpose of education arises from its worldview and epistemology.
The instructional theory, including principles, approaches, methods, tools and
practices of transferring knowledge that are the science of teaching is
commonly described as ‘pedagogy’ (Lawson, 2013, p. 5). Pihama et al. (2004,
p. 5) describe and explain kaupapa Māori as the basis of Māori education
pedagogy.
Royal (2007) has written authoritatively on the topic of The Purpose of
Education: Perspectives arising from Mātauranga Māori. The purpose of Royal's
(2007, p. 9) writing has been “ . . . to expose ideas and themes suggestive of
certain directions when one considered the possible contribution that
mātauranga Māori might make to contemporary education”. However, Royal
(2007, p. 8) qualifies his discussion concerning perspectives arising from
traditional Māori knowledge in observing that understanding of pre-existing
and traditional mātauranga Māori is fragmentary and incomplete. Royal
(2007) explains that the nature and perspectives of ‘Māori education’ have
gone through a transition through which some of the knowledge and
understanding of the old ways of learning has been disconnected or lost since
the colonisation by Europeans in Aotearoa-New Zealand.
A Māori perspective of ‘education’ is of a process and journey of an
individual’s development throughout life (Royal, 2007, p. 14). The process of
development or ‘education’ can take a number of forms, including formal,
informal institutional, family based, peer based, and play, but it includes
being equipped with knowledge and experience which enables an adult to act
90  
	
  

independently in a life-oriented way (Royal, 2007, p. 14). Royal (2007, p. 2 and
p. 4) has described a mātauranga derived perspective of the purpose of
education as being:
. . . to facilitate the flow and experience of mana in the individual and in
his/her community. The ‘fullness’ of life was considered to be a function of the
degree and quality of mana at play in a person’s life. The outward expression
of mana in the life of the individual is evidenced only in their skills, attributes
and talents – expertise and skill is widely celebrated – but finally in their
‘spiritual authority’, their intuitive and wisdom filled knowledge and insight
of knowing what, when, how and why to do something.
The following section will describe evidence found in the literature of
epistemology and pedagogy for EE/EfS informed by Māori culture.
4.5

Evidence  of  Māori  Cultural  Approaches  to  EE/EfS  

Royal (2007), Williams (2004, 2011) and several others have described
traditional Māori methods of transferring knowledge (see also Marsden, 1992;
Mahuta, 1974; Sadler, 2007; Whangaparita et al., 2010). While the virtues of
mātauranga Māori and wānanga have been explained and acclaimed by such
authors, including Durie (2010) and Edwards, (2010), only one example of
EE/EfS epistemology and pedagogy informed by Māori cultural
understandings and approaches has been identified in this research’s review
of the literature: the Mātauranga Taiao programme (Eames et al., 2008; Cooper,
2010, p. 7). The following subsection of this chapter will describe this
programme and its implications.
4.5.1

The  Mātauranga  Taiao  Professional  Development  Programme  

Cooper (2010, p. 7) has described the Mātauranga Taiao programme as a kura
kaupapa Māori professional development programme funded in AotearoaNew Zealand between 2007 and 2009, and approach to EE/EfS drawing “ . . .
explicitly and implicitly from Māori epistemology and pedagogies” (Cooper,
2010, p. 7).
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‘Mātauranga taiao’ (Eames et al., 2008; Cooper, 2010) has not been identified
in this research’s review of the literature as a traditional cultural construct. It
appears likely to have emerged as a term describing a contemporary response
to a need for meaningful inclusion of EE and/or EFS (Cooper, p. 5) in
Aotearoa-New Zealand’s bicultural Education Curriculum (M.o.E., 2006). This
not-withstanding, Eames et al. (2008) suggest that the Mātauranga Taiao
programme initiative has been important in consolidating Māori conceptions
of and approaches to, mātauranga taiao as a form of EE or EfS.
Māori epistemology, pedagogies, values and principles are commonly
described in the literature as holistic (Eames et al., 2010, p.2). Holistic
philosophical perspectives have been described in Chapter 2, but in general
consider all things as being a composite part of an inter-connected, interrelated and inter-dependent whole (Marietta, 1998). The holistic philosophical
and conceptual underpinnings of Mātauranga Taiao are very different to other
EE and EFS epistemologies (Cooper, 2010, p. 7), most of which stem from
technocentric mainstream Western perspectives (Sterling, 2001).
Cooper (2010) explains that Māori knowledge in the area of mātauranga taiao
is implicit and that there is very little literature that makes explicit the
connection between Māori knowledge, traditions and the environment, let
alone in the context of education. Indeed this research’s review of the
literature has identified little descriptive detail of the epistemologies or
related pedagogies associated with the Mātauranga Taiao programme in a
documented form. This does not necessarily mean that such epistemology
and pedagogy do not exist; it may suggest that they are embodied in an oral
form consistent with Māori culture and/or are not knowledge for common
sharing (as described in Chapter 1 of this thesis).
Eames et al. (2008, p. 21) and Cooper (2010, p. 24) suggest that the
Mātauranga Taiao programme has important potential for Māori, AotearoaNew Zealand and international communities. Practitioners of Mātauranga
Taiao quoted by Cooper (2010, p. 17) identify that, rather than being a vehicle
to deliver the national curriculum, the curriculum strands and content
relevant to a community that address the needs of sustaining a local
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environment and its communities are able to and should arise out of
Mātauranga Taiao. This observation by practitioners as described by Cooper
(2010, p. 17) appears consistent with Royals (2007, p. 68) ideas regarding the
appropriateness of an Education Curriculum for Aotearoa-New Zealand
being founded upon mātauranga Māori as ‘State of Being’ Education.
Eames et al., (2010, p. 21) observe that the Mātauranga Taiao programme has
been limited by lack of epistemological, pedagogical and systematic
frameworks. Consistent with this, and of significance to the purpose of this
research, Cooper (2010) has called for further thinking and research into what
might constitute the most effective pedagogy for EE/EfS in the context of
Māori-medium education.
Two examples of integration or inclusion of Māori cultural values and/or
principles were identified in this review of the literature. These were the
Guidelines for Environmental Education (Ministry of Education, 1999b) and the
Enviroschools programme (e.g. Enviroschools, 2013). Both the Guidelines for
Environmental Education (Ministry of Education, 1999b) and the Enviroschools
programme have been introduced in the previous chapter. The following
subsections will describe the nature and implications of their engagement of
Māori culture.
4.5.2

Enviroschools  

Section 3.4 of this thesis describes the Enviroschools programme
(Enviroschools, 2013) inclusion of Māori perspectives and values in its
development, kaupapa and framework. A team of Māori educators, Te Mauri
Tau, helped develop the Enviroschools programme to include Māori
perspectives and values (Enviroschools, 2010a). In light of the literature,
including Agenda 21 (UNCED, 1992) and other United Nations’ documents
(UNESCO-UNEP, 1976; UNESCO-UNEP, 1978; UNESCO, 2002; UNESCO,
2007; UNESCO, 2009, and others) stressing the need for indigenous people’s
inclusion in education for sustainability, such involvement and inclusion of
Māori in the establishment of the Enviroschools programme and its kaupapa,
is a significant event in the history and evolution of EE/EfS.
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As noted in the previous chapter by Eames et al. (2006) and Brignall-Theyer et
al. (2009), the EE/EfS literature is complementary of the Enviroschools
programme in all regards yet, as also noted, few studies of educational
outcomes, let alone scope of kaupapa Māori inclusion against programme
vision across a wide representative base, have been conducted. The
Enviroschools programme and resources engage English language interspersed
with te reo Māori. A Māori language resource (He Kete Taiao) is also available
(Enviroschools, 2010a). The Enviroschools kaupapa integrates Māori cultural
principles and provides excellent resources in the form of a handbook, audiovisual material and a resource kit for teachers (Enviroschools, 2013). The
Enviroschools programme advocates a whole-school approach and action
competence approach to EE/EfS (ibid.).
However, two gaps are apparent in the Enviroschools literature and kaupapa
(Enviroschools, 2013). The first gap is that the level of engagement of each
school, and so benefit to each individual student as well as the school
community, is limited to the enthusiasm, interests and level of ‘investment’,
support and understanding of kaupapa Māori and mātauranga Māori by the
school staff, hierarchy and Board of Trustees. This in turn, as Jackson (2009)
has demonstrated, is relative to the composition and dedication of each local
community.
The second gap is fundamental, and has been described in the previous
chapter in relation to Eames et al.’s (2009) frameworks for a whole-school
approach to learning for, and action competence in, EfS. The Enviroschools
programme attempts to integrate Māori cultural holistic principles and values
upon what is essentially a technocentric accommodationist (Chapman, 2007)
framework. Put alternatively to the conclusion of Chapter 3, authors such as
Stables & Scott (2002) suggest that attitudes, values and behaviours modelled
and facilitated from a technocentric accommodationist framework will likely
replicate and perpetuate a technocentric accommodationist perspective
(Chapman, 2007). In other words, no meaningful change.
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4.5.3

The  Guidelines  for  Environmental  Education  

The Guidelines for Environmental Education in New Zealand Schools (Ministry of
Education, 1999b) are also symptomatic of a technocentric accommodationist
(Chapman, 2007) policy seeking to integrate Māori cultural holistic principles
and values upon a Western mainstream framework. Whereas the
Enviroschools programme is a non-governmental organisation’s concerted and
coordinated effort to facilitate change, the Guidelines for Environmental
Education’ (Ministry of Education, 1999b) are a political document, without
policy, mandate, and representing a kaupapa with little meaningful
governmental support for change (e.g. Brignall-Theyer et al., 2009). Eames
and Chapman (2008) have observed in their report a significant lack of robust
Māori cultural perspectives being understood or represented in the Guidelines
for Environmental Education’ (Ministry of Education, 1999b).
Several authors, including Royal (2007) and Durie (2010) have eloquently
described education within Māori cultural perspectives as a holistic approach
to learning. The approach of these authors has been from a perspective of
Māori in consideration of the processes and impacts of colonisation and
mainstream Western education upon Māori, towards what might be best for
the Māori people. In particular, Māori cultural approaches to education have
been argued and illustrated to be a more effective and appropriate way of
learning than mainstream Western methods for Māori well-being.
4.6

Chapter  Summary  

•

Only one example of EE/EfS epistemology and pedagogy informed by
Māori cultural understandings and approaches has been identified in
this research’s review of the literature: the Mātauranga Taiao
programme (Eames et al., 2008; Cooper, 2010, p. 7).

•

Funding and governmental support was withdrawn during the
Mātauranga Taiao programme second year, in 2009.
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•

Māori knowledge in the area of mātauranga taiao is implicit and there
is little explicit literature connecting Māori knowledge, traditions, the
environment, or related education (Cooper, 2010).

•

The Mātauranga Taiao programme has important potential for Māori,
Aotearoa-New Zealand and international communities (Eames et al.,
2008, p.21).

•

Education practitioners described by Cooper (2010, p. 17) suggest an
Education Curriculum for Aotearoa-New Zealand should arise from
mātauranga taiao.

•

Two examples of epistemology and pedagogy that integrate or include
perspectives informed by Māori culture were identified, with
fundamental gaps in epistemology and pedagogy.

•

The potential of both the Guidelines for Environmental Education
(Ministry of Education, 1999b) and the Enviroschools programme is
limited due to their attempts to integrate holistic principles and values
informed by Māori culture upon what are essentially technocentric
accommodationist (Chapman, 2007) frameworks.

4.7

Chapter  Conclusion  

This chapter has described Māori cultural epistemology and pedagogy for
environmental education (EE) and/or education for sustainability (EfS) or
their equivalent, within the literature.
Gaps identified in the international and Aotearoa-New Zealand literature
describing epistemology, pedagogy and approaches to EE/EfS persistent in
the literature describing integration or inclusion of principles and values
informed by Māori culture upon contemporary mainstream Western
frameworks.
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Gaps identified in the literature describing integration or inclusion of
principles and values informed by Māori culture upon contemporary
mainstream Western frameworks are consistent with gaps identified in the
preceding chapters. A conclusion is drawn in this regard consistent with that
of the preceding chapters: that holistic change may only be achieved on
holistic frameworks and that perspectives informed by Māori culture are
documented as being representative of holism.
Only one example of EE/EfS epistemology and pedagogy informed by Māori
perspectives has been identified in this research’s review of the literature, but
this was discontinued in the formative stages of its development. Little
associated literature has been identified. Indications are that knowledge in the
area of mātauranga taiao is implicit and that little explicit literature
connecting Māori knowledge, traditions, the environment and related
education exists. In order to establish and identify EE/EfS epistemology and
pedagogy informed by Māori cultural perspectives an appropriate
investigation is necessary amongst an appropriately representative crosssection of Māori.
The next Part of this thesis will describe the design of such research and its
methodology.
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5.1

Introduction    

The first Part of this thesis has established and explained the background,
starting points, rationale and focus for this research, including its purpose,
objectives and research questions, through a review of the literature presented
in four chapters. The purpose of this thesis is:
to identify ways in which understandings and approaches informed by Māori
culture might help address epistemological and pedagogical gaps in mainstream
environmental education (EE) and education for sustainability (EfS).
This chapter will describe and explain how this research has been designed,
upon what philosophical frameworks, using what methods and why, and an
overview of how it has been carried out. It will begin by introducing and
explaining the philosophical principles upon which the methodology of this
research has been built. Then, for the purposes of clarity, it will briefly restate
the purpose, objectives and a description of the development of the research
questions, before describing the methodology.
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5.2

Philosophical Paradigm

In any arguable action or opinion, including a piece of research, a
philosophical position underpins the logic and criteria of its justification
(Chisolm, 1989; DeRose, 2005; Klein, 2005). Identifying and understanding the
philosophical position of a particular research process informs what might
best be done to test its validity and what is understood to justify its outcomes
as being true and accurate ‘knowledge’ (Steup, 2011). This section of the
chapter identifies and explains the philosophical paradigm within which this
research has been conducted.
This research engages qualitative methods. It involves the researcher’s pākehā
interpretations of Māori participants’ descriptions of their own perceptions
and understandings of Māori culture. The researcher does not claim to be
qualified in the ways of Māori culture or te reo Māori (Māori language). The
researcher’s knowledge of te reo and kaupapa Māori is limited to personal
and professional interactions with Māori individuals and communities, and
completion of courses in te reo Māori during teacher training. Accuracy and
trustworthiness of interpretations and conclusions have been checked using
qualitative tools through grounded theory methodology (Glaser & Strauss,
1967, Charmaz, 2006). Memos were made for reference and cross-checking
throughout the research, recording observations and mapping the evolution
of my thinking and the development of theory, in a manner similar to that of
‘audit trails’ (e.g. Cutcliffe & McKenna, 2004; Lincoln & Guba, 1985). This
strategy allowed me to trace back through my observations and logic to
determine whether findings are robust and develop further theory grounded
upon those findings.
Philosophical bias needs to be identified. The researcher identifies a personal
position as a general realist (Simmons, 1991), as a biocentrist (Taylor, 1986) /
ecocentrist (Leopold, 1949; Rodman, 1983). I understand that realism is not a
distinctive philosophical position, but my understanding and stance matches
Simmons (1991, p. 14) description of “. . . a realism that accepts that those
things out there continue to have an existence whether we perceive them or
not.” (emphasis in original).
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The core of biocentric outlooks are described by Taylor (1986 in Armstrong &
Botzler, 1993, p. 354) as:
a) The belief that humans are members of the Earth’s Community of
Life (sic) in the same sense and on the same terms in which other
living things are members of that Community (sic).
b) The belief that the human species, along with all other species, are
integral elements in a system of interdependence such that the
survival of each living thing, as well as the chances of faring well
or poorly, is determined not only by the physical conditions of its
environment but also by its relations to other things.
c) The belief that all things are teleological centers (sic) of life in the
sense that each is a unique individual pursuing its own good in its
own way.
d) The belief that humans are not inherently superior to other living
things . . .”
As an ecocentrist I concur with Aldo Leopold’s (1949) expression of the land
ethic, which is an articulation of Western ecological thought that reflects the
holistic understandings, perspectives and values rooted in indigeneity
(Armstrong & Botzler, 1993). I subscribe to indigeneity-contextualised
multicultural perspectives as an overall philosophical position of holism. This
research’s philosophical framework of realism-biocentrism-ecocentrismholism engaging holistic indigenous perspectives lends itself to styles of
research that allow realistic constructive reflection, progressive adjustment
and development of theory.
Two methodologies that I have selected for this research that allow such
reflexive and constructive approach to research are Glaser & Strauss’s (1967)
‘grounded theory’ and Berg’s (2007) ‘spiralling research’ approach. Grounded
theory is a flexible systematic approach for collecting and analysing data in
quantitative and/or qualitative research to construct theories ‘grounded’ in
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the data themselves (Charmaz, 2006). The approaches, theory and methods
engaged in this research will be described in the methodology section later in
this chapter.

5.3

The  Research  Purpose  

As stated in Section 1.4 of this thesis, and above in the introduction to this
chapter, the purpose of this thesis is to identify ways in which understandings
and approaches informed by Māori culture might help address
epistemological and pedagogical gaps in mainstream environmental
education and education for sustainability.

5.4

Research  Objectives  

As stated in Section 1.5 of this thesis, there are three objectives for this
research:
a. To investigate, identify and describe how ‘environmental education’ or
‘education for sustainability’ or its equivalent in Māori culture is
conceptualised, understood and practiced amongst Māori of AotearoaNew Zealand.
b. To identify and describe strengths and opportunities that may be
adopted, adapted or otherwise inform appropriate and meaningful
integration of Māori understandings in environmental education
(education for sustainability) policy and practices in Aotearoa-New
Zealand.
c. To explore ways in which epistemology, pedagogy, tools or
perspectives informed by Māori culture might help address gaps in
environmental education (education for sustainability) epistemology,
pedagogy, policy and programmes in the context of education and
learning in Aotearoa-New Zealand.
In order to meet these objectives, this research addressed the questions
described in the next section of this chapter.
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5.5

Development  of  the  Research  Questions    

Chapman & Eames (2007) observation that a significant lack of robust Māori
cultural perspectives are understood or represented in New Zealand’s
environmental education policy or practice helped refine the line of enquiry,
gave a meaningful focus and led to the development of the following primary
research question:
1. How is ‘education for sustainability’ or ‘environmental education’
or its Māori equivalent, conceptualised, understood and practiced
and/or facilitated amongst New Zealand Māori and within Māori
cultural perspectives?
Three subsequent questions emerged from this primary question during the
initial review of the literature as a consequence of grounded theory (Glaser &
Strauss, 1967) and spiralling research (Berg, 2007) methodologies (these
methods are described later in this chapter):
2. How are key concepts within the constructs of ‘education for
sustainability’ and ‘environmental education’ perceived and
understood amongst New Zealand Māori and within Māori
cultural perspectives, and how does this affect their perceptions of
the constructs?
3. What is the relationship between people and the environment and
how does this affect Māori perceptions, understandings and
transfer of knowledge relating to the environment and to a
conservation ethic?
4. What can be learnt and gained from Māori cultural perspectives for
education of communities and society towards ecologically
sustainable lifestyles and practices in Aotearoa-New Zealand?
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These four questions are encompassed in the purpose of this research’s
overarching question:
How might understandings and approaches informed by Māori culture help
address epistemological and pedagogical gaps in mainstream environmental
education (EE) and education for sustainability (EfS)?
5.6

The  Development  of  the  Research  Tool  

A semi-structured interview was designed as the primary data gathering tool
for the purposes of this research21. Phellas et al. (2011) explain that a
structured interview involves a planned structure with questions prepared for
presentation to all participants in a set order and style in order to produce
data that can be compared and contrasted towards addressing a particular
research question. In this research, an interview schedule was prepared to
guide the researcher through the interview in a consistent fashion. The
interviews were conducted in a style flexible enough to accommodate
different settings, pace and duration of different interviews, as is appropriate
to be respectful of each participant in the context of Māori culture.
5.6.1

Rationale  for  Questions:  Contextualising  Key  Concepts  

The first set of questions in the research interview schedule addressed
participant perceptions and understandings informed by Māori culture of key
formative terms and concepts that may shape and inform their perspectives
and understandings of EE and EfS. The following paragraphs explain the
rationale for these questions.
Different worldviews and/or frames of reference stemming from each
individual’s background experiences and understandings influence the ways
in which different people perceive the same phenomena or construct (Handel,
1982). Individual frames of reference may mean that two individuals perceive
exactly the same message in entirely different ways (Dunlap & Van Liere,
1978). For example, some people perceive the term ‘the environment’ to
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Although participant observation in combination with interview with my participants was a preferred
method of data acquisition for this research, the nature of this study, consideration of its scope,
geographic and practical limitations (refer to section 1.8, p. 13 of this thesis) constrained the tool
primarily to interview.
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describe wilderness or nature, or something ‘out there’ unrelated to people
and everyday life (Delay, 1996), while others assume the term to be allencompassing of things physical, biological and social (Scott, 1984). Bearing
this in mind, individual understandings of composite terms and their
components, independently and in combination, shape or influence
participant’s understandings of ‘environmental education’ and ‘education for
sustainability’. Therefore the key terms and concepts need to be clarified and
understood independently and in combination. The key terms and concepts
in this study are:

•

the environment

•

education

•

learning

•

sustainability22

•

environmental education

•

education for sustainability

As part of the preparation of the interview, these questions were trialled and
discussed with two groups of tāngata whenua. During these trials the term
‘life-skills’ was commonly engaged in reference to education and the purpose
of learning, suggesting a potential for understanding of what is meant by ‘lifeskills' being important to the purpose of this research. Observations from
these trials allowed wording to be refined and led to the addition of a
question specifically investigating participant understandings of ‘life-skills’.
Interview questions were designed to enable participants to describe their
perceptions and understandings of the key terms and concepts without
feeling there was a ‘right’ or ‘wrong’ response (see Appendix D). These
questions formed the first section of the interview to enable participants to
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The key term and concept ‘sustainability’ was not included in the interview schedule (see Appendix
D): its significance emerged in the initial interview process through participant response and was
further distinguished in the process of analysis. The error in its omission was recognised and manual
amendment made to interview schedules, to ensure its inclusion in the interview as part of questioning
addressing participant understandings of ‘education for sustainability’. ‘Sustainability’ has accordingly
been included here in recognition of its significance and the order of its being addressed. Both the
method of monitoring, reflection, adjustment and inclusion, and the placement of ‘sustainability’ at this
point, reflects the spiraling process in this research’s development and reporting, appropriate to its
grounded theory methodology.	
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consider the terms themselves and discuss them fully while, at the same time
enabling the researcher to get a clear picture of how each participant
perceived each term, concept or construct and, in the analysis phase of the
study, to allow ease of recording, tabulation and comparative analysis.
5.6.2

Questions:  Perceptions  of  Connections,  Inter-‐‑connection  and  Inter-‐‑
relationship  

Growing attention within the literature upon the implications of societal
perception and understanding of connections, inter-connections and interrelationships in the literature relating to sustainability, sustainable
development, environmental education and education for sustainability (e.g.
Coyle, 2005; Smith, 2013) highlight a need for this research to gauge
participant perceptions and understandings in these regards. The interview
(see Appendix D) was designed so that participants would feel motivated to
freely talk about their perception of relationships between people and the
environment, including where, how and when their knowledge of such
relationships came from or would be passed on by them or others around
them.
This research has been conceived, developed and framed from within the
researcher’s own pākehā, Western worldview, based on his own background,
experiences, interpretations and understandings. The terms central to this
study are not only Western terms, they are terms that have been described in
the literature as being somewhat vague in nature and definition (e.g.
Disenger, 1990; Vaillancourt, 1992) within the Western specialised worlds of
education, science and politics in which they have evolved and are, to some
degree, still evolving. For example, as discussed in the previous chapter, what
is and what is not considered ‘sustainable’ has been the subject of
considerable debate and conflict in Aotearoa-New Zealand since its pivotal
inclusion in the Resource Management Act 1991 (Gluckman, 2010). Similarly
as discussed in the previous chapter, what is meant by ‘the environment’,
whether within mainstream Western perspectives or cross-culturally, may
vary widely from individual to individual (Negra & Manning, 1997).
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The constructs formed upon understandings of these key terms provide the
current platform for Western capacity to understand human interaction,
connectedness, relationship and interdependence with the environment. As
was discussed in the previous chapter, mainstream Western perspectives are
not the same as those arising from indigenous cultural perspectives (Hart
2010), such as those informed by Māori culture (Royal, 2010). Capturing and
understanding perspectives informed by Māori culture of these terms may
illuminate disparities or gaps between Māori cultural and Western cultural
worldviews and inform ways of perceiving and understanding that are not
apparent or easily accessible from within perspectives informed by Western
culture. Identifiable differences between perceptions and understandings of
composite terms by may be informative to the purpose of this research.
5.6.3

Questions:  Transfer  of  Knowledge  

Sadler (2007, p. 33) describes Mātauranga Māori as a knowledge tradition that
equates to Māori Epistemology (see Chapter 4 of this thesis). Epistemology is
the philosophy and theory of what knowledge is, how knowledge is
generated, recorded and interpreted (Williams, 2011, p.3). The science of
teaching (Lawson, 2013, p. 5), or the process of transferral of knowledge, is
commonly referred to as ‘teaching’, and the art or particular ways in which a
teacher goes about teaching and so transferring knowledge is described as
‘pedagogy’ (Fowler & Fowler, 1996). Teaching pedagogy, how different
teachers go about teaching, is a component of and influenced by, their
perception and understanding of educational epistemology.
Understanding how knowledge is transferred, particularly where the transfer
of a particular type of knowledge and resultant attitudes and behaviour
appears to be very effective or, conversely, poor, is potentially very useful to
the purposes of this research in helping understand what pedagogy works
and why or does not work and why not. Such understandings may inform
modification of teaching approaches in EE/EfS towards becoming optimally
effective. Further, it is important that educators have more than one approach
with which they are familiar. This equips ‘teachers‘ with multiple tools and
approaches to select from for application to suit different situations,
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individual learner needs and preferred learning styles (Fleming and Mills,
1992).
A number of questions were formulated to explore component parts of the
transfer process including what was transferred, where, when, who was
involved and how the transfer occurred, as well as why it was done in such a
fashion if at all. From the themes established by the questions, subthemes
were developed following the analysis of participant responses and explored
through further analysis, tabulation and cross analysis. The questions
supplying the data for this chapter were:

•

Where does your knowledge of this relationship [between people and
the environment] come from?

•

How did you learn about this relationship?

•

How do you (or would you) pass on this knowledge?

•

Do you have a typical approach in passing on knowledge and
understanding of the environment and of people’s relationship with
the environment?

•

What sorts of things influence your approach?

•

Would you change this approach at any time? And why?

Data was also drawn from participant responses to key questions where they
were relevant and conversation during the interview process.
This research asked participants to reflect upon their experiences and
practices in facilitating learning with specific attention to relationships and
interconnections with ‘the environment’ and ‘living sustainably’. In a Māori
context, isolating learning that relates to environmental relationships and
interconnections as ‘environmental education’ or ‘education for sustainability’
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was an alien and challenging prospect for participants in this study. It became
apparent early on in the interviewing process that, because they did not
understand or within their understanding, practice ‘environmental education’
or ‘education for sustainability’, participants were not able to describe their
practices. Another approach to investigating this question was necessary.
Participants were asked to imagine or reflect upon past individuals and/or
situations needing further development towards understanding self,
connections, relationships, inter-dependencies and appropriate interactions
with whanau, nature, community and society, articulations of approaches
were confident and clear.
Participants were asked to describe their approaches in seeking to transfer
knowledge, including why they chose to deliver towards transferring
knowledge in the ways they do, as well as the ways in which knowledge
relevant to this study came to them. Responses were coded and data collated
and cross- analysed to identify themes and strands, which were compared
against their original transcripts to check accuracy of what was being
understood in isolation against what was said at the time and in context of
each interview.
5.6.4

Questions:  What’s  missing:  What  needs  to  be  done?  What  is    done  
well?  

Constructive criticism is often a powerful means of identifying ways in which
existing practices may be improved from perspectives outside of a worldview
held by those involved directly in whatever is being sought to be improved
(Irandoust & Boury-Brisset, 2006). What is glaringly obvious to a fresh set of
eyes may have been missed entirely by a person too close to and involved
with a particular issue, or too familiar with things as they are, to the issue to
see it (Handel, 1982). Further, people asked for observations feel empowered
to contribute to a meaningful outcome and so are involved further in
investing towards constructive change (Negra & Manning, 1997). The
interview (see Appendix D) was designed to include capacity for participants
to identify anything that could be happening in contemporary education and
management relating to the environment that is not, and which inclusion
might help ensure a clean and healthy environment for future generations.
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This information was categorised and included in analysis according to where
responses lay.
5.7

The  Research  Approach  

Several approaches and methodologies have been drawn together from the
literature of sociological research methods and applied for the purposes of
this research. This section will describe the research approaches and methods
engaged and explain the rationale for their being employed as most suitable
for this particular study. The over-arching research approach is based on
grounded theory (Glaser & Strauss, 1967).
5.7.1

  Qualitative  Methods  

This study is primarily based on inquiry addressing the research questions
described in Section 5.4 of this chapter.
Rickinson’s (2001, p. 306) critical review of studies of learners and learning in
primary or secondary school environmental education observes that empirical
research in EE/EfS is predominantly guided by the theory developed from
research that engages quantitative methods. Berg (2004, p. 11) and others (e.g.
Charmaz, 2006; Mills & Birks, 2014; Smith-Sebasto & Walker, 2005; Tilbury &
Walford, 1996) argue that qualitative methods of inquiry enable more
complex and detailed information about a subject than do quantitative
methods. This research used qualitative research methods in a review of the
literature, in-depth interviews and analysis of the resulting data.
Authors including Berg (2004), Charmaz (2006, 2014), Patton (2002) and
Rickinson (2001) suggest that qualitative approaches are suitable to studies
using inquiry-based investigations. Basit (2003, p. 151) notes that qualitative
research methods enable research to ascertain ‘what’ people feel, ‘why’, as
well as ‘who’, ‘where’, ‘when’, and ‘how’ and a quality and richness of data
not achievable through quantitative research approaches (see also Dabbs,
1982, p. 32). Qualitative methodology focuses upon how the world is
perceived, understood or constructed (Berg, 2004, p. 3; Patton, 2002), and
therefore is well suited to investigating perceptions, understandings and
approaches informed by Māori culture to EE/EfS. Qualitative methods allow
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complexity, nuances and multi-dimensionality of data to be explored and
emphasised (Mason, 2002). Further, Rotarangi (2011) has identified that
qualitative methods enable exploration of Māori cultural and personal
experiences and perspectives, values and beliefs to be conducted in a
culturally appropriate manner.
5.7.2

Grounded  Theory  

This research used a grounded theory methodology as its qualitative
approach to review the literature, identify a problem, collect and analyse data,
and develop theory. Williams (2008, p. 96) explains that constructive
grounded theory enables the researcher to use a methodological framework
that provides order and structure to the collection and analysis of data, while
accepting changes in the emerging relationships within the data, leading to
theorising. The objective of a grounded theory approach to qualitative
research is the formation of hypotheses and theory that support the data
rather than data being collected that support a specific hypothesis (Strauss &
Corbin, 1998). Berg (2004, p. 19) describes such as a ‘research-before-theory’
orientation. Instead of formula establishing the parameters of the research,
general principles and tools provide guidelines for gathering, processing and
analysing data, facilitating opportunities for observation of emerging
relationships as the study progresses, from which starting points are able to
be identified, and concepts and theories are developed (Glaser & Strauss,
1967). Grounded theory is commonly engaged in studies relating to
perspectives and studied in context (Starks & Trinidad, 2007). Smith-Sebasto
& Walker (2005, p. 28) support Tilbury & Walford (1996, p. 54) in advocating
that grounded theory is especially suited for EE/EfS.
Charmaz (2006) explains that the process of a grounded theory approach
involves an initial research question (or set of questions) first being posited in
response to a research problem within an area of interest or ‘substantive area’.
Initial data is then collected using methods such as review of the literature or
initial interviews, identifying current opinions in relation to the subject of the
question. The researcher then interprets and progressively makes sense of
data, establishing categories and substantiated starting points for their
research. Memos are kept of developing understandings and data is coded
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according to categories throughout the process. As understanding of the
status quo of the subject develops, emerging concepts are able to be
synthesised and organised into propositions, which are then coded and tested
against the literature, and through the design and implementation of research
tools that engage methods appropriate to the purpose and context (such as
interviews, observations or surveys, for example). The research method
results in theory grounded in the data of the research, hence ‘grounded
theory’. The table below illustrates the stages in the process of grounded
theory methodology:

Theoretical Methodological Stages of Grounded Theory
1. Identify Substantive Area and the Research Question
2. Collect Data; categorising data and open coding as it is collected
3. Open Code Data (while collecting data)
4. Write memos throughout the process
5. Selectively Code and Test Emerging Theories through Theoretical
Sample
6. Identify Theoretical Codes
7. Read the Literature
8. Write up Emergent Theory
  

Table  5:  Theoretical Methodological Stages of Grounded Theory

  

  

  

  

  

  

(Adapted from Charmaz, 2006, p. 11)

In the application of Grounded Theory to this research, for example:
1. the substantive area of the research is environmental education and the
ecological sustainability of humanity. Having been away from
environmental education literature since the completion of my
Master’s degree in 1998 and having not been involved in formal
teaching and environmental education for several years, this research
started with a general research question “what is the status of
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environmental education and the ecological sustainability of
humanity?”.
2. My initial research in the literature collected data that indicated that: a)
humanity’s future is threatened and, b) while there had been a
significant increase in programmes, activity and publications, very
little progress towards the holistic goals of environmental education to
help secure an ecologically sustainable future had been made (the
‘current opinion’).
3. In making sense of what I understood of the status of environmental
education and the ecological sustainability of humanity (the ‘what’), I
open coded data engaging the questions ‘why?’, ‘who?’, ‘where?’,
‘when?’ and ‘how?’
4. using memos throughout the process.
5. The concept (emerging theory) that emerged suggested that
environmental education has not achieved holistic change because its
epistemology is predominantly based on mainstream Western
perspectives and understandings, which are the antithesis of holistic
principles: the changes that are required cannot be made using the
same thinking and practices that created the need for change.
6. Holistic perspectives were identified as desirable (theoretical code),
and;
7. examples of holistic perspectives, understandings and practices within
indigenous cultures were described in the literature, including within
Māori culture;
8. A proposition emerged through which to investigate Māori cultural
perspectives and understandings and perhaps identify alternative
epistemologies for environmental education (emerging theories);
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9. This proposition has led to the design and implementation of a
research tool for the purpose.
Grounded theory, and indeed the research enterprise in general, is often
represented in methods texts and courses as a linear process (Berg, 2004, p. 19;
Charmaz, 2014). Charmaz’s (2006, p. 11) representation of grounded theory,
as summarised in Table 5 (see p. 119), depicts a rather linear process, in which
the literature is reviewed towards the conclusion of the research process: only
after a research question has been identified and formulated, after data has
been gathered and coded, after observations have led to hypotheses and
theories developed. In practice, grounded theory methodology involves
perpetual looping back to the literature, observations and hypotheses,
checking initial concepts and adjusting observations against what (if
anything) related is said in the literature as trends emerge from the data
towards developing theories that might explain what has been observed
through the research process. This approach is flexible to situations and
developments within the research, and can complement other qualitative
approaches (Charmaz, 2006). In this process, what is learned may
progressively subsume what was thought before: an evolution of thinking
and theorisation occurs (Gloster, 2000). In effect the grounded theory research
process reflects a spiralling process of learning.
Authors such as Smith-Sebasto & Walker (2005, p. 30) describe grounded
theory methodology as a circular or spiralling evolutionary process. Gloster
(2000, p. 675) describes such a successive cyclic, if not vortical or spiralling
process of the generation and progressive refinement of questions, hypothesis
and emergent theory as retroductive theoretical drift. Berg (2004, pp. 19-20)
argues that such a spiralling approach is appropriate for the research
enterprise in general. I find this spiralling approach applied to grounded
theory methodology to be logical, organic and common sense23, and so
appropriate to the nature and purpose of this research. A spiralling approach
has been engaged in this research, and is explained in section 5.7.3. of this
thesis. Charmaz’s (2006, p. 11) model of the grounded theory process has been
	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
   	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  
23

Charmaz (2014, p. 18) notes “A pivotal insight or realization (sic) can happen anytime during the
research process. Grounded theorists stop and write whenever ideas occur to them.	
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adapted to simplistically illustrate spiralling grounded theory methodology
applied to this research in Table 6 below.

Applied Stages of Grounded Theory in This Research
(Adapted from Charmaz, 2006, p. 11)

1. Substantive area and the research question identified
2. Initial data collected and open coded: initial literature
review
3. Initial memos, raising codes to categories
4. Method of main data collection (research tool) designed
5. Main body of data collected
6. Advanced memos and coding, refining of conceptual
categories
7. Theoretical sampling seeking specific new data and
emergent categories
8. Concepts developed and theory built
9. Literature review extended and refined (throughout the
process)
10. Emergent concepts refined
11. Emergent theory written up
Table  6:  Applied Stages of Grounded Theory in This Research (Adapted from Charmaz, 2006)

5.7.3

Spiralling  Research  

Berg’s (2004) ‘Spiralling Research’ model is complementary to the overarching constructivist, reflexive approach (Charmaz, 2006) to Grounded
Theory in this research. Its function is equivalent to a spiralling feedback
evaluation loop (Manning, 1986, p. 122) with which I am familiar as a
teaching, resource and systems management tool, and with the principles of
reductive theoretical development in action research (Gloster, 2000, p. 674). In
using a feedback evaluation loop, objectives are first established against an
identified need, a strategy is then developed, implemented, monitored,
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assessed and the status is fed back, on which information adjustments are
made to optimise performance, implemented, monitored, assessed, fed back,
adjusted and re-implemented, and so on. Berg (2004, p. 19) describes the
application of a spiralling research approach as follows:
. . . you begin with an idea, gather theoretical information, reconsider
and refine your idea, begin to examine possible designs, re-examine
theoretical assumptions and perhaps even your original or refined
idea. Thus, with every two steps forward, you take a step or two
backward before proceeding any further. What results is no longer a
linear progression in a single forward direction. Rather you are
spiralling forward, never actually leaving any stage behind completely.
This approach lends itself to the methods of reflexive, constructive grounded
theory and as such facilitated the optimisation of the overall research
approach for this thesis.

. . . and so on . .	
  

.	
  
Proposition
Research
Making Sense

Research

Emerging Concept

Current Opinion
(Literature)
Research Question

Figure  3:  Spiralling Research Approach and Feedback Evaluation Loop Applying Grounded
Theory (Adapted from Manning, 1986)
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In the application of a spiralling research approach through grounded theory,
a research question is posed and research undertaken, such as investigating
the literature informing a view of current opinion, from which concepts,
propositions and theories emerge for further research and testing. This
process that occurs within and throughout the grounded theory framework of
this research (refer to table 6) is illustrated in Figure 3, above. Subsequent
observations inform improved understanding and modify developing
opinion, so that new propositions and theory emerge, and so on, leading to a
point of saturation or conclusion and so theory grounded in the data, which
can be further tested or evaluated against the data.
5.8

  Method  

5.8.1

Literature  review  

A review of the literature was engaged in a manner reflecting the overarching research method of grounded theory engaging a spiralling research
approach, as described above. In a classic grounded theory research approach
(Glaser, 1978), the literature might not be drawn upon until after observations
have been made, data gathered and theories developed; the review of the
literature situates and validates the emergent theory in current literature. This
research takes a more constructivist approach (Charmaz, 2006), starting with
a research problem and drawing upon the literature and observations to
provide initial data and clarify research questions. During the initial research
phase of this research, the literature review was used to scope the field of
study, updating the researcher on the developments in environmental
education since his last research (1998), as was described earlier in this
chapter, identifying gaps as starting points, and developing initial theory and
an initial research question for this study24.
The pedagogical approach of this thesis’s review of the literature reflects a
thematic development of inquiry, investigation and theorisation in keeping
with qualitative research using a spiralling approach to grounded theory
methodology. As such, generalist, theoretical and speculative literature is not
differentiated from literature based on empirical studies and national or
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  Just to clarify in case a reader might wonder how groundedness	
  can	
  be	
  retained	
  when	
  the	
  starting	
  points	
  
are	
  informed	
  by	
  concepts	
  and	
  critiques	
  derived	
  from	
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  range	
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  literature,	
  in	
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  particular	
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consider	
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  to	
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  theory.	
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international reports in the literature review nor, unless stated otherwise, is it
differentiated from research or literary work undertaken in the United States,
Australia, Aotearoa-New Zealand, or the United Kingdom, or work
undertaken in schools, community and higher education settings. Rather, the
literature review chapters provide the reader with a detailed thematic
summary overviewing what has occurred and the current state of play, as
part of the flow of logic and development of the line of inquiry, research and
findings of this research. This is appropriate to the practical, applied nature of
the study, as well as the over-all global scope of the problem and need for
urgent remedy over and beyond the Aotearoa-New Zealand focus of this
thesis’ research question.
With the starting points identified and initial theory developed, an
appropriate methodology was then further researched and grounded theory
selected as appropriate to the nature and purpose of this research. The
research was designed and conducted and data gathered.
Once gathered, the data was analysed and initial themes began to emerge.
Exploration of the literature then became more focused. Themes that
contributed to the framework and understandings necessary for the
comprehension of the issues related to the topic of this research were
identified and researched in order to develop understanding of what was said
in the literature about each theme. New theory emerged at each stage, which
was similarly tested against the literature. Threads were progressively
developed, hypotheses tested and arguments were progressively identified,
pursued and noted.
This reductive procedure continued throughout the preparation of this thesis.
Each chapter follows on from the last, reflecting upon the implications
emerging from the previous chapters, effectively asking of these ‘so what?’ in
terms of the wider picture and, particularly, in terms of the purpose of this
study. This spiralling constructive process has led to an extensive review of
the literature in the preparation of this thesis. A full bibliography of literature
reviewed is located at the rear of this thesis. It has facilitated a spiralling flow
and development of concept and theory from the initial research question in
131  
	
  

consideration of new information as it emerges from the literature. The
research process leads to and through, the research and data presented in this
thesis to inform the discussion and conclusions, in a clear and logical flow.

5.8.2

The  Participants  

A sample of fourteen tāngata whenua participated in this study. Seven
participants were male; seven female. It has been discussed and agreed by
participants that, if agreed, inclusion of their identity is appropriate to
Māoritānga and the nature of this research, and lends the weight of their
mana to the standing of this research and its findings. All but two participants
have agreed to be identified. One participant who did not wish to be
identified explained that the nature of their work meant that their opinion,
expressed through a thesis within a different region of Aotearoa New Zealand
than their own hapu and iwi, had potential to negatively affect their career
and possibly, their personal relationships. This not-withstanding, this
participant (T2) chose to include identification of their iwi, age and gender to
assist the study description of representation. Another participant (T14)
preferred not to be identified at all. A list of participants who have
participated in this research is presented with their tribal affiliations in Table
7 on the following page.
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Code

Participant

Tribal affiliations

T1

Tahu Potiki

Kai Tahu

T2

Identity confidential

Ngāti Maniopoto

T3

Rawinia Puna

- Kai Tahu, Kāti Mamoe,
Waitaha, Hawea, Rabuvai,
Moriori
- Ngāti Kahungunu, Ngāti
Tuwharetoa, Ngāti Porou,
Ngāti Hine

T4

Hori Parata

Ngāti Wai

T5

Abraham Witana

Ngāti Manawa, Te Rarawa

T6

Linda Faulkner

Ngāti Rangi, Whanganui

T7

Tui Shortland

Ngāti Hine

T8

Dr. Hauiti Hakopa

Ngāti Tuwharetoa

T9

Zack Makoare

Te Whatuiapiti, Ngāti Porou

T10

Hinewai Ngatai

Ngāi-te-Rangi

T11

Te Moengarau Hemopo

Ngāti Tuwharetoa

T12

Chris Holtham

Kai Tahu

T13

Dr. Pip Pehi

Ngāpuhi, Ngāruahine

T14

Identity confidential

Affiliation confidential

Table  7:  List of participants in this study and their tribal affiliations
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Figure  4:  Map of Rohe or Tribal Areas of Aotearoa-New Zealand showing main tribal
affiliations of participants in this study
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Participants’ eligibility was determined upon the basis of their being Māori
who are tohunga (expert), kaumātua (elder25), mātua (male adult), whaea
(female adult), rangatira (chief), kaitiaki (guardian) or individuals otherwise
representative of hapu or iwi from throughout Aotearoa-New Zealand. An
original list of 32 potential participants was identified and cross-checked with
the assistance of Boua Huata Holmes and Dr. Jim Williams as to
appropriateness, adjusted and means of contact identified, as well as best
approaches for each potential participant. Some potential participants were
approached directly during hui and wānanga at centres and Marae around
the country, while a few were approached by way of telephone call or by
email.
Some interviews occurred upon first contact, while others were arranged
during first contact for a time shortly thereafter. Wherever possible, an
information sheet (see Appendix B), consent form (see Appendix C) and
sample of the questions (see Appendix D) were forwarded by mail or email to
participants prior to the interview for information and consideration. In all
cases time was allowed to ensure the participants had time to read, discuss
and understand the information sheet, consent form and questions before
their consent was sought by way of completion of the consent form.
The University of Otago’s Ethics Committee (2011) requires the completion
and signature of a consent form by prospective participants in a research by
interview. In the case of this research several participants declined to sign the
consent form yet wished to participate fully in the study with explanations
such as:
I understand what the university wants, but what it wants as a formality does
not sit with the way that we see and do things. My consent is my being here,
with you, speaking about these things in this way26.
(Dr. Hauiti Hakopa)
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Kaumātua describes either male or female elder, whereas koroua describes a male elder and kuia a
female elder
26
While this matter is not of particular significance to this research’s line of inquiry, its conclusions or its
outcomes, it perhaps suggests a disparity or gap within the University of Otago (2011) procedures for
interviews, particularly in regard to research involving cross-cultural investigation.
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From the original list of potential participants, twelve agreed to participate.
Of these, seven were successfully interviewed. A number of variables
interfered with the research’s ability to schedule and secure interviews with
prospective participants including illness, the deaths of two prospective
participants, tangihanga27 and disruption of travel due to weather events
leading to erosion of budget. A critical number of twelve interviews were
considered necessary from which to draw sufficient data to validate this
study. More participants were needed. A contingency plan was implemented
using an alternative method to respectfully approach and engage appropriate
participants. An appeal was made to the New Zealand Environmental
Protection Agency’s National Iwi Network members by email for
recommendations of kaumātua to approach and/or expressions of interest. A
further thirteen tāngata whenua expressed interest in participating in the
study. Of these, a further seven participants were successfully interviewed.
Transcription and analysis was initiated as data was gathered. It became
apparent that the data was saturated: the same themes were emerging and
repeating strongly. It was decided in consultation with my supervisors that,
given the difficulties in securing interviews in balance with the extent of some
interviews, as well as the consistency, richness and saturation of data,
sufficient data had been secured for the purposes of this research.
5.8.3

The  Interviews  

Interviews were conducted between 1 June and 22 November 2011 as the
main method of generating data for this research. Sixteen research questions
were posed to each participant during informal interviews in a range of
locations and situations, but predominantly in participants’ homes over a cup
of tea, at times interspersed with the goings on of whanau in a Māori home.
Some occurred in a similar fashion at Marae, while two occurred in a relaxed,
private setting at a place of work. Two interviews were conducted over skype
at the participant’s request, and one was recorded digitally as a korero guided
by the interview questions and sent on a memory stick by mail. One was
similarly sent as an email response to questions. Details of interviews,
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The process of dealing with death, grieving and burial : http://www.dnzb.govt.nz/en/tangihangadeath-customs
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including participant identity, designated code, as well as location, situation,
mode and duration of interview, have been tabulated and are attached at the
rear of this thesis as Appendix E.
During interviews, each participant was reminded of their voluntary
participation, the digital recording of the interview, and later transcription.
Participants were advised that they could withdraw from the study if they
chose to do so, both the transcript and digital recording would be destroyed.
Recording was stopped during interviews in order for participants to address
interruptions. Once participants were ready to recommence the interview,
recording was restarted and subjects refocused where necessary with a
summary of what they were saying prior to the interruption. The current
question was then restated. Four interviews were completed in around an
hour, with several covering between two and three hours, and one covered
five hours. Two interviews became extended and spanned three days of
interactions, travel and whanau-based activities which, upon reflection, were
intended by the respective kaumātua to demonstrate examples of what they
did, where, when, how and why. Significant observations have arisen from
the data obtained from analysis of responses.
Recordings of interviews were saved to a digital file, which are to be kept in a
secure location as a record by the University of Otago for five years following
the completion of the research, and then destroyed. The digital recording of
each interview was transcribed by the researcher in order to reinforce and
embed the aural and oral dimensions of the data while recording it in written
form. The data and results of this study reflect, to some extent, my
interpretations of interview material. Controls on subjectivity include
reference of transcripts back to participants, as well as constant cross-checking
of coding against the context of full transcripts. Each subject was asked to
view their transcript and confirm it was a true and accurate record of the
interview. Interpretations of korero delivered in te reo Māori were provided
by the respective participants and the researcher’s interpretations of Māori
terms were checked against participant understandings in context with their
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use of terms within the transcript. The following section describes the method
and process of analysis of the data gained during interviews.
5.8.4

Analysis  

In this study the initial research question and review of the literature led to
the proposition and development of further research questions to be
investigated. From this base, specific questions were designed for the
interviews. Simple code identities were allocated to each participant and their
transcript for the purposes of tabulation, and in the cases of protecting
identity, maintaining anonymity. Participant codes were T1, T2, and so on
through to T14.
The analysis went through successive stages. These are illustrated in Table 8
below:

Analysis Stages
1. Identification of themes emerging from literature & allocation of codes
2. Identification and initial coding themes in data in transcripts
3. Development of initial theories against the emerging themes
4. Extraction and collation of data by initial theme
5. Identification, categorisation and progressive coding of sub-themes
6. Tabulation and analysis of emerging trends and theories
7. Cross-tabulation and analysis of emerging trends and theories
8. Testing emergent theories by re-examination of transcripts and the
literature
Table  8:  Stages of analysis

Initial data codes were developed according to themes and sub-themes that emerged
in the review of the literature and from the initial analysis of collected data sets. The
table below illustrates the initial thematic categories used for analysis:
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Theme
Relationships
between people
and environment

Sub-theme

RP
Connectedness

C

Disconnectedness

DC

Relatedness

R

Key terms and
concepts

Transfer of
Knowledge

Code

KTC
The environment

E

Education

ED

Learning

L

Sustainability

S

Life-skills

LS

Environmental education

EE

Education for sustainability

EfS
TK

What

What

Who

Who

When

When

Where

Where

How

How

Why

Why

Typical Approach

TA

What needs to be
done

WD?

Table  9:  Initial thematic categories and codes for collation and analysis of data

The first stages of analysis involved establishing and testing the initial themes
by reading and listening through the data of each participant tāngata whenua
transcript, identifying and highlighting and coding themes within the text as
they emerged, transcript by transcript. Sections of coded data were then
extracted from each transcript and collated under subthemes. A sample
extract of this method citing responses coded under the key concept of ‘the
environment’ is provided below as an example. The first participant’s extent
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of entry here is partial, in order to demonstrate how several entries appear
when recorded using this method:
KEY TERMS & CONCEPTS: ‘THE ENVIRONMENT’
‘The environment’ to me is what sustains us and what feeds us. T2
When I look at the land I see it as something that provides for us. And
it has, e nehera, for all our generations back to our first ascendant. The
land is what’s provided our, our culture and our heritage. T2
When I think of protecting the environment, I think of making sure
that, in times to come, my kids, my grandkids and their grandkids still
have a place to go and feel that warmth that the land can provide. T2 . .
.
The environment? Is all of what we live and breath, in and around that
sustains us to live on this earth. T3
From a Māori perspective the environment is the people, and the
people are the environment. T4 . . .

Theories began to emerge as patterns in data collated under themes became
apparent. These were coded and further categories developed. Coding was
progressively adapted and became more specific as more data was collected
and processed, and as themes became clearer. Theories began to emerge,
which were noted, explored, developed and described in memos. Once all
data was collected, it was coded and categorised thematically. Conceptual
categories were identified and themes clarified and tested against the
emerging theories using coded tables. Data was sometimes copied into more
than one category. Cross-analysis through comparison techniques (Charmaz,
2006) by way of tabulation of codes throughout the process allowed clear
visual representation of trends, with strong representation showing up as
bands in the data, and gaps being similarly apparent in the data. For
example:

140  
	
  

Table  10:  Example - presentation of data: “What does the term ‘the environment’ mean to
you, if anything?”
Participant
The
Environment
is:

T1

T2
SU
C
WFR

T3
SU
C
WFR

NE
AE

NE
AE

T4

T5

C
WFR
WC
NE
AE
M

C
WFR
WC
NE
AE
M
WS
SD
UE

WS
The
Environment
is not:

NR

SD
UE

UE

SD
UE

T6
SU
C
WFR
NE

T7

WC
AE
WS
SD

UE

T8
SU
C
WFR
WC
NE
AE
M
WS

T9

T10
SU
C
WFR

T11
SU

NE
AE

NE

NE
AE

WS

WS
SD

C
WFR

UE

WFR

WS
SD

T12
SU
C
WFR
NE
AE
M
WS
SD

T13

WC
AE

T14
SU
C
WFR
NE
M

WS
UE

Key:
AE
M
NR
SU
WC
WS

All Encompassing/Holistic
Mauri / Metaphysical
No Response
Sustains Us
Western Construct
Wairua / Spiritual

C
NE
SD
UE
WFR

Connected
Natural Environment
Separate / Disconnected
Un-natural Environment
Whakapapa/Family/Relatedness

Thirty-three tables, such as Table 10 above, were developed in the course of
the analysis of data in themes, subthemes and categories. The themes,
subthemes and categories that emerged were coded and tabulated for
analysis. Two hundred and forty-three codes resulted from progressive
analysis, theorising and categorising, some of which are represented in
multiple tables, while many are not. In presentation of tables in the data
chapters of this thesis, codes are interpreted for reference below each table, as
demonstrated in the example Table 10 above.
Four key themes have emerged in this study. Three of these four key themes
(‘key concepts’; ‘relationship and interconnections between people and
environment’; ‘what needs to be done?’) emerged from consideration of the
nature and purpose of this research in light of information gained from the
initial review of the literature, as described in Section 5.5 of this chapter.
These three key themes were broken down into sub-themes and categories
during the process of analysis. Their appropriateness was reinforced by the
interview data and subsequent reviews of the literature. Further sub-themes
and categories became apparent through responses as interviews progressed,
as well as emerging as a consequence of tabulation, examination and reexamination, grouping and re-grouping statements during analysis. The
fourth key theme became apparent in this way, emerging from the interview
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data. Strands and threads of themes, sub-themes and categories are very
apparent in tabulated data, as is evident in their presentations within this
chapter. Strong lines of common coding contrast areas of weaker response,
flagging areas of comparative interest. The following themes and sub-themes
provide a framework for the organisation of results:

•

Key Concepts
o The environment
o Education
§

Perceptions of the Western paradigm of education

§

Perceptions of the nature of education

§

Perceptions of the key objectives of education

§

Perceptions of a Māori approach to education

o Learning
o Sustainability
o Life-skills
o Environmental education
o Education for sustainability
•

Relationship and Interconnections between People and
Environment
o Perceptions of relationship between people and
environment
o Perceptions of inter-connectedness
o Perceptions of disconnectedness in the DSP

•

Transfer of Knowledge
o What knowledge is transferred?
o Where is knowledge transferred?
o When is knowledge transferred?
o Who is involved in transferring knowledge?
o How is knowledge transferred?
§

Learning styles/Communication preferences

§

Educational aims: inform/guide/facilitate

§

Education in, about or for the environment

§

Methods of engagement
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§

Timing, use of timing and duration

§

Approach

§

Tools

§

Setting

§

Activities

§

Content

o Why is knowledge transferred in these ways?
•

What needs to be done as education that has the best hope of
securing an ecologically sustainable future?

Analysis involved the development of two hundred and forty-three codes
with concurrent memos, producing the 32 tables with which the data is
presented in this thesis (as mentioned above).
Concepts and theories were developed through the use of memos, which
were kept throughout the research and analysis process and constantly
checked against the data. The use of memos throughout the research is an
important part of grounded theory process (Charmaz, 2006; Strauss & Corbin,
1990). Glaser (1978, pp. 83-84) describes memos as the theorising write-up of
ideas about codes and their relationships as they strike the analyst while
coding and developing concepts. He explains that memos might be a
sentence, a paragraph or a few pages, but they exhaust the analyst’s
momentary ideation based on data, with perhaps a little conceptualisation, in
a constructive process of the development of theory arising from and
explaining the data. In the case of this research the process of research and
analysis memos were effectively notes to myself recording and contemplating
aspects or patterns noticed within and between codes and categories, and
about possible causes and relationships, with hypotheses, theories and ‘next
steps’ arising. Memos were initially taken on dictaphone, transcribed and
kept in a Warwick 240 page A4 writing book, but as the research progressed I
changed this practice to writing memos on A4 printed sheets of tabulations,
and in digital form and highlighted amongst draft chapters or in stand-alone
notes for referral. Tabulation, memos, full transcripts and, concurrently,
digital recordings were re-examined independently and against each other to
check observations and validate the analysis process and conclusions.
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An example of a memo written in consideration of initial trends observed in
the first tabulation of data under the theme of ‘Transfer of Knowledge’ and
sub-theme of ‘How?’ (and on an initial print of the table itself), is:
Showing / talking / and doing (VAK) are clearly preferred modes;
read/write (R) are not high priority. *does this suggest cultural
propensity to perform poorly in read write education settings (schools
and higher education?). *What does literature say re. compatibility of
read/write school/education system with Māori cultural worldview?
Strong guiding and informing.
Opportunistic and flexible styles, selected to purpose /individual /
situation / need.
Group and individual situations equally important, but approach to
‘delivery’ differs.
Informal preferred, but subject to context.
ALWAYS through whakapapa, connection.
Pitch in a MEANINGFUL time, place, situation people relate
and connect with.
*What is practical and meaningful in current curriculum? Again link to poor
performance learners in read/write society? – lack of meaning? boredom? I
believe likely so. Anyone else thinks this? Find out - literature.
Sensitive issues managed through the complexity of message –
protection of information.
(from researcher’s notes)
Continual comparison of the data with respect to gaps, strengths and
potentials identified in the literature, tāngata whenua participant descriptions
of learning, and evidence of a commonly pervasive conservation ethic within
participant data, led to the recognition of an emergent intrinsic Māori
epistemology for ‘environmental education’ and so the development of a
theoretical framework for sustainable education.
Participant interview data provide insight to ways of thinking and
understanding reality alternative to mainstream Western perspectives, so are
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presented as recorded, with only minor editing of redundant words or
repetition. In a few cases words have been inserted in square parentheses in
order to correct syntax or link key statements around redundancies. While I
acknowledge that individual participant comments have been isolated to
some degree outside of their context, I note that my interpretations of
participant comments are made with reference to the specific dialogue of each
participant, with correlating supporting data resulting from analysis.
In order to test the theory of a holistic educational epistemology and
pedagogy equating to optimal EE/EfS being embedded within Māori culture,
all available data was re-examined, including original recordings of
interviews and their transcripts, tabulations and cross-tabulations. It was
further theorised that three thematic aspects were critical in determining such
presence:
a) what outcomes are commonly described as being sought by each
participant as the facilitator and/or learner (the ‘desired outcomes’);
b) what tools, approaches, applications and process are described by
each participant, and;
c) what correlations or commonalities with formative concepts
underpinning mainstream Western aims for EE/EfS are evidenced?
All available data was re-examined upon this thematic framework and
tabulated so patterns of occurrence could be observed and significance
analysed.
Participant responses in interviews have provided a wealth of qualitative
data. Thematic analysis, grounded theory and spiralling methodology have
allowed me to examine the data to identify and explore commonalities,
differences, disparities, connections and relationships within participant
perspectives and experiences informed by Māori culture relating to education
and, in particular in relation to environmental education and education for
sustainability.
145  
	
  

5.9

  Conclusion      

This chapter has described the development and design of this research. A
Grounded Theory methodology and the related qualitative methods engaged
in this research have been explained, including how data has been gathered
and recorded, processed and presented, and how such process has validated
the research’s findings. Five sets of results have emerged from the analysis of
data as has been described in this chapter. These will be presented in the
following five chapters of Part 3 of this thesis.
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6.1

Introduction    

  

  

  

  

  

The preceding Parts of this thesis (Part 1 and Part 2) have established the
need, context and methods of this research. This Part of the thesis reports the
results and discussion arising from the analysis of five sets of participant
interview data in five chapters. An epistemological and pedagogical
framework and theory emerges in the fifth data chapter, Chapter 10.
As the previous Chapter has described, this research engages a grounded
theory (Charmaz, 2006; Glaser and Strauss, 1967) and spiralling research
(Berg, 2007) methodology. The first three chapters of this Part (Chapters 6, 7
and 8) ground and provide context for the data presented in the Chapters that
follow (Chapters 9, 10 and 11). This chapter presents the interview data
reporting participant perspectives and understandings informed by Māori
culture, of key terms that may shape and inform perspectives and
understandings of what is or is not environmental education (EE) or
education for sustainability (EfS); the general topic of this research. Chapter 7
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will then present data from participant interviews describing perceptions
informed by Māori culture as articulated by the participants in this research of
the relationships and inter-connections between people and the environment.
Next, participant perceptions and understandings of EE and EfS are described
in Chapter 8. Chapter 9 will investigate ways in which knowledge and skills
equating to EE/EfS have been and are transferred within Māori culture, as
articulated by participants in this research. An intrinsic Māori epistemology
and pedagogy for EE/EfS emerges in Chapter 10.
A synopsis of an essentialised Māori cultural worldview has been presented
in Section 4.3 of this thesis as a cultural reference, in order that participant
responses throughout this thesis may be considered and understood in
context. A glossary of key Māori terms that appear in this thesis is located at
the front of this thesis, immediately following the list of tables. Explanation of
cultural considerations and appropriate research approach and methods has
been provided in the Statement of Limitations in Section 7 of Chapter 1 and in
Section 9.2 of Chapter 5 of this thesis.
This chapter will first briefly describe the style in which the data of this study
is presented before explaining the rationale for the line of questioning
reported in this chapter, relating to participants’ perceptions of key terms and
concepts that inform the study topic. An overview of the qualitative research
findings is then presented through an explanatory narrative, supported with
participant statements, and illustrated with coded tables and keys. The data
resulting from interviews is organised in the order that the questions were
asked of participants and in which the interviews flowed, leading to the
chapter’s conclusion.
6.1.1

Presentation  of  the  Data  

The data arising from this research is reported in five separate chapters, each
informing the other. This organisation allows the story of the development
and content of the interview and results to unfold logically, incorporating
developing themes and categories, leading to the research findings and
conclusions.
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The following section describes the rationale for this chapter’s investigation of
participant perceptions and understandings of key terms and concepts.
6.2

Key  Terms  and  Concepts  

As described in Chapter 2, different frames of reference influence the ways in
which different people perceive the same phenomena or construct (Dunlap &
Van Liere, 1978; Handel, 1982). Frames of reference or ‘world views’ and their
effects and affects are discussed in detail in the literature review of this thesis
(see Section 2.3). With this in mind, key terms and concepts that,
independently and in combination, may shape or otherwise influence
individual participant’s understandings and perceptions of the constructs
‘environmental education’ and ‘education for sustainability’ were identified
and examined, including the constructs themselves (addressed in Chapter 8).
During the course of their interview, participants were asked to explain their
understanding of the terms and concepts ‘the environment’, ‘education’,
‘learning’, ‘sustainability’ and ‘life-skills’. Data arising from responses related
to these terms and concepts are presented in this chapter. The following
sections present the data arising from analysis of participant interviews
relating to the key terms and concepts that influence and shape perceptions of
EE and EfS.
6.3

The  Environment  

Data describing participant understandings of the term ‘the environment’
have been coded and tabulated and presented in Table 11, below. This
precedent will be followed in the sections and subsections of data chapters
throughout this thesis. A synopsis of the main related themes will also head
each section or subsection, as below.
The themes in this subsection illustrate that in perspectives informed by
Māori culture as represented by participants in this research:

•

the Western terms shaping the key constructs of this study do not have
a direct translation or parallel concept;
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•

humans are inextricably inter-connected and inter-related with ‘the
environment’ as te taiao28 or te ao marama29, including metaphysical
and spiritual elements (wairua), such as atua and mana, by direct
relationship through whakapapa (genealogy);

•

the term ‘the environment’ is a Western construct which places
humans outside and separate from natural things and related
understandings;

•

a distinction is made by many between the natural environment and
the un-natural, human-induced ‘developed’ or built environment, yet
it is understood that all comes from the universe through
Papatūānuku.

Table  11:   “What does the term ‘the environment’ mean to you, if anything?”
Participant
‘The
Environment
’
is:

T1

T2
SU
C
WFR

T3
SU
C
WFR

NE
AE

NE
AE
WS

‘The
Environment
’
is not:

SD
UE

UE

T4

T5

C
WFR
WC
NE
AE
M

C
WFR
WC
NE
AE
M
WS
SD
UE

SD
UE

T6
SU
C
WFR
NE
WS
UE

T7
WFR
WC
AE
WS
SD

T8
SU
C
WFR
WC
AE
M
WS

T9
C
WFR
NE
AE
M
WS
UE

T10
SU
C
WFR
NE
WS
SD

T11
SU
WFR
AE
WS
SD

T12
SU
C
WFR
NE
AE
M
WS
SD

T13
WFR
WC
AE
WS

T14
SU
C
WFR
NE
M
UE

NR

Key:
AE
M
NR
SU
WC
WS

All Encompassing/Holistic
Mauri / Metaphysical
No Response
Sustains Us
Western Construct
Wairua / Spiritual

C
NE
SD
UE
WFR

Connected
Natural Environment
Separate / Disconnected
Un-natural Environment
Whakapapa/Family/Relatedness

Several participants (5/14) described ‘the environment’ in terms of it being:
. . . a pākehā construct about how pākehā relate to the environment, . . . [and] .
. . in terms of a pākehā construct, ‘the environment’ is what surrounds you,
rather than, as a Māori, what you are related to.
(Tui Shortland, her emphasis).
	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
   	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  
28
29

All that is in the now
The world of light – the natural world
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Many participants (7/14) explained that from their various perspectives
informed by Māori culture “ . . . ‘the environment’ seems pretty clinical and
detached when talking about the land and about the whenua and all that is”
(Dr. Pip Pehi). “We speak of the environment as being te ao marama, the
separation of the heavens and the earth to let that light in . . .” (Dr. Hauiti
Hakopa) or as “. . . te taiao, which is all that is in the now” (Abraham Witana).
Several participants explained in their initial responses to this and subsequent
questions that Western terms shaping the key constructs of this study,
including ‘the environment’, ‘education’ and ‘sustainability’, do not have a
direct translation or parallel concept in a Māori perspective. Some
participants found responding to such constructs difficult. Significant efforts
by some participants to make Western constructs fit their own worldview,
informed by Māori culture, were apparent during their responses. In some
cases it was clear that not only did some concepts not have a clear-cut
translation, but they were nonsensical ideas in their holistic Māori worldview.
All but one participant (13/14) described ‘the environment’ as being
connected to them by direct relationship through whakapapa (genealogy) and
as family, explaining in various ways that everything living and non-living is
perceived by them and by Māori in general, as a direct relative:
Māori see themselves as the youngest child of Papatūānuku and Ranginui, so
that, when we look, whether they’re insects, whether they’re birds, whether
they’re trees, its one single family. We always see ourselves as the youngest
child within a huge family, the offspring and children of Papatūānuku and
Ranginui. So that’s how that relationship IS. A whale, for example isn’t just a
whale – a whale is a tuakana, is a relative and that type of thing. And so that
is what is really important from a Māori context about how we see the place of
ourselves, the tāngata whenua or the Māori people, within our environment of
Aotearoa.
(Matua30 Hori Parata)
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‘Matua’ is an honorific greeting for a male; ‘Whaea’ is the female equivalent
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This observation is consistent with the literature, both in regard to
descriptions of an essentialised Māori worldview, in specific (see such as
Whangapirita et al., 2003) and to descriptions of holistic indigenous
understandings and perspectives in general (see such as Agrawal, 1991, 2005;
Hanbury-Tenison, 1991). The relationship between people and environment
and its cultural significance from within an essentialised Māori worldview
has been explained in Section 3 of Chapter 4 of this thesis.
In the interview data many participants (10/14) described “ . . . a true
connection with everything in the universe . . .” (Zack Makoare) to which:
. . . we are related, we are indivisible from what goes on around us: we are
indivisible from the people, we’re indivisible from the natural world, we’re
indivisible from what goes on in the spiritual world whether we believe in it or
not, it will still affect us . . . we are the environment in which we find
ourselves in.
(Dr. Pip Pehi)
Descriptions of the environment by most participants (10/14) were allencompassing, including of other things in all aspects of life, at least in terms
of respecting the mauri and mana of the life and tikanga around such, which
might be taken appropriately for one’s own sustenance or other use. For
example:
Papatūānuku nurtures us and provides us with sustenance so that we may
help nurture and give her sustenance and keep her well as kaitiaki. It’s a
reciprocal kind of thing.
(Rawinia Puna)
Several participants (5/14) spoke of the environment including metaphysical
properties and psychological effects relating to hauora (health and well-being)
and mauri, particularly in relation to the need to respect things around us, as
we would wish for ourselves to be respected, for maintenance of our own
well-being (Panelli & Tipa, 2007; Royal, 2007):
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When I think about the environment I think about mauri and how, if we look
after the mauri of everything, and I mean everything, then we should have a
‘sustainable’ world.
(Dr. Hauiti Hakopa – his emphasis)
Many participants (9/14) described an understanding of ‘the environment’ in
the context of the natural environment and conversely, strongly described it
as not including the un-natural, human-induced ‘developed’ or built
environment, which was held to relate to the disconnecting effect of the
Western paradigm:
I’m talking about the natural environment, not the un-natural one. I’m not
talking about the environment of a city, which today operates 24-7 with lights
on all night. I’m talking about a life where light started in the morning and it
went out in the evening and then it was dark. I’m talking about that kind of
natural environment. Not the one that we have here today, where light’s just
blurring – all night, right up until the sun comes up and then those plastic
lights go out . . .
(Matua Hori Parata)
Some participants made reference to the universe being the source of all. One
participant explained an understanding and perspective that everything is
natural in and comes from the Universe through Papatūānuku:
My car now and the rubber on it and the metal on it and the plastic on it – all
of that came from the Earth. The petrol that runs it, the oil that’s in the
engine, all came from the Earth, so actually that is a manifestation of the
environment.
(Dr. Pip Pehi)

6.4

Education  

The themes in this subsection illustrate that in perspectives informed by
Māori culture as represented by participants in this research:
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•

the term ‘education’ was not meaningful or readily engaged to describe
the process of learning for life: ‘transfer of knowledge’ was;

•

priorities of ‘education’ are the transfer of knowledge, values and
skills’ that equip individuals for life and survival or ‘life-skills’;

•

‘life-skills’ strongly represent the qualities sought in mainstream EE
and EfS literature and policy including: awareness, knowledge,
understanding, attitude, values, skills and activities (see such as
Ministry of Education, 1998, p. 10);

•

Traditional approaches to facilitation emphasise experiential learning
to imbue holistic attitudes, values and behaviours;

•

learning occurs best when both facilitators and learners understand
and engage with its purpose;

•

Western perspectives of ‘education’ are not valued because they are
not perceived to deliver life-skills.
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Table  12:   “What does the term ‘education’ mean to you, if anything?”
Participant
Education
Is . . .

T1
I

T2
I
G

M
A/T

NB

A
K

T3
I
F
M

KST

KST

NB
L

L

P
C

P
C

A
K

A
K

AT
S
V
LS
CO

AT
S
V

Education
Is not . . .

T5

G
F
M

G
F
M
A/T
KST

L
CTX
P
C
SS
A
K
U
AT
S
V
LS

CC

CTX
P
C
A
K
U
AT
S
V

T6
I
G
F

T7
F
M
A/T
KST
TK

P
C

P
C

A
K

A
K
U
AT
S
V
LS

AT
V
LS

CO

BA
NLS

CC

T4

WP
NLS
CC

WP
NLS
I
IB

WP
I
CC

CC

T8

T9

G
F
M

G

KST
TK
ATU

M
A/T
KST
TK

L
CTX
P
C

L

A
K
U
AT
S
V
LS
CO
BA
WP

A
K
U
AT
S
V
LS
CO

I
CC
IB

T10
I
G
F

P
C

NLS
I

T11
I
G

T12
I

M

F
M

KST
TK

TK

T13
G
F
M
A/T
KST
TK

L
CTX
P
C

L
CTX
P

L
CTX
P
C

L

A
K

A
K
U
AT
S
V

A
K
U
AT
S
V
LS
CO

A
K
U
AT
S
V
LS
CO

AT
S
V
LS
CO
WP
CC
IB

BA
WP
CC

P
C

T14
I
G
F
KST

CTX
P
C
A
K
U
AT
V
LS
CO

WP
I
CC

Key:
A
AT
BA
CC
CTX
G
IB
KST
LS
NB
P
SS
U
WP

Awareness
Attitude
Being Articulate
Curriculum / Controlled
Contextual
Guidance
Institution Based
Transfer of Knowledge/Skills
Life-skills
Nature Based
Practical
Skills for Survival
Understanding
Western Paradigm

A/T
ATU
C
CO
F
I
K
L
M
NLS
S
TK
V

Ako / Tutu / Trial and Error
To become Atua
Connection
Conversation
Facilitation
Information
Knowledge
Learning & Skills for Learning
Mātauranga
Not Life Skills
Skills
Traditional Knowledge
Values

Before describing their perspective of education and learning informed by
Māori culture, most participants stated their position with regard to
contemporary Western education in the context of their experiences in
Aotearoa-New Zealand. While the focus of this section of this research is
upon what participants’ perspectives and understandings informed by Māori
culture of ‘education’ are, it is useful for the purposes of this research to
understand participants’ perceptions of gaps in contemporary Western
education.
Half of the participants (7/14) in this research did not readily engage with the
Western term ‘education’:
To us, or to me, the word ‘education’ is purely a Western word. For me again
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it comes from a different dynamic or different way of how a certain grouping
of people approach things
(Abraham Witana)
Several participants (7/14) suggested the contemporary Aotearoa-New
Zealand education system “ . . . generally speaking still takes a very
contemporary Western, science focus . . .”(Linda Faulkner) which is “ . . . a lot
about someone standing up there . . . and telling us what’s-what . . .” (Dr. Pip
Pehi).
The participant interview data indicates that the purpose and outcomes of
contemporary mainstream Western education is considered inadequate for
equipping individuals with skills for living. For example:
In the Western paradigm today you learn how to ‘do’ something; you learn
how to become ‘something’. And then what they have to prove that you can do
it is that they give you a certificate of some sort. It teaches you to be a lawyer
and then that’s all you’re really any good for; it doesn’t teach you to just be a
person who has life-skills. To know how to be able to survive with integrity
and continue.
(Matua Hori Parata)
Several participants’ interview data described contemporary Western formal
education as “ . . . interfering with meaningful learning”31 (T14). For example:
I don’t see ‘education’ as going to school . . . the only thing that interferes with
my learning is institutions, like schools and universities [in reference to
Einstein (1879-1955), “the only thing that interferes with my learning is my
education”]
(Dr. Hauiti Hakopa)
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It is noted as an observation relevant to the purposes of this research that participants’ responses
exhibit and relate high levels of awareness of connectedness, ecological and social literacy, and lifeskills, as well as individual practical, academic competence and well-being, yet they include
descriptions of a contemporary Western education system in Aotearoa-New Zealand that has not
delivered those attributes for them or many of their people: whereas responses indicate that for
participants, Mātauranga Māori has.
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Many participants reframed the term ‘education’ to terms that sit more
comfortably for them in their perspectives informed by Māori culture, in
order to respond. ‘Education’ was described by many participants as
‘mātauranga’ and as being about learning and how to learn. Several
participants described the process experienced by them or as being practiced
by them, of informing and/or guiding and/or facilitating learning
experiences, mostly with rangatahi (youth) or mokopuna (children), but also
with other adults, as a ‘transfer of knowledge’:
When I was growing up it wasn’t called ‘education’ or ‘learning’ at all to us.
It was a ‘transfer of knowledge’ as opposed to a ‘learning’.
(Abraham Witana)
A strong emphasis was placed by many participants (11/14) upon the
purpose of ‘education’ being about “ . . . equipping rangatahi (youth) with
skills for survival . . .” (Zack Makoare) in any given or even foreseeable
context (Abraham Witana). Many participants (6/14) described traditional
knowledge, values and skills, and approaches to knowledge, including
mātauranga and tikanga as the basis, form, purpose and content of the overall
process of knowledge transfer and learning. For example:
. . . ‘education’ for Māori is ‘mātauranga’ – its knowledge, it’s the
maintenance of knowledge; the maintenance of mātauranga. ‘Education’ in
Māori is where, at a very young age, you learn how to learn. And, it’s through
your life that you use that to learn whatever it is that you want to be doing at
a particular time . . . how to survive.
(Matua Hori Parata)
Most participant interview data (9/14) described a “ . . . transfer of knowledge
. . . ” (Abraham Witana) that is “ . . . about equipping our young people with
tools and skills for life and survival” (Matua Hori Parata). or “. . . life-skills”
(T2).
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The objectives of education from perspectives informed by Māori culture
were described by a most participants in terms of being about:
. . . developing our children to what is in them; what they have in them and
what they can be. It’s about this multi-dynamic, multi-task, multidimensional, multi-spiritual time on this earth in growing into all those
things. values, morals, communication, life-skills, spirituality, heightening all
their senses they’ve been born with . . . [and] . . . relationships and connection
and about patterns and about balance – seeing and knowing and
understanding the connections and patterns around us that we are a part of,
where we stand and the part we play.
(Rawinia Puna)
‘Education’ and learning were described by some participants (6/14) to be in
part “ . . . about the exchange of knowledge and information from generation
to generation . . .” (Linda Faulkner) because, “ . . . in the realms of
kaitiakitanga today, it’s really important to maintain the ability to practice the
practices that were handed down to us by our ancestors, because everything
that you do has some sort of connection along the way to an ancestor” (Matua
Hori Parata).
Most participants stressed that (13/14) values and in particular respect is an
important aspect of learning and ‘being’. For example:
. . . respect of place, respect of Tangaroa and the ngahere, respect of others,
respect of beliefs, respect of tikanga, respect of situations, of what is known
and what is not known, but most of all respect of oneself as a part of all that.”
(Zack Makoare)
All participants described ‘education’ in terms of individuals' actively
developing awareness and knowledge of their own surroundings and of
themselves. For example:
I think [education] must be in the entire process of understanding who you
are, your relationship to everything around you too, but becoming aware of
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truly who you are in terms of your whakapapa links, in terms of your potential
to ‘be’. . . and to become Atua [by realising one’s potential – Atuatanga].
(Dr. Hauiti Hakopa, his emphasis)
and:
. . . by aspiring to become the best of who one can possibly be, wise and
humble, well and healthy, but tohungatanga (competent) at the basic things
and the special things that are your gifts, and the kaumātua steering you to
those places and people and doing stuff that bring that out . . . that person is
valuable to the whanau, to the community, ne? That’s how it used to be: a
whole community – whole communities - of such people. And that’s about
mana.
(T14)
Several participants (9/14) described an experiential, life-long process of
learning that “ . . . might be formal and serious, like at a tangi and that, or
wānanga, or doing fun stuff, gathering kai moana, or doing jobs of work, or
playing around – that informal stuff . . .” (Zack Makoare). The participant
interview data of several participants suggested that as a lifelong process:
. . . everything that you were part of or had happened to you along your way is
part of that ‘education’ [indicating quotation marks] of making you who you
are, right through your life.
(Abraham Witana)
A strong emphasis was placed by all participants for ‘education’ or learning
needing to be, wherever possible, practical, meaningful and engaging because
it is believed that “new generations only learn by practice” (Tahu Potiki).
Effective ‘education’ was described by several participants as being best
achieved through a process of ‘tutu’ or ‘ako’, as being based on a combination
of watching, listening, emulating and trying things out, learning by trial and
error:
For us as Māori, we have a different approach in how we learn things, I
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believe. As tupuna did in their days when there was something wrong with a
person, it was all by trial and error, and that was the way to learn about
something. A lay-man’s term for education, to me and my whanau, is ‘tutu’,
which is meaning to just go around and feel how things are within a certain
field, . . . or terming it ‘ako’. To ‘ako’. And that’s about learning.
(Abraham Witana, his emphasis)
Many participants (9/14) suggested from their perspective informed by Māori
culture that education and “ . . . learning is best if our young people know and
understand the value of the skills and knowledge they’re learning, and own
it” (T2). For example:
. . . they learn best when they know what’s going on and why they’re doing it,
and it’s meaningful for them – especially if they think they’re doing ‘cool
stuff’. Sometimes though [laugh], they learn best if they think they’re doing
‘cool stuff’ and they forget they’re doing work and think they aren’t learning
anything [laugh]! But at the end of the day, they look back and go ‘goh – I can
find those tuatua with my eyes closed and my hands behind my back, eh!’
[laugh]. And they will never forget.
(Abraham Witana)
The nature, content, intention and form or approach of education were
described by many participants (7/14) as being and/or needing to be
dependent on circumstance, location and individual needs, and so contextual.
For example:
So when I talk about koru Ruapehu to them, when I do it from Waikanae, it’s
pretty meaningless to them, but when we are actually up in Okakune and
looking at the mountain and it’s freezing cold or, even better if it’s been
snowing and there’s snow sitting on the ground, it’s much more meaningful
for them, ‘cos it’s right there: they can see it, they can smell it, they can feel it.
(Linda Faulkner)
Most participants (9/14) described a meaningful ‘curriculum’ to be simple in
that content should be driven through ‘need’ and “ . . . shouldn’t be dictated
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from Wellington32” (Matua Hori Parata). ‘Need’ was described by some
participants in terms such as:
. . . what is useful and has meaning for the needs of individuals and the community
and so on, in relation to everyday life and what is needed to be well and happy and
healthy ‘now’ and in the future, but reflecting the context of the community, the
location, the setting, all those things - climate, situation; but having a clear
understanding of what it is the learning is about and what it is for: what’s its
purpose? Getting rich as a whole lot of individuals? Or being well and happy as a
community? Mātauranga Māori; that’s about community: the people and the
whenua. And the mauri and the wairua {laugh].
(Dr. Pip Pehi, her emphasis)

6.5

Learning  

This section describes participants’ perspectives with regard to the nature of
learning in balance with their understanding of education and how education
and learning are inter-related, to what effect.
The themes in this subsection illustrate that in perspectives informed by
Māori culture as represented by participants in this research:

•

the term ‘learning’ is understood in perspectives similar to mainstream
Western perspectives;

•

the objective of ‘learning’ is the acquisition of ‘life-skills’;

•

learning and communication preferences for transfer of knowledge are
visual, oral/aural and kinaesthetic (VAK) (Fleming & Mills, 1992);

•

text literacy appears to be considered useful but not critical for effective
learning to occur;
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Location of Aotearoa-New Zealand Parliament

165  
	
  

•

‘success’ in learning is gauged in terms of well-being, happiness and
mana stemming from the availability and security of food and healthy
relationships.

In this section, learning is described as a central part of a process of building
life-skills and knowledge of self, connections and relationships through
experience, exposure to mātauranga and stories via visual, aural/oral, and
practical methods. Learning appears to be understood in perspectives
informed by Māori culture in terms compatible with mainstream Western
perspectives; whereas ‘education’ was not (see 6.2.2). A measure of learning is
described as being demonstrated in level of competence and level of skill,
attitude and ability to cope, adapt, survive and continue.
Table  13:   “What does the term ‘learning’ mean to you, if anything?”
Participant
Learning is .
..

T1

LS

T2

T3

V
A

V
A

V
A

K
LS

K
LS
INF

K
LS

M

EX

T4
KN

KS
EX

EX

M
U
ST
MA
KS
EX

T5
KN
TK
V
A
R
K
LS

T6
KN
V
A
R
K

M
ST

T7
TK
V
A
K
LS
M

ST
MA

KS
EX

ST
KS

WP

WP
R
M

R

T9

M
U
ST
KS
EX

P
INC

Learning
isn’t

T8
KN
TK
V
A
R
K
LS

R

T10
KN
TK
V
A

T11
V
A

T12
KN
TK
V
A

K
LS
INF

K
LS

K
LS

M
U
ST

U

U
ST

EX

EX

EX

P

P

P

TK
V
A
K
LS

WA

R

INC
R

T13

LS

M
ST
MA
KS
EX

EX

P
WA
INC

EM
WP
R

T14
KN
TK
V
A
K
LS
INF
M
U
ST
EX
P
INC
WP

Key:
A
EX
INF
KN
LS
MA
PM
ST
U
WA

Aural-oral
Experience
Information
Knowledge
Life Skills
Māori Academic
Pākehā understanding of Māori
Story Telling
Understanding
Wānanga

EM
INC
K
KS
M
P
R
TK
V
WP

Empowering
Incidental
Kinaesthetic
Kaumātua Source
Mātauranga
Practical
Read-write
Transfer of Knowledge
Visual
Western Paradigm

All participant interview data illustrates that the term ‘learning’ is understood
in perspectives informed by Māori culture in similar terms to mainstream
Western perspectives, such as it being “ . . . acquiring knowledge or skills or
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abilities or awareness that we didn’t have before . . .” (Dr. Pip Pehi); whereas
‘education’ was not (see 6.2.2).
Learning and education were seen and described by some participants as
being the one and the same thing, consistent with expectations arising from
the literature (e.g. Kochan, 2011).
A few participants’ interview data identified a distinction between learning
and education. For example:
Education’s reasonably passive, in that it’s the information available to learn
or not, and the learning is actually up-taking that information and turning it
into knowledge.
(Linda Faulkner)
Similar to responses in relation to education in the section above33, most
participants (13/14) described learning to be about accumulating and
mastering “ . . . life-skills through practical experiences” (T2).
Learning was described by most participants (12/14) in terms consistent with
Fleming & Mills (1992) VAK / VARK; as being knowledge, its understanding
and its transfer visually, orally and through the practical, kinaesthetic
experience of these and ‘doing it’34:
So that visual, audio and kinaesthetic thing, I think it’s inherent in all Māori,
and that’s how we learn, and how we have that ability to get that transfer of
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  It should be noted here that instances of apparent repetition of themes in these and subsequent data
are not in error or indicative of a weak thesis, but rather an illustration of the inter-connected, interrelated and inter-dependent nature of most if not all of the data in this research. It is theorised as part of
this research that such may be a feature of data arising from research of a holistic worldview.
	
  

34

	
  It is noted as a pedagogical observation relevant to the purposes of this research that the practical and
aural/oral dimensions of responses highlight the importance of identifying and addressing learning
preferences in effective education programmes
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knowledge across for us or how we know it today as ‘learning’.
(Abraham Witana)
References to educational theory and practices were made in several instances
similar to the example above, indicating opinions by education and learning
theory. Reading and ‘riting – the ‘R’ in the acronym VARK - while being seen
as useful if not important for functioning in the context of a
pākehā/Westernised contemporary world, were not described as being a
priority or even important for effective learning to occur within perspectives
informed by Māori culture:
. . . education wasn’t about writing and arithmetic, it was about learning
what’s in your environment – or what’s within the whanau, the hapu and
within the iwi sense.
(Abraham Witana)
Participant responses to this question reinforced the observations made in the
previous section relating to ‘education’ and the apparent omissions of the
contemporary education curriculum and teaching pedagogical practices in
Aotearoa-New Zealand with regard to addressing VAK learning preferences.
The interview data of several participants suggests a perspective informed by
Māori culture that ‘success’ is “ . . . not about certificates and qualifications, or
a flash job and how much [money] you make, or what [material possessions]
you’ve got . . .” (Matua Hori Parata).
The participant interview data of several participants described ‘success’ “ . . .
is about mana . . .” (Dr. Hauiti Hakopa), “ . . . comfort and health . . . (Chris
Holtham), “ . . . well-being and happiness . . .” (Dr. Pip Pehi) stemming from “
. . . availability and security of food and healthy relationships” (T2).
Pākehā judge when our mokopuna and rangatahi are ready or ‘qualified’ by
them giving ‘the right answer’: the one the system wants. We judge readiness
by them asking the right question: and that is a different thing altogether.
(Te Moengarau Hemopo)
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Such is consistent with the literature (e.g. Royal, 2007).
A core life-skill particularly pertinent to learning was described by several
participants as “learning how to learn” (Dr. Hauiti Hakopa; Matua Hori
Parata; Te Moengarau Hemopo) and valuing awareness and knowledge
rather than the western idea of ‘education’:
I think you need to be learned, I really do. Otherwise we become poor
caretakers of knowledge if we are not learned. So we need to learn about the
value of knowledge – not the value of ‘education’, the value of knowledge; and
we need to learn about the value of how that knowledge can be disseminated
too. So our knowledge and the way we disseminate that knowledge should
form part of everything that we do. Learning is important.
(Dr. Hauiti Hakopa)
The importance of storytelling is a recurring theme throughout the data and
chapters of this thesis, as is the importance of whakapapa and a number of
other interwoven themes. Stories and storytelling have long been
acknowledged in the literature as very effective methods of transferring
information for long term retention and recall within memory (Gasbarri, 2005;
McGuigan & Salmon, 2006). Many participants interview data (9/14)
described stories relating to mātauranga and skills for living being shared and
enjoyed in a meaningful context with a particular iwi, incorporating
whakapapa to illustrate and reinforce relatedness, applicability and
connections amongst the communities and within the landscape.
There was always a story. It wasn’t just for the stories sake, it’s always they
have a purpose and there’s always a lesson learnt from what we’re learning.
There’s not only a lesson learned, there’s a whakapapa as well.
(Tui Shortland)
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Sustainability

6.6

The themes in this subsection illustrate that in perspectives informed by
Māori culture as represented by participants in this research:

•

the term ‘sustainability’ is a Western construct without meaning or
equivalent in a Māori worldview;

•

contemporary applications of the term ‘sustainability’ is about growth
and development and not about ensuring society’s ability to maintain
ecological balance;

•

ecological sustainability is a way of thinking and a way of being, and a
part of being tāngata whenua as Māori;

Table  14:   “What does the term ‘sustainability’ mean to you, if anything?”
Participant
‘Sustainabilit
y’ is

T1
C

T2

T3

NC

T4
N
P

P

EC
CX

T

T5

T6

NC
WC
MT
EC
T
CX

AW
AW
B

T7
N

MT

WC
MT

T8

T9

T10

P
WC

P
WC

WC
MT

T12

T13

WC
MT

WC

P
WC

T14
N

EC
CX

AW
B

T11

NC

EC

T

T

AW
B

AW
B

WC
MT

AW
B

Key:
AW
C
EC
MT
P
T

A Way of Thinking
Circumstance not Philosophy
Economic Construct
Modern Term
Problematic Term
Tikanga

AWB
CX
N
NC
WC

A Way of Being
Contextual
Nonsense
No such Construct
Western Construct

Most participants (9/14) immediately and emphatically described the term
‘sustainability’ as “ . . . a modern pākehā word . . .” (Tui Shortland) or
Western construct without meaning or equivalent in a Māori worldview. For
example:
For us as a Māori there was never a term based on sustainability or the use of
the word sustainability never existed within our language, because we always
ensured that our tikanga o te taiao, tikanga o te moana, tikanga o te ngahere,
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were always followed. And that was a tool, or the tool that was used to
manage the people in accessing the resource to ensure that the particular
resource was there for evermore. It’s only been in the past 50 years maybe
where the term sustainability has come into being because of the Western
world’s approach in getting access to all of these resources that we as Māori
knew had a limit.
(Abraham Witana)
Several participants (3/14) described the application of the term
‘sustainability’ in Western environmental education, policy and management
as being “ . . . just a nonsense” (Matua Hori Parata).
Many participants (10/14) described perceptions of ‘sustainability’ being
about economic and business applications, growth and development, and not
about ensuring society’s ability to maintain ecological balance. For example
. . . ‘go, go, go’ to maximise development, production, consumption and
returns before we have to stop because there’s nothing left and there is no
other alternative.
(T14, original emphasis)
Several participants (5/14) suggested that “ . . . the ecological thing of this
sustainability is a way of thinking and a way of being, and a part of being
tāngata whenua as Māori” (Rawinia Puna). For example:
It’s something we’ve always done, but somebody’s gone and put a label on it.
It means saving for tomorrow. Saving for my moko’s moko. Doing something
today so that my moko has an opportunity to do something that I did, so they
can work the same land that their nanny worked in . . .
(Hinewai Ngatai)
and:
For us as Māori, we only extracted what we need for a feed, to ensure that we
were kept healthy over a period of time.
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(Abraham Witana)
While most participants (13/14) suggested that the old ways made sense in
context of conditions of the times and would continue to do so if applied in
the modern context, one clear opinion was that the idea that the goal of
sustainability drove traditional practice is a myth:
. . . the practices of the past, that led to sustainable-type outcomes, were a
product of circumstance and not philosophy. A small population and access to
abundant natural resources meant that it was remarkably difficult to overhunt
- the moa being the obvious exception but I imagine there was a breeding cycle
issue they had not encountered before (similar to the Orange Roughy
fishery). Hunting and gathering outside of season was not sensible and
entirely unfruitful as opposed to discouraged or planned due to a systems
theory of some sort.
(Tahu Potiki)
and:
Māori society never encountered an environmental tipping point where they
were confronted with the need for sustainable philosophies. Their waste
management practices, water and sanitation practices, religious concepts as
applied to natural resources all often ran counter to modern ideas about
sustainability.
(Tahu Potiki)
Tahu Potiki suggested specifically with regard to ‘sustainability’, within his
response to interview questions relating to education for sustainability, that
“marrying Māori philosophy to modern environment sustainability policies
has found a lot of favour but is quite flawed”35. This position contrasts with a
tempered theme both within other participant responses and within the
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  While ‘sustainability’ and sustainability policy are not the focus of this research, this contrasting
perspective – so strongly stated within the data – warranted further scrutiny. Because there was no
further detail within the original interview data, the participant was appropriately re-approached by
email and asked if he would mind explaining further. The partitipant was clear in his communication
that he had nothing further to offer at that time, or at a later similar enquiry. I felt it not tika
(appropriate) to pursue him further, and felt further scrutiny of the topic inappropriate without Tahu
Potiki’s further explanation, and chose to stress the point and leave it for others to pick up on or follow
up myself in another research. 	
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literature, that suggests it is not the traditional ways of old themselves that
are lacking in human interactions within the environment, but an awareness,
knowledge and understanding of inter-connections and inter-relationships
that form a basis for an environmental ethic that will allow sufficient shifts in
attitude and practices and our long term continuance (Agrawal, 1991;
Aronson et al., 2010; Gough, 1990; Mehrotra, 2006; Orr, 1990; Turner, 2005).

6.7

Life-‐‑skills  

The themes in this subsection illustrate that in perspectives informed by
Māori culture as represented by participants in this research:

•

life-skills are a combination of awareness, knowledge and
understanding of relationships and connections that support the
development of attitudes, values and relevant practical ability, critical
qualities and skills for survival and community life;

•

Key critical qualities include environmental sensitivity, literacy and
ability to contextualise and adapt, as well as spiritual connection.

Table  15:   “What does the term ‘life-skills’ mean to you, if anything?”
Participant
Life-skills
are:

T1

T2
R
RE
P
SS
A
K
U
C
AV
S
ES
EC
EL
I

T3
R
SS
A
C
ES
EL
I

T4
R
RE
P
SS
A
K
U
C
AV
S
ES
EC
EL
I

T5
R

KMP

KMP

P
SS
A
K
U
C
AV
S
ES
EC
EL
I

T6
R

ES
EL
I

T7
R
SS
A
K
U
C
AV
S
ES
EC
EL

T8
R
RE
P
A
K
U
C
AV
S
ES
EC
EL
I
KMP

T9
R
RE
P
SS
A
K
U
C
AV
S

T10
R
RE
P
SS
A
K
U
C
AV
S

EL
I

EC
EL
I
KMP

T11
R
RE
P
SS
A
C

I

T12
R
P
SS
A
K
U
C
AV
S
ES
EC
EL
I
KMP

T13
R
SS

C

T14
R
P
SS
A
K
U
C
AV
S

ES
EL
I
KMP

KMP

NR

Key:
A
C
EL
I
KMP
P
RE
SS

Awareness
Connection
Environmental Literacy
Important
Karakia, Meditation, Prayer
Practical
Relevance
Survival Skills

AV
EC
ES
K
NR
R
S
U

Attitude & Values
Environmental Contextualisation
Environmental Sensitisation
Knowledge
No Response
Relationships
Skills
Understanding
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Most participants in this research described life-skills as practical (9/14) and
basic to individual and community survival and well-being (13/14). Lifeskills were described to include “ . . . just knowing what it is to be alive, what
is needed to stay alive and healthy, knowing your own abilities and
limitations, and how to apply them” (T14).
Many participants (11/14) described life-skills as being “ . . . very important”
(Matua Hori Parata).
Most participants (11/14) described life-skills in terms such as “. . . gathering
food, general cooking, farming, harvesting, being able to work, [and] being
able to contribute to the community . . .” (T2) and “ . . . equipping rangatahi
(youth) with skills for survival . . .” (Zack Makoare) in any given or even
foreseeable context (Abraham Witana).
Several participants (6/14) suggested that what is or is not an applicable lifeskill or set of life-skill depends on context. For example:
Are you in an urban city? Then your life-skills will need to be different. Are
you living in an abusive relationship? Your life-skills need to be different. Are
you living in a privileged lifestyle where you have education, you have
everything that you need and could possibly want? Your life-skills are
different.
(Dr. Pip Pehi)
Many participants (7/14) described awareness and understanding of self and
of the particular environment one is in (environmental contextualisation) as
being integral to an individual having adequate and effective life-skills:
Life-skills is about understanding not only yourself, but also how you actually
fit into the environment that you are dealing with at a particular time.
(Matua Hori Parata)
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Some participants (9/14) considered that a key component of life-skills is
awareness and sensitivity to the environment and environmental elements,
such as descriptions equating to the construct in the literature of
‘environmental sensitivity’ (see such as Orr, 1990). For example:
Utilising your senses, heightening your senses, y’know: sense of smell, taste,
hearing, all those things should be in tune, and always. Because our next
generation coming along is being well and truly removed from all of those
senses that we’ve been born with.
(Rawinia Puna)
and:
. . . when we listen, we’re not listening to what the Kaumātua and Kuia are
saying; we are actually being taught to listen to the sound of the environment:
to the wind, whether or not you believe it or not, to the sun – the rays of the
sun, to the rain drops, to the sound of rivers, and to the sound of the sea itself
for . . . Just to give an example, because I live in a place called Pungaru, we’re
kind of inland from the coast, and one of the sounds for us when the coast was
rough was hearing the sound of the sea in our rivers. If we could hear the
sound of the sea in our rivers, that was telling us that its’ no good going out
fishing or it’s no good going out to collect kai moana, or those type of things.
So that was a learning type of tikanga for us.
(Abraham Witana)
Almost all participants (13/14) identified understanding and embodying
inter-relationship and inter-connectedness with all that is through whakapapa
as a core life-skill. The following example explains this essential
understanding:
When we call it ‘ngahere’, it’s more than just a sound; it is also a very
powerful meaning that all of those things within the forest like, when we talk
about the forest it’s not only about the trees; it’s about the birds, it’s about the
insects, it’s about all of the different biota that makes up that forests, and
that’s what the word ‘ngahere’ means is, it’s like the connecting, the, joining
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of all of those things into a single ecosystem. So that is how we look at the
environment is that when we think about the forest we don’t only think about
trees, we think about insects, we think about plants, we think about birds and
the bees. And so that’s what part of life-skill is about in terms of, of looking at
the environment from a Māori context is we have to understand it like that.
(Matua Hori Parata, his emphasis)
In this vein, concern was expressed about the nature of technology, high
pressure lives and other distractions or ‘static’ of the western lifestyle and
society leading to peoples’ “ . . . disconnection from themselves; from their
own thoughts and feelings and senses . . .” (Linda Faulkner), as well as “ . . .
from te taiao” (Abraham Witana):
The TV and cell phone and games and technology that’s coming –
everything’s at your finger-tips, sort of thing; it’s detracting you away from
listening to the sound of the birds, watching how they interact, the
environment, y’know, feeling that breeze against your skin, and knowing
there’s a change on, smelling the rain coming and at the same time tasting
that goodness of food you planted, from your garden. We’re getting moved
further away from utilising our own senses.
(Rawinia Puna)
These observations are consistent with concerns expressed in the literature
(Winn, 1977, 1988).
A stand-out observation amongst several similarly insightful comments in
participant interview data relating to the status quo and the state of wellness
of people and environment, not evident in the literature, was:
There has been no decrease in connection; there has been a decrease in
awareness of connection.
(Dr. Pip Pehi – her emphasis)
Several participants (11/14) described awareness, environmental sensitivity
and understanding being necessary for knowledge of the environment to
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follow, and this as being an important life-skill. Such responses are in terms of
environmental literacy as described in the literature (Hansbury-Tenison, 1991;
Orr, 1990 & 1992; Roth, 1992):
As we were growing up, then we could tell which birds are where and which
direction. And it all just came naturally. And it still does. Like in the bush, if I
go into ngahere now, just as long as I have a visual of where the sun is, I can
find my way out – never to get lost.
(Abraham Witana)
Several participants (7/14) described meditation, prayer and karakia as being
important life-skills in various ways. For example:
For me the karakia is not about a ritual that needs to be done in a certain way.
Karakia for me, for my kai and for my inner is to say ‘thank you’ and to have
gratitude for being provided for with sustenance. But more than that, so say
I’m eating fish, it’s to recognise the moana that fed the fish, it’s to recognise
the person that caught the fish if it wasn’t me, it’s to recognise the fish for
giving up its life for me to eat it, it’s the sunshine that grows the food and
then, eventually it’s thanking everything.
(Dr. Pip Pehi)
Fears were expressed for the direction of humanity’s interactions with
Papatūānuku and course on the Earth, by most participants in and around
their responses in relation to life-skills. Several participants described
developing economic, social, ecological and energy crises as being signs of
“not-so-good-things to come” (Rawinia Puna) and being symptomatic of an
escalating local and global environmental crisis. Observations were made of
conclusions for predictable paths of “messing with nature” (T2) and “creating
an imbalance in defiance of the laws of nature and the universe” (Dr. Hauiti
Hakopa), were common amongst responses and dialogue. These references
tended to be descriptive in or reminiscent of terms of Allen’s (1970)
‘Education for Survival’. For example:
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If we’re talking in terms of education for the future . . . I don’t think there’s a
time too far ahead in the future where the way that we are choosing to live will
no longer be possible and we will have to be closer to the environment, to the
physical world, to the natural world. And therefore our life-skills will be
hugely different. When it all goes to custard I think [the people] everybody will
want to know are the ones who know how to get kai. You know, the hunters
and the people that are connected to the environment. Unfortunately, the
people that have land, but people who know how to grow food. And initially,
sadly, people who have guns, because I think it’ll be a bit messy.
(Dr. Pip Pehi, her emphasis)

6.8

Chapter  Discussion  

Because some of the key terms informing this research appear effectively
‘alien’ within participants’ holistic Māori worldview, it is likely that the
composite constructs ‘environmental education’ and ‘education for
sustainability’ will similarly have no translation or at least be understood in a
very different way (if at all) from mainstream Western perspectives. Results
of this research so far highlight that generic understandings of such terms and
constructs cannot be assumed. Ways in which key terms, concepts and
constructs are perceived and understood from within holistic worldviews of
participants have potential to inform the purposes of this research. Therefore
this research now needs to investigate, identify and understand how the
composite constructs ‘environmental education’ and ‘education for
sustainability’ are perceived and understood by participants. The data
resulting from analysis towards such investigation will be presented in
Chapter 8.
The indications within the data of the key purposes of Māori ‘education’ and
learning and the key objectives of mainstream Western EE or EfS effectively
being the same, are very significant to the purposes of this research.
Consideration of this observation has led this research to theorise the
possibility that an adaptable and/or adoptable framework for a holistic
epistemology and/or pedagogy may already exist embedded within Māori
cultural understandings and practices. This theory will be revisited and
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considered in balance with the findings of Chapter 9, in Chapter 10 and again
in the discussion chapter, Chapter 11, of this thesis.
An underpinning theme throughout the data of this chapter of inter-relatedness
and inter-connectedness between people and ‘the environment’ suggests a need for
this research to investigate and analyse participants’ perceptions of these
relationships and connections in balance with the literature, in order to ground the
analysis and understanding of the data arising from composite terms key to this
research.
6.9

Chapter  Conclusion  

This chapter has investigated participant perspectives and understandings of
key terms that may shape and inform perspectives and understandings of
what is or is not ‘environmental education’ or ‘education for sustainability’.
Core understandings have been identified, theory developed and areas for
needing further investigation and clarification to test this theory as part of this
research have been clarified.
The following chapter will present the data and findings relating to participant
descriptions of their perceptions of inter-relationships and inter-connections
between people and the environment.
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7.0

THE DATA: People – Environment Inter-Connections and
Relationships:

PART 1

1. Thesis Purpose,
Structure & Outline
2. The HumanEnvironment Crisis,
Need for LEARNING
& Change, &
‘Education’

PART 3

PART 2

SETTING THE
SCENE

THE RESEARCH &
METHOD

FINDINGS

5. The Research:
Design &
Methodology

6. The Data:
Perceptions of Key
Formative Concepts

	
  

	
  

PART 4
DISCUSSION &
CONCLUSIONS

11. Discussion &
Concluding Comments

7. The Data: People Environment
Relationships & InterConnections

3. Mainstream EE &
EfS

	
  

8. The Data:
Perceptions of EE &
EfS

4. Indigenous &
Māori EE & EfS

9. The Data: Transfer
of Knowledge
10. Emergent
Embedded Intrinsic
Epistemology &
Emergent Model

7.1

Introduction    

  

  

  

  

  

The previous chapter of this thesis (Chapter 6) described participant
perspectives and understandings of key terms that shape and inform their
perspectives and understandings of what is or is not EE or EfS. Amongst
results reported in Chapter 6 a common understanding and perception of
human-environment interdependence, inter-connection and direct
relationship informed by Māori culture was identified amongst participants.
The purpose of this chapter is to provide a more detailed understanding of
perspectives and understandings informed by Māori culture of the
connections and relationships between people and the environment.
The literature strongly argues that closing such gaps in fundamental
understandings of human-environment connection and relationships is key to
achieving a paradigm shift (Sterling, 2001; Suzuki et al., 2007). The overall
purpose of this research is to identify ways in which understandings and
approaches informed by Māori culture might help address epistemological
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and pedagogical gaps in mainstream environmental education and education
for sustainability. Despite best intentions, ways of bridging may not be
apparent from reappraisal of existing frameworks and assumptions within
mainstream Western perspectives. A more detailed understanding of
participant perspectives and understandings of human-environment interconnections and relationships is useful towards the purpose of this research
in two ways. Firstly, by clarifying ways in which perspectives of humanenvironment relationships, and connections and inter-dependencies informed
by Māori culture, differ from those informed by mainstream Western EE/EfS
(such as Fien & Gough, 1996; Ministry for the Environment, 1998; Ministry of
Education 1999b). Secondly, by perhaps helping identify ways of bridging the
gaps of human-environment detachment and disconnection from the total
environment (Scott, 1984), described in the literature as symptomatic of
mainstream technocentric Western perspectives (see Brian, 2007; Hart, 2010;
Kessler, 1999; Miller, 1996; Oats, 2001).
This chapter will present the results of a detailed analysis of perspectives and
understandings informed by Māori culture of the connections and
relationships between people and the environment. Results of this chapter
provide insight into perspectives informed by Māori culture and help inform
the key purpose of this research. The results of this analysis are consistent
with and extend upon results presented in Chapter 6 of this thesis.
The first section of this chapter will describe participants’ perspectives on
human-environmental relatedness and the dynamics of that relationship.
7.2

Relationship  between  People  and  Environment  

The key themes in this section describe perspectives informed by Māori
culture of family relatedness with and community relationship between
tāngata whenua and ‘the environment’ as Te Taiao (including the living Earth
as Papatūānuku, the skies as Ranginui, and all the entities that are also their
children), with which tāngata whenua communicate and interact directly,
seeking to reciprocate towards mutual well-being and sustenance through
balance.
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Table  16:   “What is the relationship between people and the environment?”
Participant
Relationship
between
People and
Environment

T1

T2
WFR
SA
SW
RE

NR

T3
WFR
RR

T4
WFR
RR
SA

N
SW
RE
LE

LE

T5
WFR
RR
SA
N
CDI
RE
LE

T6
WFR
RR

T7
WFR
RR

SW
CDI

SW

LE

T8
WFR
RR
SA
N
SW
CDI
RE
LE

T9
WFR

RE

T10
WFR
RR
SA
SW
CDI
LE

T11
WFR
RR
N
SW
RE
LE

T12
WFR
RR
SA
N
CDI
RE
LE

T13
WFR
RR
SA
N
SW
CDI
RE
LE

T14
WFR
RR
SA
SW
RE
LE

Key:
CDI
N
RE
SA
S/W

Communication/Dialogue/Interaction
Nurturing
Respect
Safety
Spiritual / Wairua

LE
NR
RR
SW
WFR

Living Earth/Atua
No Response
Reciprocal Relationship
Sustenance & Welfare of Each Other
Whakapapa/Family Relatedness

Responses were very clear amongst participants on matters of perspective
and were similarly articulated within a range of aspects within those
perspectives. All but one participant clearly described an understanding of
the relationship between people and environment through the connectedness
of family by way of whakapapa. For example:
we always see ourselves as the youngest child, within a huge family, the offspring and children of Papatūānuku and Ranginui. That’s how that
relationship IS.
(Matua Hori Parata)
‘Whakapapa or family relatedness’ describes the first theme. As characteristic
of this theme, many participants described the relationship and connection
between people and the environment as being direct and inextricable. For
example:
. . . the river doesn’t just exist in our rohe, but actually it’s literally part of
who we are. Hence the proverb ‘I am the river and the river is me’.
(Linda Faulkner)
A common distinction was made, with comment and whakatauki (proverbs),
in regard to relationship and the Western concept of ‘ownership’ of the land
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and natural resources, clarifying from a Māori perspective that tāngata
whenua do not and cannot own the land because:
We belong to - we are of - the land and the river and the mountain; not vice
versa.
(Te Moengarau Hemopo, her emphasis)
The capacity and theme of ‘respect’ was emphasised in most responses (9/14)
and was reflected in the formal and deferent nature of all korero. A majority
of participants (11/14) explained a reciprocal relationship in which “. . . we as
kaitiaki respect and look after the entities and people around us, who at the
same time look after us” (Tui Shortland). An example that concurrently
illustrates the theme of ‘sustenance and welfare of each other’ is:
Papatūānuku can help sustain my well-being on this earth. I feel it’s
reciprocal. If she’s giving me the life force of food to sustain my body, the least
I can do is return the favour by respecting her unconditional sort of act of
giving to us, to have us to be able to sustain living on this earth. I am
Papatūānuku and Papatūānuku is me.
(Rawinia Puna)
The theme of respect was reflected in most participants’ (10/14) ontological
references to all aspects of relationship with ‘the environment’ as a living
community through references to cultural concepts including most, if not all,
things possessing mauri, mana and wairua, and the need to “ . . . ensure our
integrity in all our actions and interactions” (Te Moengarau Hemopo):
He mana tote he mana totena. Everything’s got mana in Māori, even rocks. It
might be a lower form, but it’s still got something in there. If we look after the
mauri of everything, and I mean everything, then we should have a
sustainable world. One thing that’s for sure is we need to protect the mauri of
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the land and everything to do with land; otherwise we are not going to
survive.
(Dr. Hauiti Hakopa)
In relation to the theme of ‘respect’, reference to disrespect of the environment
was made by several participants in regard to some perspectives,
developments and/or practices observed of mainstream Western governance
and management stemming from scientific and commercial Western
worldviews. Such data perhaps highlight disparities between mātauranga
Māori and Western science, as well as gaps in policy and bureaucratic
process, in such as:
The manuhiri that we have running our country, who don’t even understand
how they and these things are connected, but make up all of these rules that,
like ‘sustainability’ is just plain nonsense. Not only ourselves as Māori, but
even Pākehā managers like our councils have never done full biological and
archaeological audits, which are very significant. You cannot apply
‘sustainable resource management’ to something that you don’t know what
you got.
(Matua Hori Parata)
Several participants made similarly strong points regarding what they
perceived as pākehā or Western bias and marginalisation of Māori cultural
beliefs and values in government policy and agency in Aotearoa-New
Zealand. Hart (2010, p. 4) has described such bias effecting indigenous
worldviews as being ‘Eurocentric’. These participant concerns have
significant bearing upon how perceptions and understandings informed by
Māori culture of the themes ‘communication/dialogue/interaction’ and
‘spirituality/wairua’ might be analysed from perspectives informed by
Eurocentric perspectives36. Te Moengarau Hemopo explained, for example:
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  In this thesis I am using the term ‘Eurocentric’ in the way that Hart (2010) uses it, as viewing the
world from a European-centred or mainstream Western perspective.	
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Wairua is something that you know’s there, you can see it, but you can’t
touch it . . . [but] . . . in the Western society they can’t grab that connection
between atua or that intrinsic side and your tinana. They can’t grab it.
Tui Shortland suggested:
I think we haven’t really thought enough about the importance of focusing on
traditional knowledge. I think over the years, Western science has suffocated
mātauranga Māori. And I think that mātauranga Māori has ways and
understanding that Western science cannot provide. If people would just give
it the acknowledgement and give it the chance to develop into a new context
that we have today to address the new problems that is the picture. We’ll less
look at a Western science framework that is hierarchical, sort of ‘imposed
upon’ traditional knowledge, and picks apart everything into little bits away
from the whole. It is my hope that everybody turns to mātauranga Māori in
terms of holistic, looking at everything, looking at how learning and traditions
over the years have developed traditional knowledge for us today.
In this vein, several participants observed and expressed concern that the
combined effects of colonisation and modernisation have led to a growing
loss of such cultural knowledge and skills as “ . . . the comfort and the ability
to . . . have a conversation with the trees and birds and the river” (Linda
Faulkner). This capacity relates to the theme of
‘communication/dialogue/interaction’. Almost half of the participants (6/14)
made reference to themselves or being in the presence of others, directly
communicating with environmental entities as a matter of fact and everyday
behaviour. For example:
The environment will talk to me or the animals will talk to me and they’ll let
me know what’s going on, or they’ll give me messages.
(Dr. Pip Pehi)
and:
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He was standing there talking to the birds, like literally actually speaking with
them and they were speaking back to him.
(Linda Faulkner)
Many participants (8/14) described experiencing a sense of safety (or at times
non-safety) in different environmental settings. All of these descriptions were
of an intuitive or spiritual/wairua nature in terms of sense of place, but were
distinct in terms of a theme concerning ‘safety’:
We go to land and we find places that are, that feel good. And by ‘feel good’, I
mean you actually feel the connection with the land, like you feel a warmth
and . . . . it almost feels safe when you’re there. And then you’ll come into an
area sometimes that doesn’t feel safe; its cold, it’s, it has, is unpleasant and
it’s, I thinks it’s almost like a seventh sense that we have as people of the land
and as tāngata whenua.
(T2, original emphasis)
Some descriptions such as the above suggest an awareness of sensitivity to an
aspect of the environment, but perhaps a lack of ability to ‘read’ or fully
interpret and understand what it is they are sensing beyond the instinct of
being safe or not so. This is further described in the next section of this
chapter addressing connectedness. While some participants made few direct
references to the topic and theme of ‘spirituality/wairua’, such as T2 in the
example regarding ‘feeling safe’ above, most participants (9/14) freely
described spiritual and wairua aspects of their understanding of humanenvironment connections and relationships. For example:
Big taniwha, bro’, big taniwha she reckoned, One come from the southern end
one come from the northern end, they came up, they raised their heads up, they
snorted and they went back out. Now I can’t see things like that, it’s not my
gift; but she can eh? So I think we need to perform those type of rituals so
those kinds of things would make themselves manifest to us. Because they
exist. We call them the kaitiaki. So they are obviously looking after the oceans,
those part of the oceans as well, eh?
(Dr. Hauiti Hakopa)
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Such understandings appear common within the literature describing
indigenous cultures (see such as Cajete, 1999; Davis, 2008; Hart, 2010; Royal,
2010). Because these spiritual/wairua aspects were more strongly identified
in reference to connectedness, incidence of spiritual/wairua data has been
indicated in Table 17 in the following section.
The following section will describe participants’ perspectives of humanenvironmental connectedness in terms of the scale of perceived affinity,
attachment and/or dependence.

7.3

Peoples’  Connectedness  with  the  Environment  

The themes in this section describe and illustrate perceptions of inextricable
inter-connectedness of people with all elements and dimensions that comprise
the total environment (Scott, 1984), and qualities of sensitivity, awareness,
and literacy if not competence to those dimensions as representative of
perceptions informed by Māori culture.
Table  17:  Connectedness: “What is the relationship between people and the environment?”
Participant
Connection
(Home and
environment
al behaviour)

T1

NR

T2
C
CE
S
S/W

T3
C
CE
S
S/W

T4
C
CI
CC
S/W

T5
C
CE
CI
S
S/W

T6
C

T7
C

CI
S
S/W

S
S/W

T8
C
CE
CI
CC
S
S/W

T9
C
CE

T10
C

CC
S/W

CI
CC
S
S/W

T11
C
CC
S/W

T12
C
CE
CI
S

T13
C
CE
CI
CC
S
S/W

T14
C
CE
CI
CC
S
S/W

Key:
C
CE
NR
S/W

Connection overall
Connection with Environment
No Response
Spiritual / Wairua

CC
CI
S

Connection with Community
Connection with Inwards/Self
Sensitisation

The dominant theme in this section was of ‘connection overall’. All but one
participant described their understanding of being inextricably connected and
inter-related with their surroundings:
Amongst the whanau in that hapu environment [the world we are in today] is
called ‘Te Taiao’, and we as human beings are part of that – we’re not
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separated. We don’t separate ourselves from the environment. We’re just a
small part, or small player, within that environment; we’re an important part,
but we shouldn’t be seeing ourselves as human beings at the top of the food
chain.
(Abraham Witana)
Such overall connection appears to underpin Māori culture:
We connect to the Earth in the way we do things. You know, the places we
visit and the way we bury our dead and the way that we talk about the land
and the stories that it records for us.
(Dr. Hauiti Hakopa)
These results are consistent with the literature describing commonalities of
indigenous worldviews, which are explained by McKenzie and Morissette
(2003) in Hart (2010, p. 2) to emerge as a result of indigenous people’s close
relationship with the environment.
Most participants (10/14) described development of the senses and fine-tuned
sensitivity, particularly to conditions and changes in familiar environments.
In this theme of ‘sensitivity’, participants described an awareness of
sensitivities and skill that can be practiced and honed, so that an individual
becomes aware of their sensitivities and abilities to interpret environmental
elements, conditions, variables and indicators. For example:
The relationship and connection is inherent in all Māori. Some of us have
more of a connection to it [than others] because we can see more and we can
actually hear what’s going on with Papatūānuku or within Te Taiao itself.
(Abraham Witana)
Dr. Pip Pehi explained that once aware, people are able to become
increasingly sensitive through guidance and practice, and literate of the
meanings in terms of what is happening, what is about to happen, and what
needs to be done or what has occurred where, when, how and why. It was
explained that (expanding on an earlier quotation):
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. . . when we listen, we’re not listening to . . . the sound of ‘the environment,
we’re listening to te taiao: to the wind, whether or not you believe it or not, to
the sun – the rays of the sun, to the rain drops, to the sound of rivers, and to
the sound of the sea itself for . . . Just to give an example, because I live in a
place called Pungaru, we’re kind of inland from the coast, and one of the
sounds for us when the coast was rough was hearing the sound of the sea in
our rivers. If we could hear the sound of the sea in our rivers, that was telling
us that its’ no good going out fishing or it’s no good going out to collect kai
moana, or those type of things. So that was a learning type of tikanga for us.
(Abraham Witana)
Orr (1992) describes such sensitivity, awareness and ability to interpret as
environmental sensitisation and environmental literacy. As is described in
Chapter 2 of this thesis these are key qualities advocated in the literature
(such as Bellamy & Quayle, 1986; M.o.E., 1999; M.f.E., 1998; M.f.E., 2006; Roth,
1992; UNESCO, 1993) and sought in environmental education and education
for sustainability theory (such as Agyeman, 2002; Chawla, 1998;
EnviroSchools Foundation, 2008).
It was explained in various ways by most participants (13/14) that because
the people are part of an inter-connected and inter-related whole, everything
done by people affects another part of the whole, enriching or sickening
connections with the land. Te Moengarau Hemopo explained that “ . . . with
knowledge of this, every action requires careful consideration and
appropriate [protocol]”. Dr. Hauiti Hakopa extends from this:
So we live, we die and in between we breath. (Ha) and we do everything and
everything we do is about our relationship, not just with each other with the
whakapapa stuff and you know, up there and this way and down to the Earth
as well too. So it’s everything that we do creates a connection or a
disconnection to the land. We do karakia so that we can be mindful of where
they come from and where they will eventually go to. So if you’ve ever heard of
that saying “tui tu te whenua” – they gonna be around a lot longer than you
and I are gonna be around, eh? We’re just gonna be compost (laugh)
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eventually, regardless of the fact that we are gonna live for a long, long time in
wairua. . You know wairua stuff eh? The earth’s gonna be around a long time.
And I think the earth has wairua too.
(Dr. Hauiti Hakopa)
A clear theme in the data was of ‘connection with environment’. It should be
noted that, as described in results of the previous chapter, most participants
appeared to labour over engaging with the term ‘the environment’, perhaps
out of respect for the researcher and the interview question. The term ‘the
environment’ did not appear to sit comfortably with most participants, so it
tended to be emphasised in their korero. Some participants used fingers to
visually indicate quotation marks or inverted commas, such as “. . . we’re not
listening to . . . the sound of ‘the environment’, we’re listening to te taiao . . .”
(Abraham Witana, see above). It was apparent through participant responses
that people’s connection with the environment as a part of the environment
was assumed as being a given knowledge and actuality as part of their
cultural conceptions of te taiao, and surprise was evident in many responses
that such should be questioned or could be thought otherwise. Many
participants (8/14) described connectedness outwardly with the environment
holistically and to elements and specific components through whakapapa as a
matter of fact. For example:
When we introduce ourselves, talking about our mountains and our rivers,
they are literally part of us . . . there’s a direct connection there because we
have the river flowing through our veins, so if the river’s unwell, we’re unwell
and vice versa.
(Linda Faulkner)
Another clear theme was connection inwards with self-knowledge, such as “a
lot of that connection that I have with the environment actually comes from
within me rather than something that’s been taught to me” (Linda Faulkner).
This theme appears to cross over to some degree with sensitivities and
spirituality/wairua in a manner that would warrant further investigation.
Such investigation was not the scope of this research.
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Hinewai Ngatai articulated an overarching perspective of the connection
being “ . . . spiritual, emotional connection” evidenced throughout the raw
data. Descriptions of ‘connection inward’ included wairua or metaphysical
connection and relationships as being an everyday thing in their worldview
as Māori, such as:
Back in the days of our tupuna we had tohunga that had that ability to be able
to transition out of themselves and into a spiritual realm to be able to have a
look at the greater environment and come back and relate that back to the
people.
(Abraham Witana)
and:
It’s not just the very visible physical elements of our environment at home,
but there are also, we have of stories and traditions of beings up home who still
exist up there who have a number of roles. They’re neither man nor atua, but
they’re something in between. We still have people up home who can converse
with them quite openly and get information from them and share information
with them and get warnings from them. So we’re fortunate to still have some
of the remnants of that knowledge, but it requires active protection and
passing on, which sometimes is hard to do.
(Linda Faulkner)
The results presented in these first two sections of this chapter have
illustrated that humanity’s inter-connection and inter-relatedness with the
total environment were recognised and assumed as a base understanding by
all participants.
7.4

Perceptions  of  Dis-‐‑connectedness    

The themes resulting from analysis of the data in this section illustrate
perceptions informed by Māori culture of an overall disconnection or
forgetfulness of connection, from the environment as a feature and key
weakness of mainstream Western culture and society.
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Table  18:  Disconnection in Society: “What is the relationship between people and the
environment?”
Participant
Disconnection
Observed
in/of
Western
Society and
modern
children

T1

NR

T2
D

T3
D
DE
DI
DC
DS

T4
D
DE

T5
D
DE

DC

DC
DS
FC

T6
D
DE
DI
DC
DS

T7
D

T8
D
DE
DI

DS

DS
FC

T9
D
DE
DI
DC
DS

T10
D
DE

T11
D

DC

DC

T12
D
DE
DI
DC
DS

T13
D
DE
DI
DC
DS
FC

T14
D
DE
DC

Key:
D
DE
DS
NR

Disconnection
Disconnection from Environment
Desensitisation
No Response

DC
DI
FC

Disconnection from Community
Disconnection from Inwards/Self
Forgotten/lost connection

Several participants suggested in a manner consistent with the literature (such
as Chepesiuk, 2007; Fien, 2001) that lack of connectedness allows people to
treat their surroundings (and themselves) with disrespect and behave in
unhealthy ways. A majority of participants (13/14) commented that they
observed a disconnection between pākehā and the environment and/or a
general disconnection in the same vein as being an integral feature of the
Western worldview and way of life including:
a) disconnection from the environment in general (10/14):
One of the interesting things about schooling and doing science is it
often separates you from the environment.
(Linda Faulkner)
and;
b) disconnection from environmental components and characters in the
holistic ‘community’ (10/14):
We’ve lost the comfort and the ability to do that, just to talk to the
trees, like literally have a conversation with them and with the birds
and with the river and it’s really sad.
(Linda Faulkner)
and;
192  
	
  

c) disconnection from one’s inner-self’s feelings and emotions (6/14):
It’s a natural thing in this society to try and, y’know, ‘fix it’ and ‘make
it better’, so you just stop crying ‘cos that’s ‘wrong’! Y’know, ‘you
shouldn’t be crying’.
(Linda Faulkner)
and;
d) disconnection from the inner self’s spiritual/wairua capacity (6/14):
The great thing [sarcasm] about television is you don’t have to turn
into our mind’s eye and go for a ‘tipi haere’.
(Abraham Witana)
Several participants described alarm at their perception of Western society’s
influence (Winn, 1977 & 1988) upon rangatahi through immersion and
integration (young people), and people in general, in terms of desensitisation
and disconnection (Royal, 2007). There was considerable sorrow and concern
expressed about this:
Our next generation coming along is being well and truly removed from all of
those senses that we’ve been born with. We’re getting moved further away
from utilising our own senses. The TV and cell phone and games and
technology that’s coming . . . it’s detracting you away from listening to the
sound of the birds, watching how they interact, the environment, y’know,
feeling that breeze against your skin and at the same time tasting that
goodness of food you planted, from your garden. Knowing where that food
came from how it was put there with love, and making the food in your
kitchen, and all those things.
(Rawinia Puna)
Several participants described the process of industrialisation, technology and
urbanisation as the catalysts for the process of desensitisation, distancing and
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disconnection of people from their natural connections, and were perplexed
as to what could be done about it to reverse the process:
You know, when I think about that I think about being connected to certain
parts of the land. I wonder how you do that when you live in a city? Over
concrete all the time (stomping feet); over tar-seal. You have no connection to
the land, even your feet don’t touch the Earth. So what do you do – do you
whakapapa to Sky-towers or something like that?
(Dr. Hauiti Hakopa)
Several stories were described in the data illustrating the depths of effect of
attachment and subsequent sense of loss through detachment from
turungawaewae and immediate relationships related to relocation and
distance and/or physical and biological changes through development
disturbing sense of place and relationship. For example:
Uncle Morvin talked about a Kuia of his was standing next to the river one
day and was crying and when he asked her why she said ‘because the river
doesn’t recognise me anymore’, because it had been changed so much and we
have changed so much, moved away, she said ‘and we don’t recognise each
other anymore’. It’s literally like not recognising your first cousin or your
brother or sister, because you’ve not kept in contact, kept in close touch for
years and years and years and, so now, walking down the street and don’t
recognise each other. That’s very much what it is like for me.
(Linda Faulkner)

7.5

Discussion  and  Implications  

The focus of this chapter has been to investigate participant perspectives and
understandings of relationships and inter-connections between people and the
environment. It has also presented participant perceptions of disconnectedness
within contemporary society. The data and findings presented in this chapter
illustrate an embodiment amongst participants, all of whom are Māori, of critical
ecologically-oriented understandings that are largely absent amongst mainstream
Western worldviews (see for example, Coyle, 2005). These findings are persistent
with observations by Williams (2004) of a pervasive conservation ethic within
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Māori culture. Further, such qualities are described within the literature as critical
to human survival and continuance (as described in Chapters 1, 2 and 3 of this
thesis). Methods for their effective and meaningful transfer are widely and
urgently sought amongst academics, educators and policy makers (see also
Chapters 1, 2 and 3) because, despite recognition of a need for holistic
understandings and approaches, contemporary mainstream efforts to date, such as
‘environmental education’ and education for sustainability’, have not been
successful in transitioning to them. Identification of a proven epistemology and/or
pedagogy for EE/EfS based on holistic attitudes, values and ethics understandings
of humanity’s inextricable inter-connectedness, inter-relatedness and interdependence, would be extremely useful and timely for proactive efforts towards
achieving human survival and continuance, if not an ecologically sustainable
society.
The data resulting from this and the preceding chapter suggests that a semblance
of a holistic epistemology and pedagogy for EE/EfS, hinging upon understandings
and values related to inter-connectedness and respect of relationships, may exist
within Māori culture. This research seeks to establish whether or not this is so and,
if so, to identify ways in which it may be employed as a potential solution to gaps
in mainstream perspectives and understandings, EE/EfS epistemology and
practice.
7.6

Chapter  Summary    

This chapter has identified that perspectives informed by Māori culture:

•

understand direct relatedness, relationship, connectedness and inextricable
inter-dependence between humanity and all that is;

•

understand human-environmental relationships as being reciprocal,
interactive and interdependent at physical, biological, emotional,
psychological and metaphysical/spiritual levels;

•

include understanding and practice of direct communication and
interaction with the living Earth and all its entities in an everyday
fashion, reciprocating towards mutual well-being and sustenance;
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•

include familiarity if not conversance with connections and whakapapa,
human or not, immediately affecting them, their lives and the environment
in which they live;

•

reflect qualities of environmental sensitivity, environmental awareness, and
environmental literacy if not competence sought in the literature;

•

perceive Eurocentric bias and marginalisation of Māori cultural beliefs and
values in government policy and agency that limit perceptions of possibility
for awareness, understanding and learning in Aotearoa-New Zealand
towards the purposes of this research;

•

perceive detachment, disconnection or forgetfulness of connection from ‘the
environment’ as a feature and key weakness of mainstream Western culture.

These findings are consistent with the literature describing general commonalities
of indigenous cultures (see such as Hart, 2010), yet extend upon the literature by
providing a specific insight to the context of perspectives and understandings
informed by Māori culture towards the purpose of this research.
7.7

Chapter    Conclusion  

The findings of this chapter are consistent with those of the preceding chapter.
Together these indicate a possibility of a holistic epistemology and pedagogy
relating to understandings and values related to inter-connectedness and respect of
relationships may exist within Māori culture, whether it is described in some way
equivalent to ‘environmental education’ and ‘education for sustainability’ or not.
This research seeks to investigate this amongst perspectives informed by Māori
culture.
The following chapter will present the data describe perspectives and
understandings informed by Māori culture of the composite constructs
‘environmental education’ and ‘education for sustainability’.
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8.1

Introduction    

  

  

  

  

  

This research seeks to identify ways in which understandings and approaches
informed by Māori culture might help address epistemological and
pedagogical gaps in mainstream environmental education and education for
sustainability.
This is the third of five results chapters informing this thesis. It will describe
perspectives and understandings informed by Māori culture of the composite
constructs ‘environmental education’ and ‘education for sustainability’. The
preceding two chapters (Chapters 6 and 7) have presented results describing
participant perspectives and understandings of key terms and key concepts
that shape and inform perspectives and understandings of ‘environmental
education’ or ‘education for sustainability’. Together, these first three chapters
of this part of this thesis ground and contextualise the data, analysis and
findings of the chapters that follow (see Chapter 5 for clarification of the
grounded theory methodology engaged in this research).
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This chapter is comprised of two sections. The first of these sections presents
the data arising from responses of participants in this research relating to
perceptions and understandings of the terms ‘environmental education’, and
the second section of ‘education for sustainability’.
8.2

Environmental  Education  

The themes in this section of this chapter illustrate that ‘environmental
education’ was not a familiar or meaningful term or construct for most
participants in this research. There appears to have been no construct or
specific epistemology, pedagogy or descriptor equivalent to Environmental
Education or Education for sustainability within understandings of Māori
culture of participants in this research.
Knowledge, values and behaviours that equate to key objectives of
mainstream Western EE/EfS appear to be intrinsic in perspectives informed
by Māori culture: ‘being Māori’. Perspectives informed by Māori culture, of
people living and learning ‘as’ or ‘as part of’ the environment, have emerged
from an analysis of objectives and approaches in participant descriptions of
understandings of what construes environmental education.
The themes in this section describing ways in which ‘environmental
education’ was understood from perspectives informed by Māori culture are:

•

Western Constructs

•

Tikanga and Mātauranga Māori

•

Synergy with EE/EfS Theory on Objectives and Approach:
o Awareness, Knowledge, Understanding, Attitudes & Values,
Skills, Participation (Ministry for the Environment, 1998 p. 10)
o In, About, For (Ministry for the Environment, 1998 p. 11)
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o Environmental Sensitisation, Environmental Contextualisation,
Environmental Literacy (see such as Coyle, 2005; Orr, 1990)
8.2.1

Environmental  Education  is  a  Western  Construct  

Table  19:  Western Constructs: “What does the term ‘environmental education’ mean to you,
if anything?”
Participant
Environment
al Education
is

T1

T2

T3
ED

T4

T5

T6
ED

T7

T8

T9

T10

T11

T12

T13

EfS

EM
ET
SO

SO
WC

SO

WC

T14
EM
ET

WC

WC

WC

WC

WC

WC

WC

Key:

ED
EM
SO

Education
Environmental Management
Sustainable Outcomes

EfS
ET
WC

Education for Sustainability
Economic Tool
Western Construct

The term ‘environmental education’ appeared to hold little meaning for most
participants. It appears that because environmental education did not have
much meaning for some participants, not all participants engaged as fully as
others with this question. Similar to that described in the previous chapter in
relation to the term ‘the environment’, many participants appeared to be
uncomfortable engaging the term ‘environmental education’. For example:
I’m going to have to translate that. I’m not unfamiliar with those two words
but just trying to wrap my head around what that actually means.
Environmental education. Let’s think. Nō ki te whenua. We belong to the
land. . . .
(Dr. Hauiti Hakopa)
Similar to its composite words ‘environment’ and ‘education’ (see Chapter 6),
‘environmental education’ was perceived by many participants (9/14) as a
Western construct with a particular bearing on the issues that have arisen in
modern society consequent to human and, in particular, Western
interventions with and impacts upon, the natural environment. It was
described by several participants as part of reactive management – fixing
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problems created by applications of technologies through human attitudes,
interactions, interference and impacts. For example:
When I hear words like ‘environmental education’, that is really talking about
this modern world that we are in – it doesn’t refer all that much back to the
historical pre-European Māori that we understand, but it certainly very much
refers to it today. It’s about how there is a lot more impact on ‘the
environment’ today – te ao marama - than there was back then. And it’s
increasing, becoming increasingly so. Including things like biological controls
or even issues like environmental risk management. I think that that’s what
‘environmental education’ would mean to me and, in the context of today,
there is so much more to understand about the environment, not so much for
the environment itself, but for the types of management tools that are used to
manage that environment.
(Matua Hori Parata)
Some participants (2/14) suggested that from what they have seen of the
Western application of the term in Aotearoa-New Zealand and globally,
environmental education has tended to be a ‘environmental management
tool’ for justification of impacts for economic purposes, sometimes used by
government and big business to justify economic decisions (an ‘economic
tool’):
. . . ‘environmental education’ is probably about big business, in regards to
mining and industry, and I suppose (ha!) milling and farming and how to get
the best results for crops and things like that.
(T2)
Five participants were familiar with the term ‘environmental education’
through their interactions with schools and school children, but also through
various local and central government agencies and company advocacy. These
participants each described the environmental education in terms of the
themes of ‘education for sustainability’ and ‘education’ for “. . . better
understanding the environment, so actually learning about the environment
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itself” (Linda Faulkner). Such understandings overlap with the theme of
‘education in, about and for’ the environment, described later in this section.
Four of these same participants observed in similar ways that “the education
system generally speaking still takes a very contemporary science, Western,
science focus” (Linda Faulkner), but “ . . . there is other knowledge and there
are other avenues available to find out alternative information and how to
understand and behave responsibly as part of all this” (Tui Shortland).
It was also observed by some participants in different ways that, when
considering the advocates of ‘environmental education’, such tended to be
people who have recently immigrated to Aotearoa-New Zealand from
European countries and:
I find the whole concept of ‘environmental education’ is often couched in some
expert coming in and saying ‘this is the reality, and this is what you should
do, this is what you need to learn, because obviously you’re not applying it.
And so that’s problematic for me in terms of tāngata whenua because . . . by
and large, no disrespect, it is white people, who are well educated, it’s usually
means they’re middle to upper class, and that’s a whole different reality from a
lot of people who actually live on the ground and are finding it harder and
harder to . . . be able to live the way that they’ve lived for generations in terms
of subsistence. Not just in New Zealand but worldwide.
(Dr. Pip Pehi)
It was notable that the term ‘Mātauranga Taiao’ (Cooper, 2010) has not been
used by any participant to describe a Māori cultural construct similar to
mainstream Western descriptions of environmental education or education
for sustainability. ‘Mātauranga Taiao’ (Eames et al., 2010; Cooper, 2010) was
referred to by one participant (Tui Shortland) in reference to hearing about an
exciting recent development of such a contemporary programme to deliver
environmental education using Māori cultural principles in kura and
secondary schools. She was unaware of particular details, including the
programme no longer running beyond individual efforts.
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A few participants spoke about “genuine traditional practices that, by their
very nature, lead to sustainable outcomes are ‘taught’ to those coming behind
by living the lifestyles modelled to them by elders” (Tahu Potiki).
8.2.2

Tikanga  and  Mātauranga  Māori  

Table  20:  Tikanga & Mātauranga Māori: “What does the term ‘environmental education’
mean to you, if anything?”
Participant
Environment
al Education
is

T1

T2
AW

T3
AW
CS

T

LS
SS
T

T4
AW

T5
AW
C

T

T6

T7

T

T8
AW
C

T9

SS
T
WH

SS
T

T10
AW

T

T11

T12
AW
C
SS
T

T13

T14
AW

T

Key:
AW
CS
SS
WH

A Way of Being
Common Sense
Survival Skills
Whakapapa

C
LS
T

Connection
Life skills
Traditional Practices – tikanga

A majority of participants (9/14) interpreted and explained environmental
education in terms of, or in reference to, tikanga, taha Māori or mātauranga
Māori and as “. . . a way of being” (Matua Hori Parata). Several of these
participants had discounted the term as a Western construct but explained
such as:
In the old ways, for our people, there was no need to teach that stuff, in the
ideal of taha Māori, because growing up and learning whakapapa,
whanaungatanga, as yourself and the community, the whenua, the ngahere,
Tangaroa and that; learning about life-skills and how to learn and just ‘be’ as
tāngata whenua, it’s all wrapped up in that stuff.
(Abraham Witana)
Some participants spoke about ‘environmental education’ in terms of lifeskills, such as taking their children out and “. . . teaching them how to listen
to and understand and live off the land” (Rawinia Puna). Many responses
included practical aspects such as life-skills and securing sustenance:
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For me environmental education would be about what resources are available
and how to use them. In a taha Māori aspect it’s about knowing what the
rongoa are, or the healing plants, it’s about knowing what the kai is, the
mahinga kai, where we gather our food from; that’s the stuff we teach our kids
or our nephews and nieces: by taking them out onto the land to gather things.
And they learn about how to use them and what to do with them.
(T2)
Several participants explained that immersion in such “. . . experiential,
practical and meaningful learning helps build life-skills” so that commonly:
as 4 year olds and 5 year olds, [the children] already know what’s going on
with their environment and they tend to show the new people, like foreigners
and that, what’s going on? Where to get the pipi. Where not to go swimming.
That sort of thing.
(Tui Shortland)
Abraham Witana explained that much of what is taught and learned in ways
informed by Māori culture is “ . . . often taken for granted at the time,
absorbed in the process and just a part of ‘being’”. Dr. Hauiti Hakopa
described such learning as being a process of “. . . being imbued with that
knowledge and those skills . . .”.
8.2.3

EE/EfS  Theory  on  Objectives  and  Approach  

Themes representing theoretical definitions of and approaches to,
environmental education (and education for sustainability) were identified in
the data. The nature of environmental education definitions and approaches
to environmental education influences environmental education practice.
These resulting themes are presented in the following sub-sections.
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8.2.3.1

EE/EfS Theory: In, About and For

Table  21:  In, About, For: “What does the term ‘environmental education’ mean to you, if
anything?”
Participant
Environment
al Education
is

T1

T2
In
About
For

T3
In
About
For
As

T4
About

T5
In
About
For
As

T6

T7

About

T8

T9

About
For
As

About
For
As

T10

T11
In
About
For

T12
In

T13

T14
About

As

Key:
In
For

Education in the environment
Education for the environment

About
As

Education about the environment
As one with / part of environment

As the results indicated earlier in this section of this chapter, the term
‘environmental education’ appeared to be a new term for many participants.
Also as explained earlier in this section, despite this newness, most
participants engaged with the term, even for the first time. Over half the
participants (9/14) referred to environmental education in terms of “ . . .
learning about the environment . . .” (Linda Faulkner), or ‘informational
learning’ (Coyle, 2005)
Almost half the participants (5/14) described learning ‘in’ the environment,
such as “ . . . going out onto the land . . . (T2). Almost half (6/14) also
described learning ‘for’ the environment for such reasons as “ . . . we need to
protect the mauri of the land and everything to do with land; otherwise we
are not going to survive” (Dr. Hauiti Hakopa).
Several participants (5/14) described living and learning as or ‘as part of’ ‘the
environment’ as te taiao. For example:
We are the environment in which we find ourselves in. The basic ‘what is’ is
that we are related, we are indivisible from what goes on around us: we are
indivisible from the people, we’re indivisible from the natural world, we’re
indivisible from what goes on in the spiritual world. Whether we believe in it
or not, it will still affect us. And so it is that we live and learn as an indivisible
part of that.
(Dr. Pip Pehi)
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This is a surprising result, given it has emerged in the context of learning (or
‘transfer of knowledge’) rather than in the context of inter-connections and
relationships addressed in Chapter 7 or descriptions of ‘the environment’ in
Chapter 6, as might have been expected.
8.2.3.2

EE/EfS Theory: Awareness, Knowledge, Understanding,
Attitudes & Values, Skills, Participation

Table  22:  Awareness, Knowledge, Understanding, Attitudes & Values, Skills, Participation:
“What does the term ‘environmental education’ mean to you, if anything?”
Participant
Environment
al Education
is

T1

T2
A
K
U

T3
A
K

T4
A
K

S

T5
A
K
U
AV
S

T6

T7

T8
A
K
U
AV
S

T9
A
K

T10

T11
A
K

T12

T13

K

T14
K

AV
S

S

Key:
A
K
U

Awareness
Knowledge
Understanding

AV
S

Attitude & Values
Skills

Most participants (9/14) described understandings of environmental
education in terms of knowledge. A typical example was:
‘environmental education’ for me is about better understanding the
environment, so actually learning about the environment itself
(Linda Faulkner)
Half of the participants described environmental education in terms of raising
awareness of and helping “. . . people understand the importance of the
environment” (T2), while another three described it in terms of being about
instilling “ . . . an appreciation of what it naturally gives to us and how to
respect it” (Rawinia Puna).
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8.2.3.3

EE/EfS Theory: Environmental- Sensitisation, Literacy,
Contextualisation

Table  23:  Environmental- Sensitisation, Literacy, Contextualisation: “What does the term
‘environmental education’ mean to you, if anything?”
Participant
Environment
al Education
is

T1

T2

T3

T4

T5
ES
EC
EL

T6

T7

T8
ES
EL

T9

T10

T11

T12
ES

T13

T14

EL

Key:
ES
EC

Environmental Sensitisation
Environmental Contextualisation

EL

Environmental Literacy

Three participants included descriptions of developing awareness of
sensitivities and honing them. Each qualified their descriptions as being
informed by Māori culture. One example describes all three aspects of this
theme, as indicated with code in brackets through the text below:
‘Environmental education’, to put a Māori context to it is a ‘tikanga o te taiao’
– or its how things happen within the, within the environment. And again it
goes back to the transfer of knowledge with our older people, taking us out
with them and having a tutu within and having a look and listening to all
that’s within Te Tai Ao.	
  And, when we listen we’re not listening to what the
Kaumātua and Kuia are saying; we are actually being taught to listen to the
sound of ‘the environment’(ES): to the wind, whether or not you believe it or
not, to the sun – the rays of the sun, to the rain drops, to the sound of rivers,
and to the sound of the sea itself (EL) for . . . Just to give an example, because I
live in a place called Pungaru, we’re kind of inland from the coast, and one of
the sounds for us when the coast was rough was hearing the sound of the sea
in our rivers (EL/EC).
(Abraham Witana)
8.3

Education  for  Sustainability  

  

The themes in this section illustrate that ‘education for sustainability’ was
considered a Western construct with little credibility by most participants in
this research. This result is consistent with the results for the themes of
‘sustainability’ (see Chapter 6) and ‘environmental education’ in the section
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above. Other themes in the results reflect efforts by some participants to
describe what education for sustainability should be or could be if informed
by Māori culture.

Table  24:   “What does the term ‘education for sustainability’ mean to you, if anything?”
Participant
Education for
‘Sustainabilit
y’ is

T1

T2

WC

WC

T3
T

T4

T5

WC

WC

PF

T6
T
AEE
GB

N
SO

SO

SO

UI

T7

T8
T

T9
T

WC

T10

T11

T12
T

T13
T
WC

T14

GB

GB

GB

WC
GB

PF

WC

EE
UI

UI

SO

UI
SO

Key:
AEE
GB
PF
T
WC

Applied Environmental Education
Giving Back
Proactive for Futures
Traditional Practices – tikanga
Western Construct

EE
N
SO
UI

Environmental Education
A Nonsense
Sustainable Outcomes
Uninformed Interference

Over half of the participants (8/14) perceived education for sustainability as a
Western construct, and “ . . . a nonsense” (Matua Hori Parata), with little buyin or practical potential for meaningful application:
Education for sustainability is about (ha!) academics deciding what’s right for
everyday people, for me, that will never be sustainable, because until the
people decide that it’s important to them and widely held and deeply felt, then
they won’t do it. Regardless of what rules or boundaries are suggested; until
people actually see “shit, I can’t take my son to the beach and he can’t-to find a
paua, ‘cos there are no paua there, it won’t be widely held and it won’t be
deeply felt. Until they go to the bush and realise that it’s all been cut down,
then I don’t see people seeing “oh actually, we really need to protect this”.
And so I s’pose its about people’s accessibility to the things that we’re, the
academics and people that have had the opportunity to do those things, see as
important.
(T2)
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This result is persistent with the results for the themes of ‘sustainability’ (see
Chapter 6) and ‘environmental education’ in the section above.
Some participants perceived the two as being one and the same thing
‘education for sustainability’ . . . [as] . . . the latest term?” for environmental
education (see such as Sauvé, 1999) and spoke of rebranding and ‘reinvention
of the wheel’.
Four participants, made distinction between the two terms based on personal
experiences and observations in the education and environmental
management sectors, whereby:
. . . ‘education for sustainability’ was taking the ‘environmental education’
knowledge and using it to figure out how we can live more sustainably, or
how we can exist in the environment and still provide for future generations,
so achieving some sort of balance.
(Linda Faulkner)
The same four participants had adopted the current Western terms and
evolved an individualised blending of their understandings informed by
Māori culture with proactive interpretations of the terms of education for
sustainability focused on sustainable outcomes:
When I hear that word ‘education’ I hear, ‘oh, we’re here to learn something’.
So we need to learn to ‘sustain’ this earth for the greater good, so it will be
here as a legacy for many more generations: it should be rippled throughout
every workplace and every institute and every home, in and around how we
can sustain the mauri – the life-force of this Papatūānuku - our Earth - for the
greater good of future generations.
(Rawinia Puna)
Most participants displayed contempt for the term ‘sustainability’ and its
contemporary applications such as represented in ‘education for
sustainability’. For example:
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When our old people talk about how we are going to ‘sustain’ [gesturing
speech marks] ourselves into the future they think about land; as being the
source of everything, as well as being our identity. Not just for growing trees.
Not just for putting buildings up or, y’know? We bury our people there for
goodness sake, eh? We look after that, we look after those places. We go and
talk to the dead; we go and sit by them go and talk to them, go and bury things
in there and say ‘Hey’. Sustainability should be about all that kind of stuff.
Aww, pff! ‘Sustainability – what does that mean? Sustain a particular
lifestyle, I guess. ‘Education for sustainability’? I don’t know. I don’t buy that
buzz word.
(Dr. Hauiti Hakopa)
A few participants reflected upon their own reactions and perspectives
informed by Māori culture critically during the interview process, and
questioned the robustness of the ideals and capacity expressed of Māori
culture by them in the context of contemporary society. For example:
Well I guess the idea is to kind of sustain, sustain what we have and to
‘educate for sustainability’ is to tell people how they can do that. Again I think
people are aware of that. Perhaps that knowledge has been lost to a huge
degree?
(Dr. Pip Pehi)
8.4

Chapter  Summary  and  Implications  

The results of this chapter illustrate ‘environmental education’ and ‘education
for sustainability’ to be unfamiliar and extraneous terms in understandings of
participants in this research, informed by Māori culture. However, the results
of this and preceding chapters indicate that knowledge, values and
behaviours described as key objectives for mainstream Western EE/EfS in the
literature (see such as Ministry for the Environment, 1998; Ministry of
Education, 1999b; UNESCO-UNEP, 1978) appear to be intrinsic in
perspectives informed by Māori culture represented in this research. Such
qualities have been described in the results as ‘being Māori’. Further, this
chapter has found perspectives informed by Māori culture amongst
participants, of people living and learning ‘as’ or ‘as part of’ the environment.
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The results of this chapter suggest that because perspectives informed by
Māori culture understand that humans live and learn ‘as’ or ‘as part of’ the
environment, there has been no apparent development of or need for a
specific epistemology, pedagogy or descriptor addressing people’s
sustainable interactions with the environment within Māori culture,
particularly in a historical indigenous context. It is therefore probable that the
knowledge, values and behaviours pertaining to Māori cultural
understandings of relationship, connection and interaction with the
environment are embedded within Māori culture and transferred intrinsically
within Māori cultural settings. It may be that investigation of understandings
and approaches informed by Māori culture for facilitating a transfer of
knowledge to help imbue a cultural conservation ethic where it is lacking may
help identify epistemology and pedagogy that may inform the purposes of
this research.
8.5

Chapter  Conclusion  

The observation that the terms ‘environmental education’ (EE) and ‘education
for sustainability’ (EfS) had little or no meaning or application in most
participants’ perceptions and understandings of traditional Māori culture is
consistent with the observations of Chapter 6 of this thesis. Given the
observation in Chapter 6 that the key formative terms ‘the environment’,
‘education’ and ‘sustainability’ appear alien to Māori cultural understandings
represented in the data, such a result was anticipated.
What is of particular interest to the purpose of this research, arising from
analysis of the data of this chapter is that, despite there being no parallel
construct or practice, not only are holistic worldviews and a conservation
ethic commonly evidenced in the data, Māori cultural educational pedagogy
or methods of transfer of key knowledge (see such as Royal, 2007) appear to
be extremely well aligned with critical, yet to date elusive, holistic objectives
sought through mainstream Western EE/EfS. Consideration of this and the
findings of the preceding data chapters have led to theory that an analysis of
descriptions of ways in which knowledge pertaining to understandings of
relationship, connection and interaction with the environment is transferred
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within traditional and contemporary Māori cultural settings may reveal an
epistemology and pedagogy that will significantly inform the purposes of this
research.
The following chapter will present results from analysis of participant
responses describing or illustrating methods of transfer of knowledge relating
to imbuing a Māori cultural conservation ethic.
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9.1

Introduction  

The purpose of this chapter is to investigate participants’ understandings and
approaches informed by Māori culture for facilitating a transfer of knowledge
to help imbue a cultural conservation ethic equating to EE/EfS.
The research presented in this thesis uses a grounded theory methodology
(see Chapter 5) to identify ways in which understandings and approaches
informed by Māori culture might help address epistemological and
pedagogical gaps in mainstream environmental education (EE) and education
for sustainability (EfS). The findings presented so far, in Chapters 6, 7 and 8 of
this thesis, indicate that an epistemology and pedagogy that facilitates a
holistic cultural conservation ethic equating to the objectives of EE/EfS may
be embedded in Māori culture. The results of Chapter 6 have found that
understandings of ‘education’ and the purpose and process of learning
informed by Māori culture appear to equate to ideals and key objectives of
mainstream Western EE/EfS. The results of Chapter 7 substantiate Williams’
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(2004) observations of a pervasive conservation ethic within Māori culture
(Williams, 2004) and suggest an epistemology and pedagogy for learning
arising from perspectives and understandings of universal interconnectedness, inter-dependence and respect of relationships exists within
Māori culture. Chapter 8 has established understanding of both how
mainstream EE/EfS is understood from perspectives informed by Māori
culture, and how it perhaps ‘should’ be, including purpose and objectives,
indicating an intrinsic epistemology and pedagogy embedded within Māori
culture. Identification of a proven holistic epistemology and/or pedagogy for
EE/EfS would be extremely useful and timely for academic and practical
applications in achieving shifts towards an ecologically sustainable society.
This chapter will first introduce and explain the use of the term ‘transfer of
knowledge’ within this chapter and henceforth in this thesis. It will then
present data and findings that describe the transfer of knowledge; what
knowledge is transferred, by whom, how, when, where and why; in order to
identify an epistemology and pedagogy articulated or evidenced within
participant responses. A brief discussion of the key findings of this chapter
will precede a summary of findings and chapter conclusion.
The main themes in this chapter address

•

What key knowledge, values and skills are transferred;

•

Where knowledge, values and skills are transferred;

•

When knowledge, values and skills are transferred;

•

Who is involved transferring knowledge;

•

How transfer of knowledge, values and skills occurs:
o

Learning styles and communication preferences;	
  

o

Educational aim: to inform, guide, or facilitate	
  

o

Approach: ‘in’ the environment, ‘about’ the environment, ‘for’ the
environment

o

Methods of engagement 	
  

o

Timing, use of time and duration	
  

o

Tools

o

Setting

o

Activities and Content
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•

Why knowledge is transferred in these ways.	
  

The following section will explain why the term ‘transfer of knowledge’ has
been engaged in this chapter as a predominant description of a process of
learning for the purposes of this thesis rather than the mainstream Western
term ‘education’.
9.2

Transfer  of  Knowledge    

The results of this research so far have reinforced in various ways that there
are no direct parallels in translation or practice of several Western, English
terms to the language or worldview of Māori (such as ‘the environment’,
illustrated in Chapter 6), and vice versa of Māori constructs to English and
Western perspectives (such as ‘whakapapa’, as illustrated in Chapter 7). This
observation is consistent with those of Royal (2007, p. 25), and highlights why
it is so important for research such as this to seek to understand cultural and
individual perspectives of terms and constructs, even in an essentialised
degree: not doing so can be problematic.
As described in the results of Chapter 6, the Western term ‘education’ was not
commonly engaged as a descriptor by participants because, from their
understandings informed by Māori culture, it was not considered an adequate
term to describe the inter-related, inter-dependent, life-long process of
learning for life. Descriptions of a ‘transfer of knowledge’ was:
When I was growing up it wasn’t called ‘education’ or ‘learning’ at all to us.
It was a ‘transfer of knowledge’ as opposed to a ‘learning’.
(Abraham Witana)
Accordingly, this chapter engages the term ‘transfer of knowledge’ in the
manner interpreted of the participants in this research, as reported in the
preceding chapters.
The following sections of this chapter will report the key aspects of transfer of
knowledge that contribute towards developing a conservation ethic within an
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individual and community, as described by participants and/or identified in
the analysis of data from this research.
It is appropriate to note at this point of the reporting of results that there are
places where the same data crosses over and sits in more than one area of
description. For example, ‘play’ has been described by participants in the
context of ‘time’, and as being important in the transfer of knowledge as well
as development and reinforcement of skills, while also being described as a
method of engagement or ‘approach’ as well as a teaching ‘tool’ and ‘content’.
Such multiple placement of subthemes in themes and categories may appear
repetitive, but in fact reflects the dynamism and complexity of the learning
process that has emerged from analysis of the interview data in this study, as
well as informing the wider research objectives.
In a similar vein, it is also appropriate to note here that restrictions upon the
acceptable number of words in the presentation of a PhD thesis have
constrained the extent to which repetition, and to a considerable extent
coding, has been described and explained in this chapter. Two hundred and
forty-three codes were developed in the course of the analysis of data in this
research, as has been described section 5.8.4 of this thesis (p. 135). Key themes
and categories of interview data have been described in this chapter.
However, many subthemes are to a degree self-explanatory under the themes
in which they are placed. While I acknowledge that the data in the following
sections of this chapter might have been condensed somewhat and perhaps
presented as fewer themes in fewer tables, or perhaps even as a summary
table (thus reducing incidence of repetition and the extent of unexplained
coding), I have chosen not to simplify presentation in this chapter. The
themes, subthemes and categories presented in the following sections of this
chapter provide the basis for meta-themes that are later developed through
the grounded theory methodology of this research and presented in Chapter
10.

9.3

What  knowledge  is  transferred?  

The themes in this section of this chapter identify mātauranga or knowledge
and its being respected, valued and maintained as a key set of knowledge for
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transfer or dissemination in perspectives informed by Māori culture. The
transfer and evolution of knowledge itself through whakapapa and other
cultural mechanisms is identified as an important part of mātauranga.
Whakapapa is described as a key set of knowledge, and as a cultural
mechanism for transferring and maintaining cultural knowledge, including
facilitating understanding and respect of connectedness, relatedness and
inter-dependence of past, present and future as an oral history and data base.
Whakapapa is also described as important knowledge to imbue and maintain
individual and community senses of identity, place, belonging, context,
purpose and direction. Whanaungatanga has been described in this section as
an important knowledge for transfer to understand, respect and maintain
relatedness and relationships.
The optimal development and well-being of individuals to individual
potentials is an important goal identified in this section, rather than a
particular knowledge set. Such an approach requires a targeted personal
and/or integrated approach to facilitation. Descriptions of this will be
addressed later in this chapter.
A key theme for transfer is that of ‘life-skills’, including practical, applied
skills for survival, tikanga and other ethical and behavioural guidelines to
keep safe (in a holistic sense) for survival, well-being and continuance.
A distinction between male knowledge and female knowledge is identified,
which when acknowledged and combined, are understood to afford balance.
This section also describes community values and skills in working together
as an important set of knowledge, values and skills for transfer in
perspectives informed by Māori culture.
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Table  25:  What knowledge is transferred?
Participant
Transfer:
What?

T1
A

M
T

T2
A
AT
V
S
SU
M
T
WH
WN
WT
SWI
MC
PPF
R
P
LS
IS

T3
A
AT
V
S

T4
A
AT
V
S

T5
A
AT
V
S

T6
A
AT
V

M

M
T
WH
WN

M
T
WH
WN
WT
SWI
MC
PPF

M

WH
WN
WT

R
P
LS
SP

SWI
MC
PPF
R
P
LS
IS

P
LS
SP
IS
GS

WH
WT
MC
PPF
R
P
LS
SP
IS

T7
A
AT
V
S
SU
M
T
WH
WN
WT
MC
R
LS
SP

T8
A
AT
V
S
SU
M
T
WH
WN
WT
SWI
MC
PPF
R
P
LS
SP
IS
GS

T9
A
AT
V
S
SU
M
T
WH
WT
MC
R
P
LS
SP
IS

T10
A
AT
V
S
M
T
WH
WN
SWI
MC
PPF
P
LS
SP
IS

T11
A
AT
V
S
SU
M
T
WH

T12
A
AT
V
S
M
WH
WN

WT
MC
R
P
LS
IS

MC
PPF
R
LS
GS

T13
A
AT
V
S
SU
M
T
WH
WN
WT
MC
PPF
R
P
LS
SP
IS
GS

T14
A
AT
V
M
WH
WN
WT
PPF
R
P
LS
SP
IS

Key:
A
LS
IS
MC
PPF
S
SU
T
WH
WT

Awareness
Life-skills
Individual Specific
Meaningful Context
Past/Present/Future
Skills
How to live Sustainably
Tikanga & Ethics
Whakapapa
Working Together/Rōpūtanga

AT
GS
M
P
R
SP
SWI
V
WN

Attitudes
Gender Specific
Mātauranga
Practical
Respect
Spiritual
Survival With Integrity
Values
Whanaungatanga

All participants identified “ . . . the maintenance of knowledge; the
maintenance of mātauranga” (Matua Hori Parata) as a key set of knowledge
for transferral. Dr. Hauiti Hakopa suggested that it is “ . . . not the value of
‘education’. . . [but] . . . the value of mātauranga, the value of knowledge . . .”
that needs to be learnt, “ . . . and we need to learn about the value of how that
knowledge can be disseminated too. Our knowledge and the way we
disseminate that knowledge should form part of everything that we do”.
A key cultural mechanism for transfer or dissemination of knowledge appears
to be whakapapa. All but one participant (13/14) described whakapapa and
whanaungatanga (an understanding of relatedness, and appreciation of
connectedness and inter-dependence), as both the baseline and most
important knowledge set for transfer, whether relating to the environment
and sustainability or otherwise. For example, with regard to whakapapa:
It’s all about the whakapapa: knowing that whakapapa; I think it must be in
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the entire process of understanding who you are, your relationship to
everything around you too, but becoming aware of truly who you are in terms
of your whakapapa links in terms of your potential to ‘be’.
(Dr. Hauiti Hakopa)
It was explained by most participants (9/14) in various ways, such as
indicated in the above example, that knowledge of whakapapa helps
engender a sense of identity, place and context in the sense of time and space,
connection and belonging, meaning, purpose and direction.
With regard to whanaungatanga (13/14):
The basic ‘what is’ is that we are related, we are indivisible from what goes on
around us: we are indivisible from the people, we’re indivisible from the
natural world, we’re indivisible from what goes on in the spiritual world,
whether we believe in it or not, it will still affect us. Basically if the natural
environment is paru, we will be paru.
(Dr. Pip Pehi)

Most participants described whakapapa interwoven in all lessons, waiata,
karakia, korero and other oratory, as a regular if not perpetual reminder of
the inter-relatedness, inter-connectedness and inter-dependence of all that is.
For example:
It wasn’t just stories for stories sake, it’s always they have a purpose and
there’s always a lesson learnt from what we’re learning. There’s not only a
lesson learned but there’s also a whakapapa within the story as well.
(Tui Shortland)
Some participants described whakapapa and whanaungatanga in relation to
development of relationship and maintenance of an individual’s
turungawaewae:
And that is how we come to become and know where it is we belong; where our
roots arise from, where our ancestors are buried and where we stand, where
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our feet are rooted to: literally stand, cos that’s what it means:
turungawaewae. That’s my whenua: where I always long to return. And what
seeds we’ve grown from, and the source of our sustenance and nurture. So
when we are away we are always connected and know who we are and
remember with the karakia and whakapapa; and when we return, we know we
have grown from that whenua there and will return to the whenua, to the
Earth, and belong.
(T14, original emphasis)
Several participants explained that in perspectives informed by Māori culture
not all knowledge should be accessible to everyone. For example:
In the work that Ngai Kaihautu does, they often refer to kauae runga and
kauae raro: the knowledge, or the upper jaw and lower jaw, and the two
schools of learning, and about kauae raro knowledge being that knowledge that
is appropriate for everyone to know to survive and to get on in life; and kauae
runga is more that celestial or spiritual ‘wairua’ knowledge that is only
appropriate for some to know, because if that knowledge was held in the wrong
hands, it can be used for negative purposes – for ‘bad’ rather than ‘good’.
There are parts of the knowledge that we have as Māori that aren’t appropriate
for everyone to know because of a range of things.
(Linda Faulkner)
The results indicate that successive levels of knowledge are imbued through
an individual’s development concurrent with their level of maturity and
abilities or qualities or otherwise ‘readiness’ they exhibit or is detected by
kaumātua. Such observations were consistent with the literature (see such as
Royal, 2007; Williams, 2004). A variety of mechanisms were described by
participants that help control and limit access of certain knowledge to levels
of understanding (Williams, 2011), or even protect knowledge from access by
those who are not ready, are uninitiated, or otherwise unqualified. For
example:
. . . it was done in a metaphoric manner, where it was in a sense riddles that
those that had the ability to understand knew what the answers were. It
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wasn’t something that was just given out to every Tami, Hori and Haki
(laugh) – Tom, George or Jack, y’know? It was put in that metaphoric
language to identify who out there, or who within the whanau, the hapu or the
iwi, had that particular gift to transfer that knowledge to.
(Abraham Witana)
Specialist knowledge was described by many participants as being exclusive,
so that a select few who show certain qualities are sought by kaumātua, often
guided by wairua, sometimes when the initiates are in early childhood. For
example:
I was brought up with many tohunga in and around my whanau and
purposely placed in certain situations . . .
(Rawinia Puna)
The themes of respect and integrity were linked with whakapapa and
emphasised by several participants in their responses. “Whakapapa helps
grow an appreciation of how it’s all linked and so appreciation of life being
taken or some sacrifice being made for kai. So it’s about learning respect and
valuing by us showing that for the young fellas to see and imbuing that stuff”
(T14). Karakia was commonly described as an appropriate means of
remembering and honouring these connections and relationships “. . . with
respect and integrity” (Matua Hori Parata). For example from a earlier
quotation:
For me the karakia is not about a ritual that needs to be done in a certain way,
karakia for me for my kai and for my inner is to say ‘thank you’ and to have
gratitude for being provided for with sustenance. But more than that, so say
I’m eating fish, it’s to recognise the moana that fed the fish, it’s to recognise
the person that caught the fish if it wasn’t me, it’s to recognise the fish for
giving up its life for me to eat it, it’s the sunshine that grows the food and
then, eventually it’s thanking everything.
(Dr. Pip Pehi)
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Several participants (5/14) described an objective of living responsibly and to
“survive with integrity” (Matua Hori Parata) and thereby live sustainably in
an ecological sense:
So that you can still feel alright about what you think you know and how you
learnt it. There was that main ‘aho’ or that main ‘thread’ that went through
the way that we all did stuff, and how we all maintained the cultural and
spiritual integrity of ourselves as part of ‘the environment’.
(Matua Hori Parata)
Almost all participants (13/14) described the sets of knowledge, values and
skills, including “imbuing them with the skills to know and understand who
they are: tapu” (Dr. Hauiti Hakopa), as ‘life-skills’:
understanding not only yourself, but also how you actually fit into the
environment that you are dealing with at a particular time. How to survive,
be well and carry on with integrity.
(Matua Hori Parata)
Most participants (10/14) described “. . . a process of tikanga and ensuring
that we as a person had carried out things in the right manner and with
respect to whatever it was that we were doing” (Te Moengarau Hemopo).
Many participants (10/14) described tikanga in a particular context
(geographical, ecological, social, etc.) as to what, how, where, when and why
to behave and do things in a particular way. These tikanga established
practical, applied ethical and behavioural guidelines resulting from
observation of environment and environmental indicators over extended
periods. So, for example:
. . . our tikanga Taiao to do with the moana again was around fishing. For us
in the Hokianga, the best time to go fishing was on the third quarter of the
moon. How great your catch is – depended on the shape of the moon. On the
third quarter, sometimes you’d get a bowl. And if the bowl was more towards
the bottom end of what you would take as being the moon, then you were likely
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to succeed at having a good week’s fishing. If it was on the side, then you were
starting to think ‘ah, well, the fishing isn’t gonna be great, but we’ll still get a
feed’. And if it was on the top, then it would be a waste of time going fishing
in that third quarter – we’re better off to leave the kai moana alone, so it can
sustain itself again, and then wait until the right period or for the right moon
to come back in. When the bowl shape was at the bottom, . . . the transfer of
knowledge that we got was, from our Kaumātua and Kuia was, your nets are
going to be full; when the moon shape or bowl shape was to the side, then it
was basically telling us that, you’ll catch fish but a whole lot of it would fall
out of your net. And if it was on the top, then that’s just telling us that, ‘oh,
waste of time going fishing or putting your net out because you’re gonna
catch nothing’.
(Abraham Witana)
All of the themes described in this section were included by most participants
as being vitally important towards individual and collective well-being
through the cultural mechanisms of tikanga and kaupapa. Some limitations
were noted by participants in relation to these. For example:
From what I understand, the role of tikanga and kaupapa is about keeping us
safe. Unfortunately tikanga is often used in tikanga Māori circles or by people
today as a way, as a weapon, as a way to control people; which I guess it was
always a mechanism for as well. But the original idea and concept behind that
was to keep us safe and keep us connected; keep us connected to those spiritual
realms, keep us connected to the environment or Papatūānuku, which really
are all inter-weaved into the same thing at some level.
(Dr. Pip Pehi)
Several participants expressed the opinion that because tikanga is something
that makes sense of conditions of the time and location or context – and were
not and should not be set in concrete:
Māori are extremely pragmatic, practical people, always have been, always
will be, and tikanga are established to fit a certain context. But because our
knowledge, our traditional knowledge has been kinda frozen in time because of
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colonization, we still often hang on to these rules and boundaries that actually
aren’t relevant anymore, because we’re in a completely different context now.
(Linda Faulkner)
Such sentiments are consistent with the literature (see such as Royal, 2007, pp.
29-31).
More than half the participants (9/14) described being “. . . a student of our
past in order to understand yourself and the now in the present and so know
the nature of what’s coming . . .” (Dr. Hauiti Hakopa) in order to “ . . . have an
understanding of what we need to do in the future” (Abraham Witana) as an
important knowledge and capacity for transfer hinging on whakapapa and
other cultural mechanisms. For example:
Whakapapa is like a road-map of marker posts for us from the time of origins through
to the present day. It’s not a detailed map, but it has deep layers of information
relating to every ‘marker post’. See, each ‘marker post’, if you like, is an ancestor, and
marks a significant someone, step or happening that has contributed to the shaping of
what and who is in the ‘now’. For each ‘marker post’ there are stories, and for each
story there are lessons to be learned so that those who follow and hear and
understand, may benefit.

(T14)

Because of this oral history:
We can always look back through our genealogies and through our korero,
through the transfer of knowledge that has happened, to be able to say ‘okay,
the constellation looks like this now; I maumahara ana a hau ki i i te kau nga e
tau hurinei – I remember seeing that constellation ten years ago exactly the
same, and in that year, the crops didn’t do well, our fishing wasn’t the
greatest, so it meant that we needed to prepare in advance and to make sure
that our whanau, our hapu, had enough kai to be able to last until the fall of
matariki and again the rise of matariki. And now our tikanga Tai Ao was
based around that.
(Abraham Witana)
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Many participants (9/14) described connection with and understanding of
spirituality and wairua (see Chapter 7 of this thesis) as important knowledge
for transfer in learning for life. The identification of this need in perspectives
informed by Māori culture is consistent with those identified in the literature
(see such as Power, 2001).
All but one participant (13/14) identified ‘life-skills’ as a key set of
knowledge, values and skills for transfer. “Life-skills are pretty much about
learning the skills of life and how to survive, whether you are brought up in a
city, whether you are brought up in the country” (Hinewai Ngatai).	
  Life-skills
were further explained as:
. . . the skills that we don’t get taught and yet are essential in terms of the
environment . . . It depends on the context, it depends on the environment and
environment in the way that I would use [the skills]. If you are in an urban
city, then your life-skills will need to be different. If you living in an abusive
relationship, your life-skills need to be different. If you living in a privileged
lifestyle where you have education, you have everything that you need and
could possibly want? Your life-skills are different. I don’t think there’s a time
too far ahead in the future where the way that we are choosing to live will no
longer be possible and we will have to be closer to the environment, to the
physical world, to the natural world. And therefore our life-skills will be
hugely different.
(Dr. Pip Pehi)
There was a common range of descriptions of what comprised the set of
knowledge, values and skills of ‘life-skills’. For example, several participants
stressed that being aware of and becoming proficient with one’s own senses,
so as to be sensitive to and literate of one’s surroundings, components and
associated nuances are very important content and outcomes of learning and
knowledge transferral. Such qualities have been described in the literature
(see such as Coyle, 2003; Orr, 1992) as environmental sensitivity,
environmental awareness, environmental literacy, and environmental
competence. Adamson (2012) describes such sensitivities being portrayed in
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the contemporary science fiction movie Avatar (Cameron et al., 2009) as a
quality of the fictional indigenous species, the Na’vi. Competence in this area
was described as important for capacity to adapt and adjust to change or to
different contexts, such as being in different geographic locations.
One participant for example, Abraham Witana, described:
a) listening:
When we listen we’re not listening to what the Kaumātua and Kuia
are saying; we are actually being taught to listen to the sound of the
whole ‘the environment’, and the parts of the whole: to the wind;
whether or not you believe it or not, to the sun – the rays of the sun; to
the rain drops in the air and on the ground, to the sound of rivers, and
to the sound of the sea itself, and what it means. It’s not listening to
the sound itself, it’s listening to the mauri or the essence of what it is
that you’re getting; the sounds of the whole.
b) smelling:
. . . the smells that are in the ngahere as well. You can smell the kai
moana, I can smell the kai moana, you can smell the coast, and I can
also smell where fresh water is as well, and the different sounds
between the two; fresh water and salt.
c) watching:
. . . which birds are where and which direction.
d) practicing:
If we’re out there getting toheroa, for instance, you can hear toheroa,
when you, when you pull them out of the – it sounds a bit like a sucky
sound, but it’s again, it’s like its last breath; a ‘haa . . .’, y’know, that
comes out, although it sounds like a ‘plop’.
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e) mastering:
If I go into ngahere now, just as long as I have a visual of where the
sun is, I can find my way out – never to get lost.
All of these qualities or skills were described as being passed on by way of
experiential learning using multiple learning modes of visual, audio and
kinaesthetic (Fleming & Mills, 1992). “That visual, audio, and kinaesthetic
thing, I think it’s inherent in all Māori, and that’s how we learn” (Abraham
Witana).
A deep respect of kaumātua and of the knowledge and kaupapa was evident
amongst all participants in reference to the sources of their knowledge of
things Māori. For example:
For me I have one Matua, one Whaea, one Kuia left. The life-skills I learnt
from them I know are 100% with me in mind. They teach me what I’ve needed
to know to survive and to do well.
(T2)
Community strength and support gained by “. . . learning and knowing each
other, and working together in rōpūtanga, through mutual respect,
communicating, collaborating, cooperating . . .” (Rawinia Puna) was
described by several participants as being important in a cooperative
community. “Rōpūtanga is about doing it together and sharing, and that’s
one of the main principles around mātauranga . . .” (ibid.).
In relation to rōpūtanga, some participants referred to “. . . male and female
roles in Māori [culture], which vary from iwi to iwi . . .” (T14), sometimes
leading to different perspectives between genders that may not always be
recognised, but is reflected in Māori cultural cosmology.
There’s a difference between what women teach and see and how we see the
world and what men teach and see and understand things. It’s about balance:
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Papatūānuku and Ranginui. That’s how we look at things. Women teach one
set in what we do, while the men do their thing or whatever, and there are
certain ways of seeing things and talk through that that the Tāne may miss
out on, or they may be aware of also, depending on their role inside that hapu.
(Te Moengarau Hemopo)
Most participants in some way described elements of awareness, knowledge,
understanding, connection, attitude and values, skills and motivation to
participate (Ministry for the Environment, 1998, p. 10) as being key
knowledge for transfer and experiences to be facilitated and/or for
mokopuna and rangatahi to be guided through and/or informed about,
including:
Values, morals, communication, life-skills, spirituality, heightening all their
senses they’ve been born with; knowing themselves and understanding
themselves and being, knowing you-who-you-are-and-may-be.
(Rawinia Puna, her emphasis)
Almost all participants (13/14) were clear that values and ethics should be
instilled as an integral part living and learning including “ . . . taking only
what is needed for a feed” (Abraham Witana) “ . . . with respect . . . and
watching and caring to look after it, learning how to grow, how to plant, how
to re-feed it; how to mahi kai, about our sea; so there will be enough for
tomorrow and for future generations“ (Hinewai Ngatai). This set of ethics and
principles was described by Matua Hori Parata as “ . . . tools for survival with
integrity”.

9.4

Where  does  the  transfer  of  knowledge  take  place?  

The key theme that emerges from this section is that practical, meaningful and
engaging connection and context, relevant to the individual learner or set of
learners and relationship with the environment, is far more important for
transfer of knowledge pertaining to be effective than ‘where’ a transfer of
knowledge is sought to be facilitated.
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Table  26:  Where does the transfer of knowledge take place?
Participant
Transfer:
Where?

T1
In
MC

LE

T2
In
MC
HS
W
L
N
LBE

T3
In
MC

T4
In
MC
HS

T5
In
MC
HS
W

N

N
LBE

LE
EP

LE

N
LBE
T
LE

CG
WS

LE
CG

T6
In
HS

LE
EP
CG

T7

T9
In
MC
HS
W

T10
In
MC
HS

N
LBE

T8
In
MC
HS
W
L
N
LBE

LBE

LBE

LE

LE

CG

CG

LE
EP
CG
WS

LE
EP

MC
HS
W

T11
MC

T12
In
MC
HS
N
LBE

LE
EP

WS

LE
CG
WS

T13
In
MC
HS
W
L
N
LBE

T14
In
MC
HS
W

LE
EP
CG
WS

LE

N
LBE

CG
WS

Key:
CG
HS
L
LE
N
W

Cultural Gatherings
Home Settings
Land/on the hill
Life Experiences
Ngahere/bush
Water

EP
In
LBE
MC
T
WS

Education Programme Settings
In the Environment
Lead By Example
Meaningful Context
Travelling
Work Settings

A majority of responses by participants (12/14) indicated perceptions that
transfer of knowledge happens all the time and that “ . . . we can learn just by
being in a certain place (Dr. Hauiti Hakopa). For example:
Learning is for me acquiring knowledge or skills or abilities or awareness that
we didn’t have before. So we are always learning, I think, in this lifetime,
wherever we are.
(Dr. Pip Pehi)
For most participants (13/14), more important than a specific ‘where’ as key
places of transfer of knowledge pertaining to relationship with the
environment and ways in which to interact, was a personally meaningful
context for the individual learner or set of learners (depending on the context
or situation) for transfer of knowledge to be effective. For example from an
earlier quote:
When I talk about koru Ruapehu to them, when I do it from Waikanae, it’s
pretty meaningless to them, but when we are actually up in Ohakune and
looking at the mountain and it’s freezing cold or, even better if it’s been
snowing and there’s snow sitting on the ground, it’s much more meaningful
for them, ‘cos it’s right there: they can see it, they can smell it, they can feel it.
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(Linda Faulkner)
All such places had involved practical, social or cultural relevant, meaningful
and engaging setting from within a Māori worldview, including cultural
gatherings including “at hui and wānanga on the marae and public meetings
and open days, or visiting kura . . .” (Rawinia Puna).
Most participants described transfer of knowledge occurring “ . . . on the
water within that moana, within that coastal environment” (Abraham
Witana), or “out on the land to gather things; out on the hill, in the tussock . . .
(T2), or “out in the Ngahere, in the bush, doing it. Letting them feel it, sense it,
bond with it and know themselves a bit and how it makes you feel . . .
listening to the sound of the birds, watching how they interact, ‘the
environment’, y’know, feeling that breeze against your skin” (Rawinia Puna).
All participants described everyday life experience settings, such as “at own
home, leading by example, modelling respect, practicing whanau ora and that
. . .” (T2) or “working in the field . . .“ (Rawinia Puna), as being typical of
meaningful contexts for most effective transfer of knowledge taking place.
Some participants described the importance of exposure to new situations
and settings, the likes of “ . . . travelling around the place, seeing how other
people did stuff” (Matua Hori Parata), so being able to compare and contrast
and so develop an informed opinion.

9.5

When  does  the  transfer  of  knowledge  take  place?  

The themes in this section of this chapter identify transfer of knowledge most
taking place throughout life experience and events, and most significantly
during childhood. Learning is understood to occur as and when learners are
ready, and is facilitated accordingly either through engineered opportunities
or as circumstantial opportunities arise.
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Table  27:  When does the transfer of knowledge take place?
Participant
Transfer:
When?

T1

T2
HG

T3
CE

CH
OP

CX
OP
R
MOP

CH
EH
OP

T4
HG
LE
CH
CX
OP
R
MOP

T5
HG
LE
CH
EH
OP
R
MOP
AP

T6
LE
CH
EH
CX
OP
R

T7
CE
LE
CH
CX
OP
R

T8

T9
HG

T10
HG

T11

LE
CH
EH
CX
OP
R
MOP

LE
CH

LE
CH

LE
CH

CX
OP

CX
R

MOP

AP

AT

T12
HG
CE
LE
CH
EH
OP
R
MOP
AP

T13

T14
HG

LE
CH

LE
CH

R
MOP

CX
OP
R
MOP

AT

Key:
AP
CE
CX
HG
MOP
R

At Play
Cultural Events
Contextual
Hunting & Gathering
Make Opportunities/Set up
Readiness

AT
CH
EH
LE
OP

All the Time
Childhood
Early Hours
Life Events
Opportunistic

Transfer of knowledge was described by participants as occurring as a matter
of course through practical life events and situations, positive and negative, “
. . . throughout one’s life.
Lessons come daily. Lessons come from having a coffee with a friend to
watching your child fall over to having a conversation with a passer-by who’s
lost and doesn’t know which bus to catch. Lessons come at any opportunity
and it’s not in any sort of structure. And sometimes you don’t understand
you’ve just had a lesson until after the fact.
(Hinewai Ngatai)
All but one participant described childhood as a key time, both for
developing readiness and desire or motivation to receive knowledge and for
the transfer of knowledge that helps people understand relationships and
interconnection with the world around them and positively influence durable
values and behaviours that make sense towards sustainable behaviours:
Ever since I can remember, since I was a kid, basically, there was no time that
I was told ‘right, are you ready to be told?’. Since I was a baby pretty much
you were shown how to do things, you’re sung the songs, you’re told the
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karakia, what to do, what not to do, so . . . since birth. Or probably since before
birth, actually.
(Tui Shortland)
Most participant responses (10/14) suggested that the best time for
knowledge transfer in general is when the prospective recipient is either
gauged ‘ready’ by elders or otherwise demonstrated ready in age or stature or
competence. For example:
When we were kids, we basically had to wait until we were nearly teens before
we could actually go out into the moana to get kutai. It wasn’t ‘til you turned
maybe about 16 before you could actually get into the water to get the kutai off
the water, because that’s where the bigger, better, fresher, tastier kutai were,
was actually on the rocks in the deep water. And they, the reason for that were
the older kids obviously knew how to swim a lot better than us younger ones,
and they were just trying to ensure that us smaller kids were kept in a safe
environment, but had the ability to observe and watch how the older kids were
doing it and that. We’d be sitting there rubbing our hands together and
thinking that ‘my birthday’s next year (laugh), I wanna get out there and do
that!’.
(Abraham Witana)
In such a way “ . . . there is always incentive to be the best you can be to get to
do that stuff. The old fellas only tell you once, so you learn to pay attention
and be ready . . .” (T14).
Several participants qualified what they meant by readiness by contrasting
what they have seen of mainstream Western perspectives of readiness in
Aotearoa-New Zealand and elsewhere. For example:
Pākehā judge when our mokopuna and rangatahi are ready or ‘qualified’ by
them giving ‘the right answer’: the one the system wants. We judge readiness
by them asking the right question: and that is a different thing altogether.
(Te Moengarau Hemopo)
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Three participant responses described cultural events as an important time of
knowledge transfer (as described earlier in this chapter). In both instances
participants described indirect transferral, through observation and repetition
of the likes of whakapapa during a hui, or direct transferral through the likes
of wānanga and instruction of certain tikanga.
Almost all participant responses (11/14) indicated that knowledge transfer
should take place as and where the opportunity arises, when there is
something to learn from a situation or context that is likely to be significantly
reinforced by immediacy. Several participant responses (8/14) advocated
manipulating or making opportunities or ‘setting it up’ so that knowledge
transfer may occur in a controlled or engineered situation. Such situations
were described in hunting and gathering settings. Half the participants
described hunting and gathering as important times for knowledge transfer.
For example:
	
  

I took a kid out last week, through work, took him for the first time he’d ever
been paua diving. So I showed him what a decent size paua felt like and what a
‘just on the limit’ paua felt like; gave him an empty shell to hold and he held
that for twenty minutes as we walked over to Taieri Island. So he knew what
he was looking for by the time we got there. When we got in the water we
would have seen 300 paua, but only about four of those were take-able, and
our tikanga was ‘the first time you pull a paua that’s undersize, we hop out of
the water and we go back’. So he was trying really hard to make sure he found
the right size paua. When he popped it off it was legal, and he’d had his hand
on probably fourty or fifty other paua that he thought might have been legal.
So by not pulling those paua he’s actually protected the bed for the next
generation.	
  
(T2)

9.6

Who  is  involved  in  transferring  the  knowledge?    

The key themes that emerge from this section is that everyone is a teacher and
everyone is a learner. Kaumātua and kuia are described as key facilitators in
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the transfer of knowledge, as are family members and life experiences
involving situations, other people and interactions within te taiao.
Table  28:  Who is involved in transferring the knowledge?
Participant
Transfer:
Who?

T1

T2

T3

K

K
T

O

T4
E
K

T5
E
K

LE

P
F
LE

O
P
F
LE

LE

TU

TU

TU

TU

CH

CH

NR

T6
E
K
T
F

CH
AT

SW
TU
U
MS

T7
E
K
P
F
LE
TU
CH

T8
E
K
T
O
P
F
LE

T9
K

T10
E
K

P
F
LE

P
F
LE

TU
U
MS
CH
AT

TU

T11
K
O
P
F
LE

U

T12
E
K
P
F
LE
SW
TU
MS
CH
AT

CH

T13
E
K

T14
E
K

O
P
F
LE
SW
TU
U
MS
CH
AT

O
F
LE
TU

AT

Key:
AT
E
K
MS
O
SW
T/T
U

Atua
Everybody is a ‘teacher’/learner
Kaumātua
Māori Scholars
‘Others’
Self-within
Tutuing / Trial and Error
University

CH
F
LE
NR
P
T
TU

Children
Family
Life Experience
No Response
Parents
Tohunga
Tupuna

All but one participant described kaumātua and kuia as key facilitators of
learning in the transfer of knowledge:
It’s my Kaumātua and Kuia that I need to acknowledge; they’re the ones that
transferred all of that, all of the korero that I’m sharing now with you.
(Abraham Witana)
Most participants (9/14) described everyone is an ‘educator’, each with a
different capacity, from whom others may learn; and at the same time,
everyone is a ‘learner’ and “ . . . as learners, people learn how to go about
passing that knowledge on to others” (Chris Holtham).
Almost all participants (11/14) described tupuna (their grandparents or
ancestors) as being a direct source to them and very important in the transfer
of knowledge.
Most participants (11/14) acknowledged “ . . . have[ing] learnt a lot from
whanau members . . . and certainly from some of the Kaumātua and Kuia up
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home, but probably more so from Aunties and Uncles and cousins” (Linda
Faulkner) as well as children and interactions with te taiao.
Most participants (12/14) described transfer of knowledge as occurring
within themselves through life experience, through such experiences as
pregnancy, motherhood, loss of a loved one, or even travel. For example:
We learnt a lot not only from our uncles and our parents, but we learnt a lot
out of our own life experiences of travelling around the place, seeing how other
people did stuff.
(Matua Hori Parata)
A few participants (4/14) included the wisdom of Māori scholars as being
critical in the transfer of important knowledge, particularly and increasingly
in times when fewer and fewer tohunga are alive. For some participants,
University or Wānanga in the contemporary sense, are a gateway for access to
the transfer of knowledge by way of staff and programmes, including Māori
scholars. For example:
I also did go to university and did Māori Studies and got a whole lot from that
because you actually have access to writings of amazing people like Hohepa
Kereopa and Māori Marsden and all of those people, who spent their whole
lives with this powerful knowledge about a whole range of things and have
shared some of that in writing.
(Linda Faulkner)
9.7

How  does  transfer  of  knowledge  occur?  
Learning can take place in a number of different ways for us. We can sing a
song. And we should be able to pick those up. We can read for instance – now
that we’ve been taught to read. But we should be able to observe and learn too.
You’ve gotta observe, gotta be able to sit and watch. Gotta ask the right
questions. Gotta be prepared for the elliptical way in which our ancestors
speak, you gotta follow them in the story, they go all over the place, but
eventually they’ll get there. They’ll sort you out. When you are ready to
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receive it. It’ll be clear, but you need to go away and start thinking about those
things that have been said. It may take years. The light will dawn on you one
day; and when it does you will know. The body should light up, the mind
should become clear and you should know.
(Dr. Hauiti Hakopa, his emphasis)
In this section methods of transfer of knowledge have been grouped and
described in terms aligned with the purpose of this study, mainly relating to
elements of contemporary mainstream education and environmental
education pedagogy introduced in Chapter 3 of the literature review of this
thesis, including:

•

Learning Styles and Communication Preferences

•

Educational Aim: Inform, Guide, or Facilitate?

•

Approach: Education in the environment, about the environment, for
the environment

•

Methods of Engagement

•

Timing, Use of Time and Duration

•

Tools

•

Setting

•

Content and Activities

9.7.1

What  Learning  Styles  and  Communication  Preferences  are  
  Evidenced?  

Identifying individual and collective learning styles and communication
preferences evidenced in the data is useful for the purposes of this research in
helping understand how participants plan, prepare, engage and ‘pitch’
content, activities, tools and approaches in their pedagogy so they may
optimise outcomes and effectiveness of learning towards objectives.
The themes in this subsection identify almost all learning preferences
exhibited by understandings and approaches to transferral of knowledge
informed by Māori culture to be visual, aural/oral, and kinaesthetic.
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Reading and writing were not a strong communication style or learning
preference for most participants.
Table  29:  Learning Styles and Communication Preferences Evidenced
Participant

T1
NR

T2
V
A
K

T3
V
A
R
K

T4
V
A
R
K

T5
V
A
K

T6
V
A
R
K

T7
V
A
K

T8
V
A
R
K

T9
V
A

T10
V
A
R
K

K

T11
V
A

T12
V
A

K

K

T13
V
A
R
K

T14
V
A
K

Key:
V
R

Visual/Observation
Read-write

A
K

Aural-oral
Kinaesthetic

All but one participant described a transfer of knowledge in terms that
reflected strong Visual, Audio/oral, Kinaesthetic learning and
communication preferences in terms of Fleming and Mills’ (1992) VARK. Less
than half of participant responses (6/14) included references to text-based
communication as a learning medium. Most participants (13/14) described
practical, hands-on experience as critical to effective and successful transfer of
knowledge, told first, demonstrated and retold, then guided initially if need
be. For example:
I was able to see the effects it was having on something else, . . . to hear what
those effects were, so . . . tasted like a sweet coconut, . . . we were touching the
right fern frond . . . we were able to see what it looked like, and then, . . . hear
the plant. So that visual, audio and kinaesthetic thing, I think it’s inherent in
all Māori, and that’s how we learn, and how we have that ability to get that
transfer of knowledge across for us or how we know it today as ‘learning’. It’s
all through the tutu. They’ll not experience it or they won’t learn. It won’t
sink in if they can’t ‘feel’ it.
(Abraham Witana, his emphasis)

9.7.2

Educational  Role  &  Aim  to  Inform,  Guide,  or  Facilitate?  

  

Identifying participants understanding of ‘educational’ aims and ‘educator
roles’ in their descriptions of their experiences and practices in facilitating
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learning with specific attention to relationships and interconnections with ‘the
environment’ and ‘living sustainably’ is useful in helping this research
understand, compare and contrast their pedagogy with mainstream EE and
EfS in order to identify any particular strengths, weaknesses or emergent
pedagogy useful to the purposes of this research.
The themes in this subsection suggest that, despite most participants not
being trained educators, guiding and facilitation of learning appears to be
perceived as the key role and aim of facilitators within understandings and
approaches to transferral of knowledge informed by Māori culture.
Table  30:  Educational Role & Aim: Inform, Guide, or Facilitate?
Participant

T1

T2

INF

G
INF

T3
F
G
INF

T4

T5

G

G

T6
F

T7
G

INF

T8
F
G
INF

T9
F
G

T10

T11

G

G

T12
F
G

T13
F
G

T14
F
G
INF

Key:
F

Facilitate

G

Guide

INF

Inform

Participant descriptions of educational roles and aims were considered in this
analysis in terms such as those of the Ministry of Education’s Guideline for
Environmental Education (1999b), to assess whether participants perceived
appropriate ‘education’ is:
a) delivered as information;
b) assisted through guiding;
c) empowered through facilitation
Most participants (12/14) emphasised roles and approaches equivalent to
guiding and facilitating individual and small group opportunities for
practical, experiential learning with meaningful, useful and useable outcomes.
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Many participants (6/14) noted a perspective that some forms of knowledge
may only be transferred through telling and/or listening and/or watching,
which may equate to ‘informing’. However, all participants clearly described
an understanding of the key roles and nature of transfer of knowledge or
‘education’ that affects learning to be best facilitated and guided as selfdirected experience and critical thinking, despite most not being trained
educators.
9.7.3

Approach  

Identifying participants’ educational approaches is useful in helping this
research understand, compare and contrast their epistemology and pedagogy
with mainstream EE and EfS, in order to identify any particular strengths,
weaknesses or emergent pedagogy useful to the purposes of this research.
The key themes arising from this subsection are that, while most facilitation of
learning was described in terms of learning ‘in’ the environment and for the
environment, a new theme evidenced in Chapter 8 has persisted of
approaches to facilitating learning ‘as’ or ‘as part of’ the environment. One to
one, flexible and adaptive approaches are described as most effective for
transfer of knowledge. A tension was evidenced in perceptions of integrated
(Māori cultural – Western) approaches. Leading by example is described as a
favoured approach.
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Table  31:  Approach: Education in the environment, about the environment, for the
environment?
Participant

T1
About

T2
In
About
For
OC
CA
T
FX
S
GP
1:1
IS
IL
CTX

NR

LBE
WP
IA

T3
In
About
For
As

FX
S
GP
1:1
FL
IL
NRV
WT
LBE
WP
IA
CC

T4
In

T5
In

For

For
As

T
FX
S
SIR
GP
1:1

T
FX
S
SIR
GP
1:1
IS

IL
CTX

CTX

LBE

WT
LBE

WS

T6
In
About

FX
S
SIR
GP
FL
IL
CTX

WP
IA
CC
WS

T7
In
About
For

T8
In

T
FX

T

For
As

GP
1:1

S
SIR
GP
1:1

IL
CTX

FL
IL
CTX

WT
LBE

WT
LBE

T9
In
About
For
As
T
FX
GP
1:1
IS
IL
CTX
WT
LBE

T10
In
For

FX

FX
S

GP
1:1
IS
FL
IL
CTX
NRV

GP
1:1

LBE

LBE
WP
IA
CC

IA
WS

T11
In
About
For

CTX

WS

T12
In
For

T
FX
S
SIR

T13
In
About
For
As

T14
In
About
For

T
FX
S

T
FX

IL
CTX
NRV
WT
LBE

GP
1:1
IS
FL
IL
CTX
NRV
WT
LBE

CC
WS

IA
CC
WS

1:1
IS

IS
CTX
NRV
LBE

WS

Key:
1:1
As
CC
FL
FX
IA
In
LBE
NRV
S
SIR
WP
WT

Individual / one to one
About
As one with / part of the Environment
CA
Curriculum / Controlled
CTX
Formal
For
Flexible to individual and situations
GP
integrated Approach (Māori and Western)
IL
In the Environment
IS
Walk the Talk/Lead By Example
NR
Need Responsive
OC
Selective (Interests/Ability/Character/Special Skills)
Station / Inherited Role
T
Western Paradigm
WS
Work Together

About the Environment
Cultural Assessment
Contextual
For the Environment
Groups
Informal
Individual Specific
No Response
Operant Conditioning
Tikanga
Wairua / Spiritual

Participants’ descriptions of their approaches and experiences facilitating
learning reflected various combinations of environmental education
approaches modelled widely in EE and EfS policy (see Ministry for the
Environment, 1998; Ministry of Education, 1999b, p. 11).
All but one response described the transfer of knowledge as being in the
environment in similar ways to Lucas (1979). Some participants rationalised
that the best place to imbue understandings of and connections with the
environment are obviously:
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. . . in the environment; if you talking about the river, on the river; if you are
talking about the bush, doing it in the bush rather than how we tend to do
things which is, y’know, classrooms, rooms, whiteboards, paper . . .
(Linda Faulkner, her emphasis)
Most participant responses (12/14) indicated an objective of transferring
knowledge of people’s connectedness and inter-relatedness with all
environmental components towards appropriate interactions with the
environment in order to ensure that future generations have access to
plentiful resources, “for ever more” (Abraham Witana). This equates to
education ‘for’ the environment. Just over half of the participants (9/14)
spoke of teaching and learning ‘about’ the environment, its components,
inter-relationships, inter-connections and inter-dependencies, including
traditional stories of creation, their purposes and their names, which very
often are a product of or describe those factors.
Some participants (5/14) described learning and living as part of the
environment or as the environment. These five participants emphasised their
understanding of an over-riding importance for learning to acknowledge,
understand, embrace, respect, be about and imbue ‘knowing’ people are an
inextricably inter-related, inter-connected, inter-dependent part of te Taiao, as
tāngata whenua (people of the land). This is a key finding emerging from this
research process.
Most participants (11/14) described their experience of one to one approaches
being the most effective for transfer of intimate knowledge, such as
developing and practicing awareness and sensitivity with environmental
elements with tohunga, kaumātua, karaua or kuia, in most situations. In this
way, personalised, individual needs are able to be identified and addressed,
and specialised skills and attributes developed.
Most participants (12/14) also described flexible and adaptive approaches in
transferring knowledge in order to cater to different contexts, individual
needs, changing circumstances, unforeseen developments and opportunities:
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I constantly adapt the approach, but I s’pose I go back to the same mohiatanga,
or the same knowledge, so I have different ways of working with people
because that’s what’s effective for them. But I still hold the same kaupapa,
which is to help the person or to assist them to help themselves. So, although
the way we talk to each other or the things we might do are different, the
kaupapa’s still the same.
(T2)
Several participants explained in various ways that through such approaches
as described above, as individual sensitivity, awareness and skills are
heightened, students are increasingly motivated to seek, learn and practice
more knowledge and skills for themselves.
Many participants (9/14) described tikanga as a method of transferring
knowledge and/or as the basis of knowledge transfer. Some participants
displayed a mixture of western and Māori worldviews and values, sometimes
apparently at odds with each other:
I had a very pākehā up-bringing and I have a science background [however] .
. . I think science, once you make a connection to it, the only problem with our
curriculum is it’s hard to actually get kids connected to it.
(Linda Faulkner)
Other participants (4/14) were of the view that there are incompatibilities and
tensions between Māori and Western worldviews, so that attempts to
combine or integrate the two beyond tokenism are effectively doomed to
failure. These observations are consistent with authors such as Royal (2007)
and Williams (2004).
Half of participants in this research included descriptions of wairua or
methods related to spirituality in their approach.
Most participants (12/14) described an approach of leading by example in
order to transfer knowledge and do so credibly throughout their lifestyle:
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It’s trying to encourage my own, first and foremost, and then my extended
whanau, going into schools within the Te Rarawa rohe, or going and face some
community groups, ‘cos they want to learn a bit more. I take every
opportunity I get to be able to transfer that knowledge, especially to our
younger Māori tamariki.
(Abraham Witana)
9.7.4

What Methods of Engagement are Described?

Identifying participants’ descriptions of ways they have experienced or
themselves gone about, engaging learner interest and focus, is useful in
helping this research understand and identify any particular strengths,
weaknesses or emergent pedagogy useful to the purposes of this research.
The key themes in this subsection identify whakapapa, connectedness and
storytelling as key methods of engagement in understandings and approaches
to transferral of knowledge informed by Māori culture, along with practical,
proactive, confronting and meaningful activities.

Table  32:  Methods of Engagement
Participant

T1

T2
I

RE
WH
C
ST
KS

T3

T4
I

T5
I

REC
PA

REC

REC
PA

WH
C
ST
KS

WH
C
ST
KS
A/T
P

P
KISS

WH
C
ST
KS
A/T
P
G

T6
CON
RE
WH
C
ST
KS

T7
I
REC
PA
WH
C
ST
KS
A/T
P
KISS
G

T8
CON
REC
PA
WH
C
ST
KS
A/T
P

T9
I
CON

T10
I

T11

PA

PA

PA

WH
C
ST
KS
A/T
P
KISS
G

WH
C
ST
KS

WH
C
ST

P

P

CON

T12
I
CON
REC
PA

T13
I

WH
C
ST
KS
A/T
P

WH
C
ST
KS
A/T
P
KISS
G

G

T14
I

PA
C
ST
A/T
P

NR

Key:
A/T
CON
G
KISS
NR
PA
REC
WH

Ako / Tutu / Trial and Error
Confronting
Games
Keep it simple
No Response
Proactive
Reciprocal
Whakapapa

C
EX
I
KS
P
RE
ST

Connection
Experience
Immersion
Kaumātua Sourced
Practical
Reactive
Story Telling
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Almost all participants (12/14) described the use of whakapapa and
illustrating connectedness through storytelling as effective methods of
transferring knowledge, developing whanaungatanga with senses of
belonging and mutual responsibility.
Immersion in cultural activities and in wānanga, particularly on and around
the marae from an early age and throughout one’s lifetime, was described by
many participants (9/14) as a very powerful and effective method of
transferring knowledge by several participants.
Most participant descriptions of methods of engagement (11/14) were of
hands on, practical activities, either orchestrated or opportunistic, during
which students are informed, guided and facilitated towards an achievable
outcome with direct relevant consequence for their input and level of
performance.
Several participants (5/14) described effective mechanisms or methods of
promoting lasting learning such as:
Being in a confronting and uncomfortable environment is actually a really
good environment to learn in. I’m not sure how to articulate that, but it’s
almost like because all of your usual comforts and barriers are gone and you’re
so out of your comfort zone, out of your normal environment that it almost
makes you more open to receiving information.
(Linda Faulkner)
Most participants (9/14) described proactive, visionary methods of
motivating groups and individuals “ . . . actually planning and setting smart
goals, so they actually achieve what they want and they’ve got a pathway to
get there” (T2) to share and transfer knowledge “. . . so that progress is visible
or tangible . . .” (T2), promoting a sense of purpose, achievement and
effectiveness, and so encouraging further efforts.
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A few participants (2/14) described reactive technocentric methods of
transferring knowledge to counter in responding to and countering
‘environmental problems’.
Several participants (4/14), notably those more regularly involved in
educational facilitation, stressed that if delivery of information is necessary it
is best to ‘keep it simple’ to retain engagement, leading into practical hands
on sessions.
9.7.5

Timing,  Use  of  Time  and  Duration  

Identifying participants’ descriptions of ways they have experienced or
themselves gone about, engaging learner interest and focus is useful in
helping this research understand and identify any particular strengths,
weaknesses or emergent pedagogy useful to the academy.
The key themes in this subsection identify that passage of time holds little
meaning in perspectives informed by Māori culture, while timing in terms
such as readiness, is considered very important.
Table  33:  Timing, Use of Time and Duration
Participant

T1

NR

T2
TA
TO
TS

T3
TEH
TA
TO
TS

TE

TE

T4
TA

T5
TEH

T6
TEH

TO

TO
TS

TT

TT

TR

TR

T7

T8

TA
TO

TA

TT
TE

TT
TE
TR

T9
TEH
TA
TO
TS
TT
TE

T10

T11

TA
TO

TA

TT

TS
TE

T12
TEH
TA
TO

T13

T14

TA
TO

TA

TT
TE
TR

TT
TE
TR

TT
TR

Key:
NR
TE
TO
TS

No Response
Time Engineered Circumstance
Time Opportunity / As Arises
Time to Schedule/Programme

TA
TEH
TR
TT

Time Anytime
Time Early Hours
Time When Ready
Time As Long as it Takes

	
  

Many participant responses reflected a common perspective of, in some ways,
the passage of time holding little meaning or importance in balance with the
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importance of appropriate process of learning and meaningful outcomes:
It didn’t matter how long it took . . .
(Abraham Witana)
On the other hand, participants described various ways in which timing in
terms such as ‘readiness’ and appropriateness through season, occasion or
event, is considered very important and useful in facilitating effective transfer
of knowledge. In such cases the timing of information transfer was described
as being selected and implemented carefully. For example, several
participants described the early hours of morning being targeted by elders,
sometimes through, or reinforced by, ceremony or ritual during wānanga, as
the time to pass on knowledge that needed to be remembered for a lifetime:
The Kaumātua and Kuia at that time, they were telling us that’s when all the
spirits are awakened and our minds are more open and had the ability to take
in information and retain it forever.
(Abraham Witana)
9.7.6

Tools  

Identifying participants’ descriptions of educational tools is useful in helping
this research understand and identify any particular strengths, weaknesses or
emergent pedagogy useful to the purposes of this research.
The key themes identified in this subsection illustrate whakapapa and
storytelling, as well as ensuring meaningful context as effective pedagogical
tools for imbuing qualities key in developing life-skills.
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Table  34:  Tools
Participant
Tools

T1

T2
WH
ST
MHM
MC
RPT

T3
WH
ST
MC
CCC
WT

T4
WH
ST
MHM
MC

T5
WH
ST
MHM
MC

T6
WH
ST
MHM
MC

PPF

WT
RPT
PPF

RPT

T7
WH
ST
MC
WT
PPF

T8
WH
ST
MHM
MC
CCC
WT
RPT
PPF

T9
WH
ST

T10
WH
ST

T11
WH
ST

MC

MC
CCC
WT
RPT
PPF

MC

WT
RPT

WT
RPT

T12
WH
ST
MHM
MC
CCC
WT
RPT
PPF

T13
WH
ST
MC
CCC
WT
RPT
PPF

T14
WH
ST
MHM
MC

PPF

NR

Key:  
CCC
MHM
PPF
ST
WT

Communication/Collaboration/Cooperation
Metaphor / Hidden Meaning
Past/Present/Future
Story Telling
Working Together

MC
NR
RPT
WH

Meaningful Context
No Response
Repetition
Whakapapa

All but one participant described using whakapapa, storytelling and ensuring
meaningful context as very effective and long serving tools within Māori
culture for transferring knowledge:
When I’ve tried to pass on knowledge from up home, for example, to cousins of
mine or to nieces and nephews, it has dawned on me the power of turning
information into interesting stories, because you’re much more likely to
remember an interesting story than just keeping it to the facts. I know, for
example, when I’ve shared information with nieces and nephews by relaying it
in those powerful stories that were given to me, they were fascinated. And so
the whole way that our grandparents, our great grandparents, have passed on
information through stories now makes complete sense to me. Trying to find
ways to make information meaningful for them, otherwise it’s just
information.
(Linda Faulkner)
Repetition was also described by many participants (9/14) as a related and
very effective tool in transferring and reinforcing knowledge, such as the
same story related at different times by different people, perhaps in different
ways, or whakapapa recited consistently. For example:
We would be brought into the maraes, particularly when there were tangi on
or even certain hui with a large kaupapa that we had, and during the tangi
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time we learnt about whakapapa. That’s how that transfer of knowledge
happens - having to sit there and to listen to the whakapapa of the person that
had been deceased. On the second night, or the night before that person was
buried - we call that night ‘poroporoakī’, or his last farewells - that was a time
when any relative that was related to that person could get up and relate a
story of how they were related to that person, or some of the deeds or actions
that he had done.
(Abraham Witana)
While repetition was commonly described as an important tool, several
participants (5/14) conversely also explained that because important things
are not said lightly, these tend to be said only once and not repeated. This was
described around the transfer of special knowledge, such as during wānanga
and learning the likes of tauparapara.
These explanations by participants highlighted the importance of effective
attention and focus of communication skills – particularly of listening –
within an essential Māori cultural worldview and re-emphasised the level of
skills expected within communication preferences of VAK (Fleming & Mills,
1992). These observations are consistent with descriptions in the literature
(such as Royal, 2007; Williams, 2004).
Several participants (8/14) described knowledge of the past as a critical tool
for understanding the now and so forecasting what is likely to happen in the
future. Another tool, also described above in this study as a method, is
ensuring that the knowledge being transferred and the experience of the
transfer itself, is relevant, meaningful, in context and confronting, so more
likely to evoke an emotional involvement and passion, along with motivation
for an outcome.
9.7.7

Setting  

For the purpose of this study, ‘setting’ differs slightly from location or ‘where’
transfer of knowledge takes place. While the location of an event describes
physical or social features, such as ‘in the environment’, ‘setting’ goes further to
describe less tangible aspects of a situation that may add to mood or character,
247  
	
  

such as might a formal setting versus an informal setting, as well as wairua or
spiritual properties. Different settings may be utilised to influence educational
engagement, experiences and outcomes Lucas, (1972), not only in terms of
physicality, such as whether an activity is indoors or outdoors, but also in terms of
cultural, social, psychological and spiritual contexts (Panelli & Tipa, 2007). This
subsection presents data describing the importance participants placed upon
different settings.
The key themes illustrated in this subsection are that informal, nature-based or
home settings that include cultural and spiritual aspects are most effective for
transfer of knowledge transferring life-skills.
Table  35:  Setting
Participant

T1

T2
IL
HAS
WKS
CS
NB
SP

T3
FL
IL
HAS
CS
SP
WC

T4

T5

IL
WKS
CS
NB
SP

CS
NB
SP

T6
FL
IL
HAS

T7

T8

T9

IL
HAS

IL
HAS

CS

CS
NB
SP

CS
NB
SP

IL
HAS
WKS
CS
NB
SP

SP
WC

T10
FL
IL
HAS
WKS
CS
NB
SP

T11
FL
IL
WKS
CS
SP
WC

T12
IL
HAS
WKS
CS
NB
SP
WC

T13
FL
IL
HAS
WKS
CS
NB
SP
WC

T14
IL
HAS
WKS
CS
NB
SP

NR

Key:
CS
HAS
NB
SP
WKS

Cultural Activity or Context
Home Activity or Context
Nature Based Activity or Context
Spiritual Activity or Context
Work Activity or Context

FL
IL
NR
WC

Formal
Informal
No Response
Western Classroom Activity or Context

Most participants emphasised informal, nature-based or home settings as most
important in the transfer of knowledge imbuing a meaningful conservation ethic.
All but one participant described cultural and spiritual settings as also being very
important. A few participants’ responses reflected a leaning towards associating
transfer of knowledge with formal institutional and classroom settings in a more
standard western context, in keeping with contemporary educational practice.
9.7.8

Activities    

Participant responses were analysed to identify sorts of activities they
engaged in seeking to transfer knowledge towards the development of
awareness, knowledge, understanding, connections, attitude and values,
skills, motivation and participation in a conservation ethic.
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The key themes in this subsection indicate that storytelling associated with
hui and wānanga are believed to be the most effective activities for
transferring knowledge underpinning life-skills.
Table  36:  Activities
Participant
Content &
Activities

T1

T2
HG
GP

T3
HG

T4
HG

KA
KH
KO
IM

TA
HU
WĀ
WS
KA
KH
KO
IM

TA
HU
WĀ
WS
KA
KH
KO
IM

ST

ST

ST

HU
WĀ

T5
HG
GP
TA
HU
WĀ
WS
KA
KH
KO
IM
TU
AH
ST

T6

T7

GP
TA
HU
WĀ
WS
KA

GP
HU
WĀ
WS

KO
IM
ST

ST

T8
HG
GP
TA
HU
WĀ
WS
KA
KH
KO
IM
TU
AH
ST

T9
HG

T10

T11

T12
HG

T13
HG
GP

HU
WĀ

HU
WĀ
WS

HU
WĀ

HU
WĀ

TA
HU
WĀ

KO

KO

KA
KH
KO

KA
KH
KO

ST

ST

HU
WĀ
WS
KA
KH
KO
IM
TU
AH
ST

AH
ST

ST

KA
KH
KO
IM
ST

T14
HG

NR

Key:
AH
HU
KA
KO
ST
TU
WS

Aho GP Games & Play
Hui
Karakia
Korero/Conversation
Storytelling
Tutu
Waiata/Songs

HG
IM
KH
NR
TA
WĀ

Hunting & Gathering
Immersion
KapaHaka
No Response
Tangi
Wānanga

	
  

All but one participant identified hui and wānanga as very significant
activities for transferral of such knowledge, but within those even more
significant was storytelling within and around the korero or conversation
during hui and wānanga.
Practical activities, such as Hunting and gathering still featured as being
important activities, but were not considered as important in the context of
active knowledge transferral.
9.7.9

Content  

Identifying participants’ descriptions of teaching content is useful in helping
this research understand and identify the teaching purpose within the
activities themselves, in the transferral of knowledge relating to interactions
and relatedness with the environment.
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The key themes emerging from this subsection illustrate that priorities for
lesson content are whakapapa and whanaungatanga, useful knowledge,
tikanga and developing learners’ capacity to select and use knowledge
critically, engaging learning preferences
Table  37:  Content
Participant
Content &
Activities

T1

T2
WH
IR
LC

T3
WH
IC
IR
LR

V
A
R
K
UK
TK

LSU
V
A
R
K
UK
TK

T?
LS

LS

T4
WH
IC
IR
LR
LC
LSU
V
A

T5
WH
IC
IR
LR
LC
LSU
V
A

K
UK
TK
CK
T?
LS

K
UK
TK
CK
T?
LS

NR

T6
WH
IC
LC
LSU
V
A
R
K
UK
TK

T7
WH
IC
IR
LR
LC
V
A
K
UK
TK

T?
LS

T8
WH
IC
IR
LR
LC
LSU
V
A
R
K
UK
TK
CK
T?
LS

T9
WH
IC
IR
LR
LC
LSU
V
A

T10
WH

K
UK
TK

IR
LR
LC
LSU
V
A
R
K
UK
TK

T?
LS

LS

T11
WH
IC
IR
LR
LC
LSU
V
A

T12
WH

K
UK
TK
CK
T?
LS

K
UK

LSU
V
A

T?
LS

T13
WH
IC
IR
LR
LC
LSU
V
A
R
K
UK
TK

T14
WH
IC
IR
LR

T?
LS

T?
LS

LSU
V
A
K
UK
TK

PS

Key:
A
IC
K
LR
LSU
PS
T?
UK
WH

How to listen & speak
Inter-Connectedness
How to do / practice
Learn how to Receive
Learn how to select & Use
Play Skills
Tikanga
Useful Knowledge
Whakapapa

CK
IR
LC
LS
NR
R
TK
V

‘Chewed’ Knowledge
Inter-Relatedness
Learn how to Consider
Life Skills
No Response
Read & ‘Rite
Traditional Knowledge
How to Observe

Almost all prioritised inclusion of whakapapa with awareness and
appreciation of inter-connectedness and inter-relatedness as key lesson
content for transferral. Most participants also prioritised useful knowledge,
tikanga and developing learners’ capacity to select and use knowledge
critically (Royal, 2007), engaging communication and learning preferences
effectively.
9.8

Why  transfer  of  knowledge  in  this  way?  

Identifying and understanding why facilitators informed by Māori culture
describe the process of transferral of knowledge as they have in this research
may help identify pedagogical understandings that are different to
perspectives informed by mainstream Western perspectives. Pedagogy
informed by different philosophical understandings may provide

250  
	
  

perspectives of gaps in mainstream Western EE/EfS epistemology and
pedagogy that might not otherwise be identifiable or understood.
Six themes have emerged from this subsection illustrating rationales for
individual pedagogy to be based on combinations of experience, tikanga,
intuition or wairua, ‘common sense’, education theory.
Table  38:  Why transfer of knowledge in this way?
Participant
Content &
Activities

T1

NR

T2
WW
ET
TK
AAN

T3
WW

T4
WW

TK

TK
AAN
I/W

I/W

CS

T5
WW
ET
TK
AAN

T6
WW
ET
AAN
I/W

T7
WW
TK

T8
ET
TK
AAN
I/W

CS

T9
WW

T10
WW

TK

TK
I/W

CS

T11
WW

T12
WW
TK
AAN
I/W
CS

T13
ET
TK
I/W

T14
WW
TK
AAN
I/W
CS

Key:
AAN
ET

Assess & Address Needs
Education Theory

CS
I/W

Common Sense / Practical
Intuition / Wairua

NR

No Response

TK

Traditional Knowledge

WW

What Works vs. What doesn’t Work

Most participants explained that their approach or pedagogy is based on what
they have experienced as working with a particular type of person and/or
situation as against what they believe is unlikely to work or they have
experienced not working.
Most participants included tikanga as an approach that either they had
experienced as working or was a cultural protocol to be adhered to.
Over half of the participants described basing their decision of what approach
to engage upon intuition or wairua.
Several participants described their selection of approach or pedagogy as
being based upon common sense.
Several other participants described their selection of approach or pedagogy
as being based upon teaching or education theory.
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Most participants described a combination of at least three of the six
rationales.
9.9

Chapter  Summary    

The results of this chapter have been presented in eight sections. This section
of the chapter will present a summary of findings.
In the process of summarising the findings it has become apparent that five
further themes, reflecting epistemological and pedagogical aspects of the
data, are in evidence. These five themes lie in order of the occurrence in the
findings and have been demarcated using braces.
It has been found in Section 3 of this chapter that in perspectives informed by
Māori culture:
	
  

•

respect, value and maintenance of mātauranga is a key set
of knowledge for transfer or dissemination and that the
process of transfer and evolution of knowledge itself is an

•

whakapapa is both a key set of knowledge and a
mechanism for transferral and maintenance of cultural
knowledge, including inter-connectedness, interrelatedness and inter-dependence;

•

whakapapa is also important for the development and
maintenance of individual and community senses of
identity, place, belonging, context, purpose and direction;

•

Whakapapa and Whanaungatanga
(Interconnections and Relationships)

important part of mātauranga;

whanaungatanga is an important knowledge for transfer
to understand, respect and maintain relatedness and
relationships;
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rather than a particular knowledge set, optimal
development and well-being of individuals to
	
  

individual potentials is an important goal, requiring
combinations of individual and/or integrated

Self-identity,
Self-well-being,
Self-potential

•

approaches to facilitation;
	
  

Survival Skills

	
  

Community Well-being

•

‘life-skills’ are a key set of attitudes, values and skills for
transfer for individuals and communities to keep safe (in
a holistic sense), survive with integrity, be well and
continue;

•

male knowledge and female knowledge are distinctive
and, when acknowledged and combined, afford balance;

•

community values and skills in working together
(rōpūtanga), including communication, collaboration
and cooperation, are an important knowledge set for
	
  

transfer.
The key finding of Section 4 of this chapter is that in perspectives
informed by Māori culture, it is more important for a facilitated
activity and its context to be relevant, practical, meaningful and
engaging than to be in a particular place to be most effective in
transferring knowledge.

informed by Māori culture:

•

transfer of knowledge and life-skills occur most effectively
through life experience and events, particularly during
childhood, and;

Transferral / Pedagogy

It has been found in Section 5 of this chapter that in perspectives
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•

learning occurs (or not) according to learners ‘readiness’,
whether through circumstantial or facilitated
	
  

opportunities.
Section 6 of this chapter finds that in perspectives informed by
Māori culture, while kaumātua, kuia and family members are key
facilitators in the transfer of knowledge, everyone is a teacher and
everyone is a learner.
Section 7 of this chapter has addressed how knowledge, values
and skills that facilitate a Māori cultural conservation ethic
equating to EE/EfS are transferred through eight subsections. It
has been found in Section 7 of this chapter that in perspectives
informed by Māori culture:

•

communication and learning preferences described are
Mills, 1992) (see 9.7.1);

•

the key role and aim of facilitators is guiding and
facilitating learning through critical thinking, but
sometimes informing;

•

Transferral / Pedagogy

visual, aural/oral, and kinaesthetic or VAK (Fleming and

facilitation of learning ‘as’ or ‘as part of’ the environment,
as well as in’ and ‘for’ the environment (Lucas, 1979),
leading by example in one to one situations, using flexible
and adaptive approaches, is most effective for transfer of
knowledge and life-skills;

•

there is a tension in integrating Māori cultural and
Western cultural philosophies and approaches;

•

whakapapa, connectedness and storytelling linked with
practical, proactive, confronting and meaningful activities
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as key methods of engaging learners for transfer of
knowledge and life-skills;

•

passage of time holds little meaning, yet timing of
knowledge transfer is considered very important;
whakapapa, storytelling and ensuring meaningful context
are effective pedagogical tools for imbuing qualities key in
developing life-skills;

•

informal, nature-based and/or home settings that
incorporate cultural and spiritual aspects are most effective

Transferral / Pedagogy

•

for transfer of knowledge transferring life-skills;

•

Storytelling associated with hui and wānanga are most
effective for transferring knowledge that underpins
cultural understanding and life-skills.

Section 8 of this chapter has found that pedagogies of the facilitators of the
transferral of knowledge, values and skills informed by Māori culture in this
research were based on combinations of experience, tikanga, intuition or
wairua, ‘common sense’ and, in some cases, education theory.
9.10

Chapter  Conclusion  

The focus of this chapter has been to investigate participants’ understandings
and approaches informed by Māori culture for facilitating a transfer of
knowledge to help imbue a cultural conservation ethic that equates to EE/EfS.
This purpose tests a theory posed in the conclusion of Chapter 8 and
developed subsequent to the previous chapter’s findings, that such
investigation may reveal embedded epistemology and pedagogy that will
inform the purposes of this research. Three significant findings contributing
to the purpose of this thesis have arisen from this chapter. These will be
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briefly described and discussed here in order of least relevance to most
relevance in terms of this chapter’s purpose.
Firstly it has been found that there is a tension in integrating Māori cultural
and Western cultural philosophies and approaches (see 9.7.3). This finding is
consistent with the literature (see such as Williams, 2004) and is significant to
the outcomes of this research given contemporary EE/EfS literature (see such
as Chapman & Eames, 2007), seeks meaningful integration. The implications
of this issue will be considered in the discussion of Chapter 11 of this thesis.
Secondly, the finding of facilitation of learning ‘as’ or ‘as part of’ the
environment is persistent with findings in Chapters 6 and 7. This
holistic perspective and understanding contributes a deeper philosophical
perspective and added dimension than that of mainstream Western or
alternative for educational epistemology, pedagogy or curriculum to any
identified in this research’s review of the literature. This finding may be an
example of a consideration or view point that is not possible from an
anthropocentric-technocentric frame of reference, but which is perhaps
rudimentary within a holistic perspective, and so key to conceptualising and
achieving a shift in paradigm. It is representative of a holistic epistemology.
As such, this is a significant finding for the purposes of this research. The
potential ramifications of the emergent perspective of ‘learning as’ or
‘learning as part of’ the environment will be further considered in the context
of the purposes of this research in Chapter 11.
Thirdly, the results of this chapter as presented in the Summary section above
are persistent with the suggestion in the conclusion of Chapter 7 of this thesis
of indications of an intrinsic educational philosophy and pedagogy
interwoven and embedded within the results. Five epistemological and
pedagogical themes have emerged in the process of preparing the chapter
summary of this chapter, which appear to substantiate such early speculation.
There appears to be an identifiable intrinsic holistic epistemology and
pedagogy for EE/EfS embedded in Māori cultural perspectives,
understandings and practices. An appropriately focused analysis of the data
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in the context of the five themes that have emerged from this chapter will
investigate this in the following chapter.
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10.0

THE DATA: Embedded Epistemology & Pedagogy

PART 1

1. Thesis Purpose,
Structure & Outline
2. The HumanEnvironment Crisis,
Need for LEARNING
& Change, &
‘Education’

PART 3

PART 2

SETTING THE
SCENE

THE RESEARCH &
METHOD

FINDINGS

5. The Research:
Design &
Methodology

6. The Data:
Perceptions of Key
Formative Concepts

	
  

	
  

7. The Data: People Environment
Relationships & InterConnections

3. Mainstream EE &
EfS

PART 4
DISCUSSION &
CONCLUSIONS

11. Discussion &
Concluding Comments

	
  

8. The Data:
Perceptions of EE &
EfS

4. Indigenous &
Māori EE & EfS

9. The Data: Transfer
of Knowledge
10. Embedded
Epistemology &
Pedagogy

10.1

Introduction    

  

  

  

  

The purpose of this chapter is to frame the interview data and findings of this
research within the context of five epistemological and pedagogical themes
that emerged from the preceding chapter, to investigate whether or not their
combination represents or reveals a cohesive epistemological and pedagogical
framework for EE/EfS embedded in Māori culture.
A grounded theory methodology has been used to gather and analyse data in
this research (see Chapter 5). The data and results of the preceding chapters
indicate an intrinsic epistemology and pedagogy for EE/EfS embedded in
Māori culture. Chapter 6 found that descriptions by participants in this
research and in the literature (see such as Royal, 2007) of the objectives of
‘education’ and learning informed by Māori culture appear to juxtapose the
key objectives of mainstream Western EE/EfS. The data and findings of
Chapter 7 illustrate an embodiment within perspectives informed by Māori
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culture amongst participants in this research of critical understandings of
inextricable inter-connectedness, inter-relatedness and interdependence. This
embodiment and perspective has been described in the literature as a
pervasive conservation ethic within Māori culture (Davis, 1991; Williams,
2004) and as being largely absent amongst mainstream Western worldviews
(see Coyle, 2005). Chapter 8 found that the terms ‘environmental education’
and ‘education for sustainability’ have little meaning or application in most
participants’ understandings, who had no knowledge of a parallel construct
or practice within Māori culture as articulated by the participants in this
research. The attitudes, values and behaviours sought as outcomes of
mainstream EE/EfS are understood by participants, and indeed appear
through the data, to be associated with “ . . . being ‘Māori’ as tāngata
whenua” (Zack Makoare). The findings of Chapter 9 have included an
emergent perspective informed by Māori culture as articulated by my
participants of living and learning ‘as’ or ‘as part of’ the environment, as well
as identifying the five epistemological and pedagogical themes that are the
focus of this chapter.
In this chapter, epistemological and pedagogical objectives, outcomes and
methods from the participant interview data are grouped under the five core
values and themes identified as a finding of Chapter 9. The first four key
themes relate to outcomes described as being sought by each participant in
this research as the facilitator and/or learner. These are:

•

Interconnection and Relationships - Whakapapa and
Whanaungatanga;

•

Self-Identity, Self-well-being and Self-Actualisation - Mōhioake,
Hauoratanga and Atuatanga;

•

Survival Skills – Tū Motuhake;

•

Community Cohesion, Community / ‘Resource’ Well-being Whakawhanaungatanga, Rōpūtanga and Kaitiakitanga.
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The fifth theme relates to tools, approaches, applications and process involved
in the transferral of knowledge. Two sub-themes are evident within the fifth
theme: tools, approaches, applications and process that are identifiable within
objectives of mainstream Western EE/EfS described in the literature; and
tools, approaches, applications and process that arise from perspectives and
understandings informed by Māori culture. The fifth theme and two subthemes described in this chapter are:

•

Transferral and Continuance
o Mātauranga Māori / Tikanga Taiao
o Elements of Core EE/EfS Goals.

The following sections of this chapter will describe the philosophical and
pedagogical objectives associated with each of these five themes as reflected
in understandings and approaches informed by Māori culture as sourced
from the participants interviewed in this research. The order of presentation
follows the flow that has emerged in the results and summary of the Chapter
9 which, upon revisitation as part of the analysis for this chapter, is notably
reflected in the links and flow of information provided by participants in the
interview data.
It has been found in the process of thematic analysis and then organisation of
this chapter that clear categorisation of subthemes is difficult. The
descriptions in the interview data from participants of role, nature and
function of many if not all of the themes, subthemes and categories interconnect, inter-relate and interchange. Many if not all of the themes described
by participants in interviews and subsequently tabulated for analysis in this
research, might all at once be considered objectives, outcomes, tools,
approaches, content, applications, processes and activities in the context of
these five themes. For example, whakapapa has been described by almost all
participants throughout the interview data of this research as an objective for
and outcome of transfer of knowledge, while also an approach to, tool for,
topic, activity and process in and core content of the learning. Accordingly
the subthemes might be grouped appropriately in a variety of ways. Their
grouping in this chapter and section illustrates their most relevant placement
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as interpreted by the researcher in terms of the themes that have emerged.
The implications of this observation will be considered in the discussion
section of this chapter.
10.2

Inter-‐‑connections  and  Relationships  -‐‑  Whakapapa  and  
Whanaungatanga  

This theme is about imbuing understanding of the inextricable connection,
relatedness and interdependence of all, and the craft of establishing
awareness of and maintaining healthy relationships through developing
learners’ awareness, knowledge and understanding of their inter-connection
and relationships with te taiao (all that is in the now – [in some interpretations
including all that has been and will be]) through whakapapa (relatedness
through genealogy) and whanaungatanga (value of relationship, connection
and commitment - Hirini, 1997, p. 44). This was the dominant goal-oriented
theme evidenced in participant responses, recurring throughout the data and
inter-relating with all other themes.
Table  39:  Epistemology/Pedagogy: Whakapapa / Whanaungatanga / Connectedness /
Relatedness

Participant

T1

Whakapapa /
Connectednes
s/
Relatedness

T2
WH
C
PPF
RT
S/W

T3
WH
C
RT
S/W
GG

T4
WH
C
PPF
RT
S/W

T5
WH
C
PPF
S/W

T6
WH
C
PPF
RT
S/W

T7
WH
C
RT
S/W

T8
WH
C
PPF
RT
S/W

T9
WH
C
RT
S/W

T10
WH
C
PPF
S/W

T11
WH
C
RT
S/W

T12
WH
C
PPF
RT

T13
WH
C
PPF
RT
S/W

T14
WH
C
PPF
RT
S/W

NR

Key:
GG
NR
SW
WH

for the Greater Good
PPF
Past/Present/Future
No Response
RT
Respect
Spiritual / Wairua
Whakapapa – knowing who & what you are & where you stand & inter-relationships

Interview data from all but one participant reflects heavy emphasis upon
whakapapa/relatedness and connectedness and
whanaungatanga/relationships of te taiao (all that is) as critical objectives of
the transferral of knowledge because “we arrive at everything that we know
through all that whakapapa” (Dr. Hauiti Haukopa). For example:
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. . . everything that you do has some sort of connection along the way to an
ancestor, and of course that’s what it is about for us.
(Matua Hori Parata)
and:
We whakapapa to the earth, we connect to the Earth. And it’s not just the fact
that we were born and constructed out of the Earth, you know, we relate to the
earth, we connect to the Earth in the way we do things. You know, the places
we visit and the way we bury our dead and the way that we talk about the
land and the stories that it records for us.
(Dr. Hauiti Hakopa)
All but one participant expressed concern in terms informed by both Māori
culture and mainstream Western culture at the “ . . . state of the whenua and
Tāne’s children and the children of Tangaroa, our community and our
people” (Zack Makoare). Most participants described a related objective
responding to their perceptions of increasing disconnection or forgetfulness of
connection, and of relatedness and relationships with te taiao amongst their
communities and in mainstream Western society:
I think we’ve fallen into a way of thinking and being in the world that leads us
to believe that we’re separate. So I’m separate from you, I’m separate from the
Earth and I’m separate from the white middle class people that I talk about
sometimes, or tāngata whenua that I talk about, but in reality we’re all
connected and there’s that common strand that goes through everything and
all of it. So anything that we do ourselves impacts everybody else and
everything else in creation. And that is quite a powerful idea to try and come
to grips with when you consider how much is in creation as we know it. So for
me when you are talking about the environment, you need to be helping people
to remember.
(Dr. Pip Pehi)
Many participants described an appreciation and embodiment of interconnection as an objective because “ . . . that interconnection, that ‘one-ness’
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with Tangaroa in a spiritual sense, as true kaitiaki of Tangaroa, as kaitiaki of
the whenua, is key to holistic well-being” (Zack Makoare).
Being Māori as tāngata whenua is being as one with the land. To learn or
remember and relearn what it is to be tāngata whenua, the people - Māori or
Pākehā – need to return to the conversations, relationships and interactions
with the land, with each other and with themselves.
(Matua Hori Parata)
The importance of whakapapa and whanaungatanga as an underpinning and
inter-connecting set of knowledge and objective for learning was evident in
the way some participants’ explained them, such as with the theme of selfidentity, self-well-being and self-actualisation:
Knowing and understanding one’s own whakapapa helps a person know who
they truly are, how they came to be, why they are as they are, ‘where they
stand’, their place and their potential to become ‘atua’ – to be more than
‘human’.
(Dr. Hauiti Hakopa)
All but one participant emphasised whakapapa as a critically important
objective for learning in terms of self-identity, sense of place, sense of
belonging, sense of purpose, caring and motivation “ . . . being able to
contribute to the community” (T2).
The need to convey understanding and embodiment that all actions have
consequence, was also emphasised by most participants as crucial for learning
for life:
It’s about accepting what is. And the basic ‘what is’ is that we are related, we
are indivisible from what goes on around us: we are indivisible from the
people, we’re indivisible from the natural world, we’re indivisible from what
goes on in the spiritual world . . .
(Dr. Pip Pehi)
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Whakapapa was explained by many participants (9/14) as the main means or
mechanism of instilling awareness, understanding and respect of and
maintaining, an inextricable link between past, present and future.
In considering and understanding what our futures may hold, it is first
necessary to consider and understand the now and, before the now may be
considered and understood well, it is necessary to look behind and understand
in detail what has gone before.
(Abraham Witana)
Whakapapa, with its geographically related traditional stories or songs or
chants, was explained by many participants to hold the key to understanding
events in the past that explain what is likely to happen and what to do in the
‘now’ or future should signs of such events occur. Dr. Hauiti Hakopa
explained that:
. . . the opportunity to not repeat the mistakes and benefit from the learning
and wisdom of our ancestors exists, should we choose to seek, recognise and
accept the lessons imbued through whakapapa.
Accordingly, regular visitation and exposure to various whakapapa and
whanaungatanga as part of daily routine, such as through or with karakia and
tikanga, was explained as a crucial mechanism to help people understand, be
perpetually reminded of and embody the interdependence of their own being,
health and comfort with the inter-relationships and inter-connections of what
is around them. It was suggested that “ . . . a deep appreciation and respect of
life, self and all that is developed in these ways” (Dr. Hauiti Hakopa). For
example:
I’ve been teaching our children around having a small karakia when we are
near Tangaroa. What that brings is around a protection of understanding and
valuing and a commitment to understanding the dangers in true sense of
‘being one’ with Tangaroa. So from that in safety area you think about what is
Tangaroa is about and consider and respect and value Tangaroa more than
you have in the past. You remember to never turn your back on Tangaroa and
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always count the waves, remembering that that seventh wave is always the big
one. You learn that that will be the tongue of Tangaroa that reaches out to
claim the disrespectful.
(Zack Makoare)
Most participants (12/14) made reference to wairua and spirituality, and
described the understanding, respect of and competence in interacting and
maintaining connections and relationships in the context of spirituality
and/or wairua as an important awareness, connection, competence and lifeskill which “ . . . requires active protection and passing on” (Linda Faulkner).
If we were to be living on the Earth, not as detached or separate as our
technology ‘distanced-interferenced’ life is now, we would need at very least
some key people in our communities to have the abilities to access those worlds
and access that wairua knowledge. Because that comes back to the whole
concept of Mātauranga Māori and remembering our connectedness and our
potential to ‘be’ and be well.
(Dr. Pip Pehi)
Almost all participants (13/14) included whakapapa as an important means
of maintaining and perpetuating knowledge, history and links with identity
and cultural knowledge:
. . . it is whakapapa and karakia and waiata that reminds our people every day,
and that maintains the knowledge of mātauranga and the connections in here
[gesturing to head] and here [slapping chest] as part of here [gesturing around
the landscape] and there [gesturing to his maunga / ancestral hill].
(T14)
Many participants (11/14) linked whakapapa and relationships directly with
a goal of developing individual identity, well-being and development, “ . . .
ultimately towards maturity . . .” (Zack Makoare). Dr. Hauiti Hakopa
explained this process:
. . . is about ‘tupu.’ My father’s always talked about us as trees – not pine
trees but tōtara nurturing our mokopuna and rangatahi like trees, so they need
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to take their place in the sacred forest. Boom! So we grow them like that. And
one day becoming a mature tree in the sacred forest; a great tōtora; and then
perhaps through that atuatanga we talked about, that’s about one’s potential .
. . to learn that knowledge, that wisdom and become ‘more than human’.
The extension of whakapapa as an objective in terms of understanding and
respecting cultural perspectives of relatedness to being an objective associated
with holistic well-being of the individual illustrates the clear cross-overs and
interconnections between all four themes that are apparent in almost all
interview data from participants.
10.3

Self-‐‑Identity,  Self-‐‑well-‐‑being  and  Self-‐‑actualisation  /  Mōhioake,  
Hauoratanga,  Atuatanga  

This theme addresses equipping individuals to know oneself, one’s basic
needs and how to meet them, capabilities, strengths, weaknesses, and
limitations, as well as current condition in balance with individual needs,
whanau needs and community needs. Key outcomes of this theme are values,
ethics, respect and integrity through an ultimate goal of true self-knowledge,
self-well-being and self-actualisation (Maslow, 1973). These may be described
(in order) as mōhioake, hauoratanga and atuatanga.
Table  40:  Epistemology/Pedagogy: Mōhioake/ Hauoratanga / Atuatanga / Self-Identity / SelfWell-being / Self-Actualisation
Participant
Identity / Self
Well-being

T1
SI

T2
SI
SK
SE
SW

T3
SI
SK

T4
SI
SK

SW

SW

As

As

As

T5
SI
SK
SE
SW
AT
As

T6
SI
SK
SE
As

T7
SI
SK

T8
SI
SK

SW

SW
AT
As

As

T9
SI
SK
SE
SW

T10
SI
SK

As

As

SW

T11
SI
SE
SW

T12
SI
SK
SE
SW
As

T13
SI
SK
SE
SW
AT
As

T14
SI
SK
SW
As

Key:
As
SE
SK

As one with / part of the Environment
Self-Esteem/Self-worth
Self-Knowledge

AT
SI
SW

to become Atua
Self-Identity
Self-Well-being

Almost all the interview data from participants (12/14) linked whakapapa
and relationships directly with a goal of developing individual identity, well266  
	
  

being and development, as well as self-knowledge and “ . . . one-ness” (Zack
Makoare). Participants explained that, while such things are all interconnected this particular link is important because “you’ve got to know
yourself to know your environment” (Te Moengarau Hemopo) and “ . . .
understand that we’re a small part, . . . an important part, . . . of te taiao”
(Abraham Witana). For example:
Instilling that well-being that comes from knowing and understanding and
respecting oneself - that only truly comes from understanding that connection
with and respect for everything else - being as one – that can only come from
truly knowing oneself: learning and fully understanding what is needed and
what it is to be alive and well, and respecting that in yourself and others. The
mauri. And that’s in the whakapapa and the kaupapa Māori and mātauranga
and the tutu.
(Zack Makoare)
Most participants (12/14) described an objective for learners to understand
that the well-being of the individual reflects the well-being of the community
and its people, who are directly linked and a reflection of the well-being of the
land, and vice versa. For example:
It was reinforced for people at the wānanga awa that the river doesn’t just
exist in our rohe, but actually its literally part of who we are, hence the
proverb ‘I am the river and the river is me’ . . . There’s a direct connection
there because we have the river flowing through our veins, so if the river’s
unwell, we’re unwell and vice versa.
(Linda Faulkner)
Almost all participant interview data (12/14) described objectives of transfer
of knowledge needing to impart understanding of humans living and
learning ‘as’ or ‘as part of’ te taiao. “Looking after the holistic environment
should be understood to be looking after ourselves, looking after our whanau
- family and community . . .” (Zack Makoare) because “ . . . we are the
environment in which we find ourselves . . . [and] . . . basically if the natural
environment is paru (fouled), we will be paru” (Dr. Pip Pehi).
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All participants (14/14) described an objective of the development of a sense
of identity attached to place, family, relations, structures, land, nature, rivers,
lakes, hills, mountains, forests and all their inhabitants, “ . . . and all of those
are related by whakapapa and are ancestors, connected with a story . . .”
(Rawinia Puna) concurrent and interwoven with the learning of whakapapa
and whanaungatanga.
Several participants suggested an objective of individual interests and
attributes should be identified and developed through the transfer of
knowledge, “ . . . so that strengths can be brought out and honed . . . and the
‘not so goods’ humbled . . . and self-esteem built with self-worth and selfbelief . . .” (T2). Four participants similarly articulated an objective to “ . . .
develop people at what they are naturally good at, to benefit them as one part
of a community. And ultimately that community is a strong one that is aware,
capable yet humble” (T14).
10.4

Survival  Skills  –  Tū  Motuhake  

This theme is about equipping learners so that basic needs may be met for
survival, well-being and continuance through mātauranga Māori. It involves
the facilitation of knowledge, understandings, values, ethics, skills and
practices that equip individuals so that they are capable of caring for and
providing for themselves, for direct family and for the community, and for
adapting cooperatively to change. Interaction with the other themes is
implicit.
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Table  41:  Intrinsic Epistemology/Pedagogy: Tū Motuhake / Survival Skills
Participant

T1

Survival Skills

T2
SWI
SU
MC
P
LS
TC

T3

T4

T5

P
LS

SWI
SU
MC
P
LS

SWI
SU
MC
P
LS
TC
ECA

ECA

T6

MC
P
LS
TC

T7
SU
MC
LS
ECA

T8
SWI
SU
MC
P
LS
TC
ECA

T9
SU
MC
P
LS

T10
SWI
MC
P
LS
TC

T11
SU
MC
P
LS

T12

MC
LS
TC
ECA

T13

T14

SU
MC
P
LS
TC
ECA

P
LS

Key:
ECA
LS
P
SWI

Environmental Contextualisation / Adaptability
Life Skills
MC
Meaningful Context
Practical
SU
How to live ecologically ‘Sustainably’
Survival With Integrity
TC
Thinking Critically

Almost all participants (13/14) described life-skills as a core set of knowledge
values and skills to be transferred as part of learning as part of the
environment and imbuing a conservation ethic. ‘Life-skills’ described by
participants are a combination of awareness, knowledge and understanding
of relationships and connections that support the development of attitudes,
values and relevant practical ability, critical qualities and skills for survival,
well-being and community life. For example, objectives described by
participants during interviews in this research (or summarised for the
purpose of inclusion in this section), included:

•

“ . . . understanding connections and relationships” (T2);

•

environmental sensitivity, awareness, literacy and competence
(Abraham Witana), and;

•

the ability to adapt to different contexts to survive (Hinemoa Ngatai);

•

“ . . . how to survive and carry on with integrity . . .” (Matua Hori
Parata);

•

“ . . .knowing who you truly are” (Dr. Hauiti Hakopa);
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•

“ . . . karakia and how to ‘be still’ . . .” (similar concept to meditation)
(Dr. Pip Pehi);

•

“ . . . connect with wairua sources . . .” (Linda Faulkner);

•

“ . . . how to find good water, stay warm and how to find food” (Chris
Holtham);

•

“ . . . know the whakapapa, the stories and the songs . . .” (T14),

•

“ . . . be able to have true conversations with the Earth” (Zack
Makoare);

•

“. . . trusting your instincts . . .” (Te Moengarau Hemopo);

•

“ . . . how to ask questions, think critically and learn” (Tui Shortland)

•

“ . . . rōpūtanga – communicating, collaborating, co-operating . . . [and]
relating together as whanau, hapu iwi and as a community” (Rawinia
Puna)

10.5

Community  Cohesion,  Community  /  ‘Resource’  Well-‐‑being  
Whakawhanaungatanga,  Rōpūtanga  and  Kaitiakitanga  

This theme concerns the transferral and development of a sense of community
and of one’s place, role and responsibilities as part of a co-operative, resilient
and ‘well’ community. It is about community cohesion, well-being and
strength through qualities, connections, relationship, inclusion, responsibility,
communication, collaboration, cooperation and adaptability of
whanaungatanga and community through whakawhanaungatanga (the
practice and ways of developing and maintaining relationships) and
rōpūtanga.
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Table  42:  Intrinsic Epistemology/Pedagogy: Whakawhanaungatanga / Rōpūtanga /
Kaitiakitanga / Community / ‘Resource’ Well-being:
Participant

T1

Community
Strength &
Well-being/
Rōpūtanga

M

T2

T3

WN
WT
WB
M
T

CCC
WN
WT
WB
M
T

T4
WN
WB
M
T

T5
CCC
WN
WT
WB
M
T

T6

WB
M
T

T7
WN
WT
WB
M
T

T8

T9

CCC
WN
WB
M
T

T10

T11

WN
WT
WB
M
T

WB
M
T

T12
WN

WT
WB
M
T

WB
M
T

T13

T14

CCC
WN
WT
WB
M
T

WN
WT
WB
M
T

Key:
CCC
M
WN
T

Communication/Collaboration/Cooperation
Mātauranga Māori/Traditional
WB
Whakawhanaungatanga
WT
Tikanga & Ethics

Well-being
Working Together/Rōpūtanga

Interview data from all participants in this research identified mātauranga
Māori and traditional knowledge as critical objectives for the transferral of
knowledge because “ . . . in a taha Māori way, it is all about looking after the
people and the whenua, to look after te ao marama. One thing that’s for sure
is we need to protect the mauri of the land and everything to do with land;
otherwise we are not going to survive as part of all that” (Dr. Hauiti Hakopa).
Most participants (13/14) described the parameters established and
maintained through tikanga and integrity or ethics, as being very important
aspects of Māori culture to be transferred and developed for a cooperative
community to survive, be well and continue. For example:
We as Māori knew all of these resources had a limit, and we had to ensure
that, within our tikanga, those limits were always going to be there because we
wanted to be able to pass on the taonga that we had, or that we have in our
times now, for our children’s children’s children. We were always looking, or
our tupuna were always looking a hundred years ahead of their time to make
sure that a resource was always going to be there. It used to be that tikanga o
te taiao, tikanga o te moana, tikanga o te ngahere, were always followed. And
that was a tool, or the tool that was used to manage the people in accessing the
resource to ensure that the particular resource was there for evermore.
(Abraham Witana)
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Whakawhanaungatanga was also described in principle by participants
(10/14) as being an important life-skill for transfer so that social and
cooperative skills, including “ . . . communication, collaboration and
consensus . . . “ (Rawinia Puna) can be instilled as principles of rōpūtanga
towards best possible outcomes for the whole community, “ . . . including for
the domains of Tangaroa, Tane, iwi, hapu and for future generations” (Zack
Makoare). Such focus is advocated in the literature as objectives for a
cooperative, resilient and sustainable society (see such as Campbell, 2001;
Cullingford, 2004; Simmons; 2008). An example from the participant
interview data of this research is:
It’s about the people around you and, to work with them, it’s about interdependence. I could be completely independent, but I wouldn’t have the same
quality of life as somebody that was inter-dependent, that had a lot of people
around them that love them. I look at the people that I have around me and I
make sure that they are people that I want around me. Life-skills are about
nurturing those relationships by doing things like showing gratitude, by being
able to provide for them and share my mana with them. And help them when
they need it.
(T2)
Almost all participants (13/14) described an objective of community wellbeing. Most participants described an interdependence of community wellbeing upon the collective competence and well-being of the individuals that
make up that community.
It is in our people’s interest for our rangatahi to be fit and strong and in tune
with themselves, and in tune with all the realms of the world. Hauora. Wellbeing. It used to be talked about as ‘whare tapa wha’ – Mason Durie described
it as that - the holistic well-being of a person - 25-30 years ago. That sort of
thing. Strong, well, knowledgeable and capable people make up a strong, well,
formidable community, eh?
(Zack Makoare)
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Several participants in the interviews described modelling of attitudes, values
and behaviours as a combination of important objectives, content and
approach for transferral, which illustrates the inter-connectedness and interrelatedness of these five themes. An example of this was the inclusion in
interview data of all but one participant in this research of tikanga as core
material for transfer. For example:
So in the sense of this ‘sustainability’, it’s something we’ve always done, but
somebody’s gone and put a label on it. What you’re having is you’re having a
group of non-Māori saying there’s an issue there – ‘there’s a raping of the
kaimoana and there’s gonna be nothing left at this rate for your moko if we
don’t do something about it now’. That idea is not new: it’s what our tupuna
have taught us as kaitiaki, and theirs before them. In the tikanga. It means
being in touch with the pipi beds, forwards-looking and saving for tomorrow.
Saving for my moko’s moko. Doing something today so that my moko has an
opportunity to do something that I did, so they can work the same land that
their nanny worked in, as I do now when I go home. When I get back onto my
island I take a step off that barge, I walk up that pathway to my house, and
that’s the same road my nanny walked on. And I think ‘one day my moko are
gonna walk up this same road. I need to look after this road.’ So it’s looking
after – what I do today looks after tomorrow, with a flow on effect. That is
what we do.
(Hinewai Ngatai)
The preceding sections have described four themes that address objectives or
desired outcomes of a transfer of knowledge, values and skills equivalent to
mainstream EE/EfS informed by Māori culture as articulated by the
participants in this research. The following section and theme will present
descriptions of objectives, tools, approaches, content, applications and
processes indicated in participant interviews as mechanisms for transferring
and continuing a Māori cultural conservation ethic.
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10.6

Transferral  and  Continuance  

This theme encompasses the theoretical and practical mechanisms by which
objectives and outcomes of knowledge, values and skills core to a Māori
cultural conservation ethic are achieved, as described and evidenced in
participant interview data of this research.
Two subthemes are apparent in the data resulting from interviews of the
participants in this research describing tools, approaches, applications,
processes in transferral of knowledge, values and skills as informed by
understandings of Māori culture evidenced in interviews by the participants
in this research. One subtheme describes elements attributed to formative
mainstream Western descriptions of what EE/EfS needs to be and needs to
impart are represented in the interview data. A second subtheme addresses
approaches, applications, and processes that appear to stem from perspectives
informed by Māori culture as articulated by my participants.
Methods, tools and approaches described or otherwise evidenced by
participants in the interview data of this research as being engaged for the
transfer of knowledge have been presented in the preceding chapter (see
Sections 9.2 to 9.8). Rather than describing these again, this section will report
findings indicative of epistemology and pedagogy revealed through analysis
of the interview data of this research.
10.6.1 Transferral  and  Continuance:  Elements  of  Core  EE/EfS  Goals  
The interview data of all participants included some element or aspect of
tools, approaches, applications and/or process in transferral of knowledge,
values and skills that reflect or represent elements of mainstream Western
understandings and approaches to EE/EfS.
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Table  43:  Intrinsic Epistemology/Pedagogy: Elements of Core EE/EfS Goals:
Participant

T1

T2

T3

T4

T5

T6

T7

T8

T9

T10

T11

T12

T13

T14

Elements of
Core EE/EfS
Goals

AW
K

AW
K

AW
K
U
C
A/V
S
I

AW
K
U
C
A/V
S

AW
K
U
C
A/V
S

AW
K
U
C
A/V

AW
K

AW
K
U
C
A/V
S

AW
K
U
C
A/V
S

AW
K

G
F
In

G
F
In

G

AW
K
U
C
A/V
S
I

AW
K
U
C
A/V
S

G
F
In

AW
K
U
C
A/V
S
I
G

For
EA
ES
EC
EL

For
EA
ES
EC
EL
SP

AW
K
U
C
A/V
S
I
G
F
In
About
For

I

About
EA
EC

C
A/V
S
I
G
In
About
For
EA
ES
EC
EL
R

F
In
About
For
EA
ES
EC
EL
SP
R

I
G
F
In
About
EA
ES
SP
R

C
A/V
S
F
In
About
For
EA
ES
EC
EL

For
EA
ES
EC
EL
SP
R

In
About
For
EA
ES
EL

C
A/V
I
G
F
In
For
ES
EC
EL
R

In
About
For
ES

F
In
For
EA
ES
EC
EL

G
F
In
About
For
EA
ES
EC
EL
SP
R

ES
EC
EL

Key:
AW
A/V
EA
EL
F
G
In
R
SP

Awareness
Attitude & Values
Environmental Awareness
Environmental Literacy
Facilitation
Guidance
In the Environment
Read / Write
Shifting Paradigms

About
C
EC
ES
For
I
K
S
U

About the Environment
Connection
Environmental Competence
Environmental Sensitisation
For the Environment
Information
Knowledge
Skills
Understanding

The participant interview data included descriptions of learning being
‘informed, guided or facilitated’ (see Coyle, 2005) ‘in, about and for’ the
environment (Lucas, 1979) towards developing ‘awareness, knowledge and
understanding, attitudes, values, skills and participation’ (Ministry for the
Environment, 1998, p. 10-11; UNESCO-UNEP, 1978), as well as environmental
sensitisation, awareness, literacy and competence (see such as Coyle, 2005;
Orr, 1990, 1992a, 1992b; Scholz, 2011) and to shift mainstream paradigms to
holistic positions (such as Stables & Scott, 2002).
The details of the analysis regarding these methods, tools and approaches has
been presented in Section 7 of Chapter 9 of this thesis. The table above (see
Table 30) presents a summary of the data presented in Section 9.7 of this
thesis relating to this subtheme. 	
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10.6.2 Mātauranga  Māori  /  Tikanga  Taiao  
The themes in this subsection describe tools, approaches, applications and/or
process arising from Māori culture as described and evidenced in participant
interview data of this research in transferral of knowledge, values and skills
by which a Māori cultural conservation ethic is imbued. These themes are
illustrated in the table below (Table 44). As for the previous subsection, the
detail of analysis regarding these methods, tools and approaches has been
presented in Section 7 of Chapter 9 of this thesis.
Table  44:  Intrinsic Epistemology/Pedagogy: Mātauranga Māori / Tikanga Taiao / Transferral
and Continuance:

Participant

T1

Transferral &
Continuance

RM

CT

T2
KP
IS
RM
AC
FA
WW
LL
HV
CW
CT
V
A
K
DP
swc

T3
IS
ET
FA
WW
LL
HV
CW
CT
V
A
K
swc

T4
KP
IS
ET
RM
AC
WW
LL
CW
CT
V
A
K
DP
swc

T5
KP
IS
ET
RM
AC
FA
WW
LL
HV
CW
CT
V
A
K
DP
swc

T6
KP
IS
ET
RM
FA
WW
LL
HV
CW
CT
V
A
K
DP
swc

T7
ET
RM
AC
WW
HV
CT
V
A
K
DP
swc

T8
KP
IS
ET
RM
AC
FA
LL
HV
CW
CT
V
A
K
DP
swc

T9
KP
IS
ET
FA
WW
LL
HV
CW
CT
V
A
K
DP
swc

T10
KP

T11

RM
AC

RM

WW

IS

FA
WW
LL

HV
CW
CT
V
A
K

CW
CT
V
A
K

swc

swc

T12
KP
IS
ET
RM
AC
WW
LL
HV
CW
CT
V
A
K
DP
swc

T13
KP
IS
ET
RM
FA
WW
LL
HV
CW
CT
V
A
K
DP
swc

T14
KP
IS
ET
RM
AC
FA
WW
HV
CW
CT
V
A
K
DP
swc

Key:
A
CT
DP
FA
IS
KP
RM
V

How to listen & speak
Critical Thinking
Develop a Position
Flexible & Adaptable
Individual Specific
Know Learning Purpose
Relevant & Meaningful
How to Observe

AC
CW
ET
HV
K
LL
SWC
WW

Assessment on Competence
Community Well-being
Everyone is a Teacher / Learner
Whole Person Valued
How to do / practice
Learn how to Learn
Survival, Well-being and Continuance
What Works vs. What doesn’t

Many of the participants (11/14) in this research indicated through the data
from the interviews that learners need to know and understand “. . . what that
transfer of knowledge is about - what they are learning for” (Abraham
Witana) for meaningful transferral of knowledge, value and skills to occur. In
other words, learners should know the purpose of their learning.
Most of the participants (12/14) indicated in the interview data in this
research that activities and content being transferred for learning “ . . . needs
to be relevant, meaningful and has to make a connection for that person in
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order to be effective” (Linda Faulkner). Zack Makoare explained his
perspective informed by that Māori culture that:
. . . making change is brought about through an open heart, not through the
mind. You have to touch them and engage them and make it meaningful to
them at a personal level. So they understand that they are connected and how,
and know they belong and so are able to care. And then it’s about relationship
and doing together. We have drifted away by our education today being more
about observing rather than doing. From being in tune. Or being true.
(Zack Makoare, his emphasis)
Many participants (10/14) articulated a perspective informed by their
understandings of Māori culture that “ . . . from the earliest part of your life,
you learn how to learn and then you learn for the rest of your life” (Matua
Hori Parata, his emphasis).
Most participants explained that what was learnt and how varies from
community to community in context with local conditions and related needs,
but that:
. . . in a taha Māori aspect it’s about knowing what the rongoa are, or the
healing plants, it’s about knowing what the kai is, the mahinga kai, where we
gather our food from; that’s the stuff we teach our kids or our nephews and
nieces: by taking them out onto the land to gather things. And they learn
about how to use them and what to do with them.
(T2)
Almost all participants (11/14) described aspects of individuals being valued
as “. . . a whole person . . .” (Dr. Pip Pehi) in terms of being: “ . . . fit and
strong and in tune with themselves, and in tune with all the realms of the
world . . .” (Zack Makoare). Several participants interview data made
reference to Durie’s (1998b) ‘whare tapa wha’ model for holistic well-being in
explaining perspectives informed by Māori culture as represented in the
participants’ interview data for this research to incorporate concern and
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respect for the spiritual, mental, physical and relational dimensions of
individual well-being. For example:
. . . our whole idea about growing our children is to grow them into strong
trees: tōtara, haemata. You know, straight and being able to tread in this
whole world. So I know my kids are pretty much ready to stand anywhere in
the world. And they will never be lost.
(Dr. Hauiti Hakopa)
It was also explained in the interview data of many participants (11/14) in the
interviews of this research that, in their understanding of Māori culture,
individual strengths, weaknesses, attributes and talents are often most
effectively addressed and extended through activities tailored or otherwise
suited to extend and benefit particular individuals. A number of different
mechanisms were described, some of which are illustrated in Section 7 of
Chapter 9 of this thesis. Most participants emphasised “ . . . the importance of
focusing on traditional knowledge” (Tui Shortland).
Methods described include cultural immersion through “ . . . a process of
tikanga and ensuring that . . . [the learner] carr[ies] out things in the right
manner and with respect to whatever it [is] that we [are] doing . . .” (T2). In
this vein, many participants described cultural mechanisms that imbue and
reinforce a range of attitudes, values and behaviours respecting
interconnection, inter-dependence and relationships through their practice
and associated meanings. For example, Zack Makoare explained some
dimensions of “. . . many layers and effects . . .” that he understands develop
over time as each individual matures through life, of the common practice of
‘hongi’ upon meeting another:
From a Māori perspective, how Māori if they’re in tune with their
environment, the hongi is about a celebration of the oneness of everything
around them and it depicts that wisdom or knowledge that People like Pita
Sharples and people like that have, that true understanding of the whakapapa
with their environment whether its Tane, Tangaroa or whatever mātauranga
or knowledge that they have. In Pākehā the shake hand is a really good gesture,
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but the hongi is the expression of true meaning of sharing between one
another; the sharing of breath that celebrates the first breath of all life. Hands
are embraced and the two foreheads meet and there is a moment of stillness
and sharing the essence of life – how deep can that be? The meeting of minds,
spirit, there are lots of concepts in this. It gives a greater meaning to how you
greet someone, respect, true connection, aroha . . . there are lots of concepts
there. But it’s about reminding each other every day of that true connection,
eh?
(Zack Makoare)
Approaches, methods and tools for facilitating, guiding and informing
transfer of what has been learnt in the past can inform the present and be
called upon in the future towards survival, well-being and continuance of the
people. For example:
When our people, when our old people talk about how we are going to sustain
ourselves into the future they think about land; as being the source of
everything, as well as being our identity.
(Dr. Hauiti Hakopa)
All participant interview data included reference to or essence that the
knowledge and skills that are passed on being “ . . . proven knowledge, skills
and wisdom of our tupuna, passed so that the people are best equipped for
survival . . .” (Matua Hori Parata). This model appears to extend throughout
participant’s perspectives of ‘the Māori approach’ to all considerations and
actions through mātauranga and kaupapa Māori in the interview data of this
research.
The collective interview data from participants in this research illustrates that
transferral of knowledge of subject matter, objectives, tools, methods and
approaches, as well as their selection and implementation, occurs through
personal experience and observations, cultural traditions, instinct and
guidance in various ways not only by kaumātua, tupuna and forebears, but
by all members of a community. “The concept of ako in te ao Māori . . . is a
learning process but also implies that the teacher can become the student and
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the student the teacher; and in fact that is actually the reality of things” (Dr.
Pip Pehi). In other words, everyone is a teacher; and everyone is a learner
and “ . . . as learners, people learn how to go about passing that knowledge on
to others” (Chris Holtham).
The interview data from several participants (10/14) in this research reasoned
that learners having to themselves teach or pass on information to others is an
effective way of clarifying and reinforcing knowledge for learners. “ . . . by us
teaching and understanding how we’ve learnt demonstrates a level of
understanding and competence by way of practical and oral trial” (T14).
Matua Hori Parata explained the benefits of such practice being that:
In the Western paradigm today you learn how to ‘do’ something; you learn
how to become ‘something’. And then what they have to prove that you can do
it is that they give you a certificate of some sort. Whereas in pre-European
times the ‘learn’ that I’m talking about in terms of mātauranga, was that you
and your competence were assessed by all the Kaumātua, the Kuia and the
Tohunga of the tribe, in that ‘do you understand what you are doing?’ and
how to convey what you think you’re doing to somebody else.
(Matua Hori Parata)
A few participants described such practices as being important mechanisms “
. . . so that tikanga continues and that kaupapa, that mātauranga Māori, is
maintained” (Dr. Hauiti Hakopa).
Several participants’ interview data included descriptions of “ . . . older kids
looking after the young ones, taking them places – or bringing them back
from a little tutu [laugh] . . .” (Te Moengarau Hemopo), as examples of how
such practice continues within families with perspectives informed by Māori
culture. The effectiveness of multi-level ‘family’ or whanau groups is well
known and exhibited in the likes of the Waldorf/Rudolph Steiner (Oberski,
2011; Rivers & Soutter, 1996) approach to educational development.
Consistent with the results of Section 9.7.1 of this thesis, all but one of the
participants’ interview data reflect strong Visual, Audio/oral and
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Kinaesthetic (VAK) learning and communication preferences in their
descriptions of approaches and methods for transferring knowledge, values
and skills equating to the objectives of mainstream Western EE/EfS.
All of the participants’ interview data in this research indicates that capacities
for critical thinking “ . . . about real, perhaps uncomfortable situations – but
that mean something; so not being told ‘this is what to think’, but developing
a position of your truth . . .” (Linda Faulkner) should be imbued as a core part
of learning:
It is important for us, I think, as a people to know where we stand: our
whenua. This is my position. The land to me is important. It’s where I come
from and it’s where I’ll go back to. And I want it to still be there when it’s my
time. And even though this isn’t my land, and I’m referring to Dunedin here,
I still need to think about what I do here because somebody else’s tupuna lie
here and somebody else will lie here again. And on a daily basis what I do and
how I do it reminds me of that. So I hope that somebody else is thinking that
way about what they do on my whenua.
(Hinewai Ngatai)
	
  

10.7

Chapter  Summary    

This chapter sought to establish whether five themes and core values that
have emerged as a finding from the analysis of interview data in Chapter 9 of
this research represent a cohesive epistemological and pedagogical
framework for EE/EfS informed by Māori culture, as articulated by
participants in this research.
It is apparent from the analysis in this chapter of interview data sourced from
participants framed within the context of the five epistemological and
pedagogical themes, that the five themes are not transferred or learned in
isolation and do not stand alone. They inter-relate, inter-connect and are interdependent. Elements within each theme, and the themes themselves, appear
to reinforce and contribute to each other in a dynamic fashion.
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The interview data informed by Māori culture as articulated by the
participants in this research of this and preceding chapters suggests an overall
purpose of the five themes being the transferral of knowledge, values
(particularly including the five core values) and skills for the adaptability,
survival, well-being and continuance of the people.
An underpinning perspective of participants evidenced in the interview data
presented in this chapter of living learning ‘as’ or ‘as part of’ te taiao or ‘the
total environment’ (Brennan, 1974) is consistent with findings of preceding
chapters of this thesis.
The nature of the objectives relating to the themes core values in this chapter
arising from the data from participant interviews appears to be towards
guidance rather than being prescriptive. The objectives appear to be equipped
with an wide range of tools, content, method and approaches that facilitate
flexibility and adaptability to address a ‘curriculum’ that arises from
individual and community needs in a context of holistic well-being.
Some core elements and aspects of objectives, contents and many approaches
have been identified in common with contemporary Western EE and EfS
theory and practices within the data. Many aspects of objectives, content and
approaches have been identified that appear to be peculiar to perspectives
and understandings informed by Māori culture as articulated by participants
in this research.
The characteristics and qualities that have emerged from the framework
established by the five core values and themes informed by Māori culture as
articulated by participants in this research are distinctly different to anything
identified in this research’s review of the EE/EfS literature37.
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  A summary table, bringing together the key themes, sub-themes and categories of the emergent
epistemology and pedagogy, is too detailed for inclusion in this chapter but is attached at the rear of
this thesis as Appendix F	
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10.8

Chapter  Conclusion  

It is the conclusion of this chapter that an intrinsic epistemology and
pedagogy for EE/EfS arising from a framework of five core Māori cultural
values, with specific yet inter-related, inter-connected and inter-dependent
objectives and a reservoir of teaching strategies, is embedded within Māori
culture as articulated by participants in this research.
This is the final chapter in this thesis’ presentation of results. The following
chapter will discuss the findings of this research in terms of mobilising and
alternative framework for addressing epistemological and pedagogical gaps
in current mainstream environmental education.
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The development of ecological understanding is not simply another subject to
be learnt but a fundamental change in the way we view the world.
(John Lyle, 1994)

11.1

Introduction    

  

  

  

  

  

In this chapter the findings of this thesis will be discussed against the research
purpose and objectives, and conclusions drawn.
The purpose of this thesis has been to identify ways in which understandings and
approaches informed by Māori culture might help address epistemological and
pedagogical gaps in mainstream environmental education and education for
sustainability. This has been investigated through three research objectives:
1. to examine perspectives informed by Māori culture of key terms and concepts
that shape or otherwise influence understandings and perceptions of
‘environmental education’ and/or ‘education for sustainability’;
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2. to explore perspectives informed by Māori culture of human-environment
inter-connections and relationships;
3. to investigate how ‘environmental education’ or ‘education for sustainability’
or its equivalent is conceptualised, understood and practiced in perspectives
informed by Māori culture.
The gaps to which this research initially responds have been described in the
literature review of Chapters 2-4. The main findings responding to this
purpose and objectives were presented in Chapters 6-10 of this thesis.
This chapter will first refer to the key gaps identified in the review of the
literature, which provides the context for this research. The main findings will
then be revisited in response to the research objectives and purpose. An
educational model and framework that has emerged from the findings of this
research will be presented (Figure 5) and explained. Its epistemology and
pedagogy, including its purpose, objectives and curriculum, will then be
discussed against the literature in the context of EE/EfS in Aotearoa-New
Zealand. Finally, a discussion of implications for and contributions to
academic knowledge will lead to some concluding statements that close the
thesis.
11.2

Research  Context  

Chapters 2-4 of the thesis have reviewed the literature informing the purpose
of this research. This thesis is a response to critical gaps identified in the
literature regarding the adequacy of human response to the escalating global
human-environmental crisis: firstly, that despite fifty years of efforts,
particularly through environmental education and/or education for
sustainability, no meaningful changes have been achieved, and; secondly, that
holistic cultural epistemologies and pedagogies that are potentially key to
achieving such urgent paradigm shifts are not considered, understood or
included beyond Eurocentric interpretation and integration within Western
frameworks. The key overarching gaps identified in this research’s review of
the literature are:
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a. a need to recognise, agree and accept that the necessary shift of
mainstream ways of thinking to holistic positions cannot be made
using contemporary technocentric mainstream assumptions and
frameworks (see such as Cullingford & Blewitt, 2004; Van Eijck & Roth,
2009);
b. a need to identify an appropriate holistic framework, pedagogy and
strategy for transition;
c. a need to commit to and comprehensively engage the appropriate
holistic framework, pedagogy and strategy.
11.3

Thesis  Structure  and  Outcomes     

The results of Chapter 6 have addressed the first research objective and
contributed key understandings of formative terms and concepts arising from
perspectives of EE/EfS informed by Māori culture as represented by the
participants in this research. The second research objective has been
addressed through the results of Chapter 7, providing insight into and
examples of, the Māori cultural perspectives that informed the insights from
participants in this research and their understandings of the connections and
relationships between people and the environment. Chapters 8, 9 and 10 have
addressed the third objective. Chapter 8 has contributed several findings that
establish understanding of how education and learning equating to EE/EfS is
conceptualised and understood in this research’s participants’ perspectives
informed by Māori culture, including purpose, objectives and curriculum. The
results of Chapter 9 have provided an understanding of approaches and
mechanisms engaged in the facilitation of education and learning equating to
EE/EfS informed by Māori culture as articulated by the participants in this
research. Chapter 10’s findings have identified an intrinsic embedded holistic
epistemology and pedagogy for education and learning informed by Māori
culture as represented by the participants in this research that equates to
EE/EfS. This chapter, Chapter 11, draws upon the findings of Chapters 6-10
and responds to the research purpose with the presentation and discussion of
an emergent epistemology and pedagogy, conceptual model and framework
(refer to Figure 5).
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11.4

The  Research  Process  

This is a thesis built on grounded theory (Charmaz, 2006, 2014; Glaser &
Strauss, 1967) and methodology, drawing on my own experiences as a
teacher, environmental educator, researcher and citizen to identify a problem,
and then the starting points and initial theory of this research through the
review and consideration of international and Aotearoa-New Zealand
literature. I then researched and designed an appropriate methodology,
before gathering data through the interviews of tāngata whenua participants
throughout Aotearoa New-Zealand. During the process of analysis of the
interview data from participant in this research I developed further theory,
which I have tested against the literature and further analysis of the data. This
spiralling (Manning, 1986), action research process (Gloster, 2000) has built a
picture from which we are now are able to address the research question
conclusively in the light of a new theory and model that are grounded in the
research. The following sections will overview and discuss the findings of this
research and its conclusions.
11.5

Key  Findings  

  

Central to this thesis and the key contribution to academic knowledge are the
identification of an emergent epistemology and pedagogy and subsequent
development of a representative model and framework. The results and the
process of generating understandings within this thesis have resulted in this
conceptual model. The conceptual model depicts dynamic inter-connections,
inter-relationships, and inter-dependencies of five core values that have
emerged from the interviews and the wider literature that are characteristic of
and help maintain Māori culture38. These five core values and their dynamics
establish a framework for education and learning equivalent to EE/EfS in
perceptions and understandings informed by Māori culture. This conceptual
model and framework is presented in this section of the thesis as Figure 5
(below).

	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
   	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  
38

	
  Aldrich (2008) has described the objectives of education and learning within a culture to include the
transferral of core values that are characteristic of and maintain that culture.	
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LEARNING FOR LIFE
Environmental Education/
Education for Sustainability

SELF-IDENTITY /
SELF-WELL-BEING / SELFACTUALISATION

INTERCONNECTION &
RELATIONSHIPS
Whakapapa / Whanaungatanga

COMMUNITY /
‘RESOURCE’ WELLBEING

Mōhioake / Hauoratanga /
Atuatanga

RESILIENCE

Tū Motuhake
Environmental Competence
(Sensitive, Aware, Literate,
Capable, Critical Thinking,
Practical, Adaptive)

Kaitiakitanga /
Whakawhanaungatanga /
Rōpūtanga

  
  
  

SURVIVAL SKILLS

	
  

TRANSFERRAL &
CONTINUANCE
Mātauranga Māori /
Tikanga Taiao

	
  

  
  
Figure  5:  A Conceptual Model of Emergent Embedded Māori Epistemology and Pedagogy for
Education and Learning for Life: Survival, Resilience, Well-being and Continuance

Source: Author

Figure 5 illustrates that central to the core values informed by Māori culture,
and consequent to their inter-relationships and various capacities, is a
capacity for individual and community resilience. Each of the five themes
depicted in the Model and Framework (Figure 5) engage the epistemology
and comprehensively address the purpose and objectives of the pedagogy
described in Sections 7 and 8 of this Chapter. The following section will
overview and explain the purpose and nature of each of the five themes of the
emergent epistemological and pedagogical framework. The central theme of
capacity for individual and community resilience will be discussed later in
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this chapter in the context of objectives and curriculum of the emergent
pedagogy.
11.6

Overview:  The  Emergent  Epistemological  and  Pedagogical  
  Framework      

Hart (2010) has cautioned that presentation of cultural perspectives resulting
from research may be (and he suggests often have been) interpreted and
discounted by the reader as representative of cultural mystique. It is
important at this stage to qualify the following sections in noting that this
thesis has identified epistemology and pedagogy embedded in participant
interview data as ideology arising from perspectives in the interview data
informed by Māori culture, for discussion here. Ideology is about the
envisioning the ideal from a particular worldview (e.g. Mitchell, 1986). As
such, what follows is largely inherently utopian in nature: representative of
how living and learning could be from perspectives and understandings
informed by Māori culture as interpreted from participant interview data.
11.6.1 Interconnection  and  Relationships  
As described in section 4 of this chapter, the fundamental understanding
underpinning worldviews informed by Māori culture as articulated by almost
all of my participants and reinforced by the literature (such as Ka’ai, 2003;
Royal, 2002, Williams, 2004) is that humans are one part of the interconnected, inter-related and inter-dependent environmental community.
Accordingly, this lived reality has been found in this research as a core value
of Māori culture as articulated by most of the participants in this research, the
theme of which is interwoven in all living and learning activities. The purpose
of learning related to this theme is for the development of awareness,
knowledge and understanding of relationship with ‘the environment’ as te
taiao through connections (past, present and future) of relatedness, and the
development of healthy relationships through whakapapa and
whanaungatanga, as well as sense of identity, sense of place and sense of
belonging.
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All of these qualities and capacities are also described by various authors in
the literature as missing or weak in the mainstream Western worldview (see
such as Cullingford, 2004; Sterling, 2001) and as being urgently sought yet
largely elusive as key objectives of contemporary EE/EfS (Robinson, 2013).
Forms of epistemology and pedagogy which have the capacity to facilitate the
transferral and embodiment of these qualities and capacities are also being
sought (Bolstad, 2003; Eames & Barker, 2011).
11.6.2 Individual/Self  Optimisation    
This research finds that a second theme and core value for learning informed
by Māori culture as articulated by the participants in this research and the
literature is primarily about learning to know oneself and become the best one
might be to one’s potential. The purpose of learning under this theme is to
equip and motivate individuals to perform optimally to their individual
potential and so contribute optimally to the needs of the holistic community.
The objectives of such learning towards this purpose is to develop
understanding of and imbue concern for, the well-being of the individual as a
reflection of the well-being of the people, who are directly linked and a
reflection of the well-being of the land, and vice versa. The objectives include
development of self-identity, self-awareness, self-knowledge, and selfworth/value, through connection, sense of place and sense of belonging
directed towards self-well-being and potentiating self-actualisation. Key
outcomes of this theme are awareness, values, ethics, respect, skills,
competence and integrity. All of the qualities sought in this values-based
theme also resonate with those of key EE/EfS literature such as the Tbilisi
Declaration (UNESCO-UNEP, 1978).
11.6.3 Survival  Skills  
The third theme is about equipping learners for the core value of survival
with integrity in te taiao or the total environment. This aspect of learning is
about equipping individuals to meet basic needs for survival, well-being and
continuance through mātauranga Māori. It involves the facilitation of
knowledge, understandings, values, ethics, skills and practices that equip
individuals for survival and safety (in a holistic sense) so that they are capable
of caring for and providing for themselves, for direct family and for the
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community. So at a core level, for example, individuals learn how to locate
and maintain fresh water, how to locate and identify food sources, food
gathering, preparation and protocols, how to make fire and construct shelters
and utilise materials to produce fabric, tools and implements to meet basic
needs (e.g. Aldrich, 2008; Maslow, 1973). Another core skill set includes
awareness of, sensitivity to and understanding of spiritual/wairua aspects of
the environment, how to behave or not behave and how to keep safe in this
regard. Individuals learn about maintaining ecological balance through
developing and applying levels of environmental awareness, environmental
sensitivity, environmental literacy and environmental competence. A key
strength and skill sought to be developed in this area is the ability to know
how to learn and to think critically, develop individual opinion and make
informed decisions. Interaction with the other themes is implicit.
Authors such as Suzuki et al. (2007) suggest that widespread lack of such core
skill-sets in mainstream Western society has contributed to lack in awareness
of connection and relationship and so unsustainable attitudes, values and
behaviours that contribute to escalating local and global humanenvironmental crisis. Aldrich (2008) suggests that such widespread lack of
fundamental skills and reliance upon specialist assistance and technology
makes mainstream Western society vulnerable to unforeseen events and
change. He and others (see such as Allen, 1970; Robinson, 2010) argue that
ways of thinking about education and learning need to change urgently and
profoundly to allow such fundamental equipping of individuals and
communities. This thesis has identified an epistemology and pedagogy that
can help bridge this gap.
11.6.4 Community  Optimisation:  responsibility  and  well-‐‑being  
Māori culture stems from an ethics of co-operative society (Williams, 2004).
This research has found that sense of community and strength of community
are aspects of a fourth value and theme that is core to perspectives informed
by Māori culture: community optimisation, responsibility and well-being. The
purpose of this theme is to develop and maintain community cohesion, wellbeing and strength through inclusion, responsibility, communication,
collaboration, cooperation and adaptability; through whakawhanaungatanga
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(the practices of being familiness/relatedness), rōpūtanga (the practices of
working in a task-group) and kaitiakitanga (practices of taking care of the
whenua). This theme concerns learning sense of community and one’s place,
role and responsibilities as part of a community, including the holistic
community (understanding all things are inter-related and inextricably
interconnected by whakapapa, and interdependent at some level through
relationship), family or whanau described above. It also involves developing
awareness and understanding of others’ (human and non-human) place, role
and capacities as individuals, as part of the community and as part of te taiao.
Maintenance of harmony and well-being is the goal. This is a necessary and
desirable focus for a cooperative society.
11.6.5 Transfer  of  Knowledge,  Values  and  Skills  Towards  Continuance  
The overall purpose of the five themes is to transfer knowledge, values and
skills for the survival, well-being and continuance of the people. A key
understanding within perspectives informed by Māori culture like those
expressed by my participants is that the survival, well-being and continuance
of the people depends absolutely upon the well-being and continuance of the
land. Within such perspectives, people are understood to have a vested
interest in understanding, respecting and maintaining balance in their
interactions and relationships with the land and its co-inhabitants.
One participant (Tahu Potiki, p. 164) suggested that marrying Māori
philosophy to modern applications is flawed in practical terms. However, the
results indicate that practical elements of every action are not overlooked
within a mātauranga Māori worldview. Perspectives informed by Māori
culture as described by most of the participants in this research understand
that each action has a consequence – direct or indirect – and only actions of
which consequences are understood, appropriate and/or justified should be
taken. This research has found that this ethic is applied to the facilitation of
learning informed by Māori culture as represented by the participants in this
research and, ideally, to all considerations and actions through mātauranga
and kaupapa Māori: no action is taken in one thematic area of the
epistemology without consideration of the impacts upon the others. This has
been described by a few participants in this research as “ . . . the Māori
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approach . . .” (Zack Makoare), yet it is clear through the literature that it is
not uncommon amongst other indigenous cultures (such as Hart, 2010; Cajete,
1999; Kawagley & Barnhardt, 1999; Kemp, 2009; Turner, 2005). Such basic
understandings appear forgotten or overlooked in the Western worldview
(see Suzuki et al., 2007). With such perspectives and understandings
informing a worldview informed by Māori culture, it is hardly surprising that
the transfer of knowledge, values and skills towards continuance of the
people and their culture represents a core cultural value.
This theme addresses the approaches, methods, tools and processes engaged
for facilitating, guiding and informing the transfer of what has been learned
in the past that may inform the present and be called upon in the future
towards survival and continuance of the people. In academic terms this theme
addresses the pedagogy of education and learning: the science of how
knowledge, values and skills are transferred.
This being said, few of the set of methods, tools and processes described in
Chapter 9 of this research in facilitating, guiding and informing learning informed by Māori culture as described by my participants and the literature are unknown in Western mainstream EE/EfS settings. What is critically
different and highly significant to the purposes of this research, is the
framework of understandings, perspectives and assumptions from which set
of methods, tools and processes are applied, based on connectedness,
relatedness and relationship, respect, adaptability, resilience, well-being and
survival, as will be discussed in subsequent sections of this chapter: a holistic
epistemological and pedagogical framework. In other words, it is not the
methods, tools, processes and approaches for EE/EfS themselves or in any
combination and/or any well-intentioned integration of them into
mainstream Western EE/EfS epistemological and pedagogical frameworks
that may transition a paradigm shift to ecologically sustainable holistic
attitudes, values and behaviours. It is how they are perceived, valued, framed
and implemented. Simply put, holistic attitudes, values and behaviours can
only be meaningfully realised within frameworks modelling holistic attitudes,
values and behaviours.
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The importance of this finding to the pool of academic knowledge cannot be
understated: it is the single, most important understanding I have taken from
my entire journey and process of learning in this thesis. It is because of this
understanding and because of the inter-connected, inter-related perspective
and nature of understandings and approaches to learning informed by Māori
culture like those expressed by the participants in this research and in the
literature that this fifth theme offers little without the other four. It is
practically ineffective if not meaningless on its own. The significance and
potential of the emergent model and framework (see Figure 5) hinge upon the
inter-connected, inter-related nature of its epistemology and pedagogy. This
in itself appropriately models inter-dependence and an ecological principle.
11.6.6 Resilience  
As stated earlier in this chapter, central to the core values informed by Māori
culture depicted in the Model and Framework (Figure 5), and consequent to
their various capacities and inter-relationships, is capacity for individual and
community resilience. In section 2.10.1 of this thesis it was hypothesised that a
critical and inseparable interdependent relationship exists between resilience
and sustainability. This hypothesis extends Berkes and Ross’ (2013)
descriptions of an integrated concept of community resilience seated in a
synthesis of ecological understandings (see such as Hollings, 1973; Magis,
2010) and complex adaptive systems (see such as Davidson, 2010; Norris et al.
2008; Smit & Wandel, 2006). I theorised that capacity for resilience is both an
indicator and component of sustainability (Magis, 2010), and that sustainable
attitudes, values and behaviours, along with understanding vulnerabilities,
flexibility, innovation and capacity for adaptability, are component qualities
and aspects of resilience (Miller & Hopkins, 2013). I argued that this
interdependent relationship means there can be no meaningful semblance of
sustainability without capacity of resilience while, at the same time, there can
be no resilience without capacity for ‘sustainability’ in terms of capacity to
survive and progressively adapt and continue (see such as Aldrich, 2008).
Such capacity to survive, adapt, continue and be well as an individual and as
a community is represented in the five core values central to, characteristic of,
and maintaining, Māori culture, and depicted in Figure 5. In other words, the
model and framework depicted in Figure 5 illustrates the inter-relationships
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and interdependence of component qualities and aspects of resilience that
might facilitate an ecologically sustainable society. Figure 5 at the same time
illustrates 5 capacities of sustainability that equip an socio-ecologically
resilient society (e.g. Berkes & Ross, 2013). As such the model and framework
may be useful in consideration of resilience theory towards developing an
integrated approach to achieving community resilience (e.g. Berkes & Ross,
2013, Davidson, 2010).
The relationships between resilience and the core values informed by Māori
culture depicted in the Model and Framework (Figure 5), are complex due to
their inter-connection, inter-relationship, interdependence and simultaneous
occurrence of co-evolving dynamics within socio-ecological systems,
reflective of terms used by Berkes & Ross (2013, p. 7) to describe resilience in a
broad context of social science (see section 2.10.1). The relationships between
resilience and the core values are, however, in many ways illustrated in the
manner that the model readily appears to address needs expressed in the
literature. For example, Aldrich (2008) and others (e.g. Mehrotra, 2006; Oats,
2001; Porritt, 1991; Sterling, 2001; Suzuki et al., 2007; Simmons, 2008) argue
that in order to equip ourselves for resilience and survival and hope to
achieve a sustainable future, we need to understand our individual, biological
and ecological selves and our basic needs, as well as the interconnections and
inter-relationships of which we are part, in context with our specific and
global settings, as the basic underpinning of life and learning. The emergent
model and framework so equips capacity for resilience: understanding of our
individual, biological and ecological selves and our basic needs is addressed
at the one and same time through whakapapa/whanaungatanga
(interconnections/relationships), self-identity and well-being, and community
well-being, while also transferring the knowledge and skills through active
learning. All aspects of the model are engaged in some way contributing to
individual and community capacity for resilience.
As another example, Simmons (1991) and others (e.g. Gore, 2006; Porritt, 1991;
Scholz, 2011) suggests we need to not only understand the probable future
and have thought about possible, and preferred futures, but also to look
behind us, through history and work out what choices we have collectively
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made, learn from these, understand how to adjust and change the way we
think, behave and interact. This resonates with the emphasis in the interview
data upon whakapapa and whanaungatanga, including songs, sayings, stories
and karakia, as means of looking to the past to understand what is happening
and about to happen in the now, and so what is likely to happen in the future,
so that wise choices may be made for the individual and community
wellbeing. Awareness, knowledge, understanding and competence to give
meaning in local and wider context and so as adaptive capability and
resilience also stems from inter-related transfer of knowledge, capacities of
community well-being, survival skills, self-knowledge. Again, in one way or
another, all aspects of the model are engaged in some way in this example,
contributing to capacity for resilience.
In terms of theoretical explanation, the interview data and literature illustrate
that whakapapa underpins Māori culture, recording, identifying and
qualifying the complexities of how things have come to be as they are in the
now, how they are related and interconnected so that they may be understood
and accommodated in relationships. Therefore, if there is a starting point
described, it is with whakapapa. At the same time, through awareness and
understanding of whakapapa, self-awareness and identity is developed
towards knowing the true self and developing an individual to one’s
potential: to be all that one has potential to be in all regards, aware of their
strengths and weaknesses, competent yet humble in their capability.
Concurrently all members of a community develop awareness, knowledge,
understanding, skills and competence in survival skills (as described in 11.6.3)
so as to maintain their own well-being as well as being equipped to perform
and provide in this ‘basic’39 capacity as part of a cooperative community.
Skills in communication, collaboration and cooperation towards maintaining
relationships and wellbeing of the holistic community are developed,
respected and valued, including the skills of observation, critical thinking
capacity in adaptability. I suggest a human community composed of
individuals developed to their potential, aware of and confident in their own
and each other’s competence and integrity, aware, literate and engaged as
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It should be noted that many basic skills are in fact advanced skill sets, such as development of skill in
martial arts and bushcraft, as examples of an essentialities in a post-European Aotearoa-New Zealand
context.
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part of the environment in which they live, represents a socio-ecologically
resilient community.
There is little in the literature describing methodologies for facilitating and
achieving community resilience (Berkes & Ross, 2013, p. 17). However, as
discussed in section 2.10 of this thesis, cultural history and indigenous
cultures have been suggested as sources of such methodology (e.g. Aldrich,
2008; Royal, 2010; Simmons, 2008; Suzuki et al., 2007; Turner, 2005, Williams,
2004). Lessons in resilience, adaptability, well-being and survival embodied in
indigenous cultures and our collective indigenous pasts related in the
literature have been described in Chapter 2, section 10.2. The epistemological
and pedagogical model that has emerged from the analysis of the interview
data in this research represented in Figure 5 reflects, responds to and adds an
indigenous culture’s methodological framework to the sustainability and
resilience literature. In other words, the model and framework depicted in
Figure 5, together with the descriptions of transfer of knowledge in Chapter 9
of this thesis, provide the basis of a methodology for facilitating and perhaps
achieving community resilience and ecologically sustainable attitudes, values
and behaviours.
The emergent epistemology and pedagogy (Figure 5) appears to represent the
capacity sought in the literature (e.g. Bolstad, 2003; Eames & Barker, 2011) for
educators to facilitate the realisation of ecologically resilient and sustainable
communities and society (e.g. Aldrich, 2006, 2008; Aronson et al., 2010;
Blewitt, 2004, Campbell et al., 2001; Lautensach, 2003; Sterling, 2001).
The five themes of the model and framework, illustrated in Figure 5 and
summarised above, form the base of learning for survival, well-being and
actualisation of self, community and an ecological support system (the Earth)
that is the main finding and contribution of this research. This pedagogical
framework describes a different way of thinking about learning as a process
and ‘education’ as a purpose and outcome. It articulates an ecological
approach to learning, or ‘sustainable education’ (Sterling, 2001), that is
entirely flexible, adaptable and responsive to the needs of individuals and
communities, in balance with the environmental context and conditions. The
inter-relationships, inter-connections and inter-dependencies, along with the
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qualities imbued in the process, equip individuals, communities and peoples
within its culture with capacity for resilience and continuance. In other words,
this is a model and framework for learning for sustainability.
The following sections will now discuss the epistemology and pedagogy of
the emergent model and framework, including its purpose, objectives and
curriculum, as specific contributions to academic knowledge in the context of
the wider literature in this area.
11.7

Epistemology:  Living  and  Learning  ‘as  Part  of’  the  Environment      

A key finding of Chapter 6 is the understanding and assumption informed by
Māori culture as articulated by almost all participants in this research that
humans live and learn as one inter-connected, inter-related and
interdependent part of a total environmental community (te taiao). This
result, in itself, is not a new finding, but is nevertheless significant to this
research’s purpose and provides a starting point for this discussion. It is
significant that this theme pervades all the results chapters of this thesis. It
has been found in Chapters 8 and 9 that because of this underpinning
perspective within Māori culture, there has been no need for the development
of a special study of human-environmental interactions and so no cultural
equivalent to, or term describing, EE/EfS. The qualities sought as key
objectives in mainstream Western EE/EfS are incorporated in the ideals
informed by Māori culture like those expressed by many of the participants in
this research of living and learning to ‘be’ as tangata whenua (people of the
land). This result leads to three findings that are important to the purposes of
this research; the first one particularly so.
The first finding is that people with perspectives informed by Māori culture,
as described by some of my participants, live and learn ‘as’ the environment
or ‘as part of’ the environment, beyond ‘in’, ‘about’ or ‘for’ the environment
(e.g. Ministry for the Environment, 1998). This represents an emergent holistic
epistemological perspective and understanding that is fundamentally
different from mainstream Western perspectives represented in contemporary
EE/EfS literature. As such, this is a significant finding that has implications
for and contributes to, academic knowledge. This finding is an example of a
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consideration or viewpoint that is not possible from an anthropocentrictechnocentric frame of reference, but is rudimentary within an indigenous
holistic perspective (Hart, 2010) and so is core to conceptualising and
achieving a shift in paradigm towards holism. This simple shift in perspective
is key to understanding, for example, that harming one’s environment (or
community in a holistic sense) harms oneself directly or indirectly. This state
of understanding and ‘being’ (Cajete, 1999) is representative of where the
mainstream needs to be shifted to: the ultimate objective of EE/EfS. Just
thinking, valuing and behaving as part of the environment can help clarify
and consolidate such understandings (Booth & Jacobs, 1990) and is perhaps
all the seed that needs sowing and nurturing for such change to occur
(Mehrotra, 2006), at least at an individual level. Beyond understanding how
such a state of understanding is achieved and maintained, implementation of
education and learning upon this simple shift in epistemology appears likely
to be critical in securing humanity’s future.
The second finding is a substantiation of Williams’ (2004) observation of a
pervasive and enduring conservation ethic evidenced in perspectives,
understandings and approaches informed by Māori culture. This is an
important quality that Williams (2004) and others suggest is symptomatic of a
cooperative society and not common or durable within the contemporary
competitive societal mainstream (Chapman, 2004). The relationship of the
pervasive and enduring quality with an underpinning holistic ethic embodied
in Māori culture substantiates advocacy (see such as Lautensach, 2003; Miller
& Hopkins, 2013; Robinson, 2013; UNESCO-UNEP, 1978) for a paradigm shift
away from the economic-competitive-growth ethic of the contemporary
mainstream and towards co-operative holism.
The third finding is that the underpinning holistic perspective of inextricable
inter-connectedness and inter-relatedness of all that is, provides for EE/EfS
within Māori culture. This finding illustrates that committed comprehensive
engagement of holistic educational frameworks has real potential to shift
mainstream awareness, attitudes, values and behaviours towards ecologically
sustainable holistic philosophical positions. Going about engineering a
transition to such a mainstream condition is the urgent challenge to which
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this research responds.
Holistic understandings of inter-relatedness and inter-connectedness appear
to underpin perspectives, attitudes and values informed by Māori culture like
those of my participants. Understandings of ‘education’, as well as the
purpose and process of learning informed by perspectives of Māori culture
appear to juxtapose ideals and key objectives of mainstream Western EE/EfS
(e.g. see Ministry of Education, 1999b). While there may not be or even have
been (historically), a need for a discipline or descriptor equivalent to EE/EfS
apparent in Māori culture as understood by my participants, the pervasive
conservation ethic evidences that transferral of qualities ideally sought
through EE/EfS occurs effectively nevertheless. Core aspects of a set of
understandings, mechanisms and approaches informed by Māori culture for
such transference have been identified and described in Chapter 9 of this
research. My participants articulated that while the ideals and objectives for
transferral are commonly held, the way of thinking about and valuing them is
fundamentally different. It is this essential difference that provides a
framework that affects the potential for their actualisation. As emphasised in
the literature (e.g. Eames & Barker, 2011; UNESCO-UNEP, 1976), a framework
arising from and reflecting holistic understandings and approaches would
transfer holistic principles, perspectives, attitudes and values. The results of
this research indicate understandings and approaches to education and
learning informed by Māori culture does provide such a framework. The
following sections explain why and how.
11.8

Pedagogy:  Transferring  Knowledge,  Values  and  Skills    

11.8.1 The  Purpose  of  Education  and  Learning    
An important theme and finding arising from the data of Chapter 6 of this
research is the belief that central to effective ‘education’ and learning is both
facilitators and students understanding and engaging with its purpose.
Aldrich (2008), Cullingford & Blewitt (2004), Sterling (2001) and others in the
literature are adamant that critical to change, and very likely human survival
and continuance, is a reappraisal and adjustment of the nature and purpose of
education and learning in contemporary society.
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The purpose of education and learning in mainstream Western society has
been described widely in the literature as being determined and perpetuated
by the contemporary ethic, focus and drive towards an ideal of indefinite
economic development and growth (Miller & Hopkins, 2013; Sauvé, 1999;
Sterling, 2001). Because this model and way of thinking and behaving is
clearly evidenced to be the main cause of the amassing symptoms of global
human-environmental crisis, a different model and way of thinking and
behaving is needed.
In contrast, this research found that perspectives and understandings held by
most participants in this research describe the purpose of ‘education’ and
learning within Māori cultural practice to be to transfer of knowledge and
skills that equip individuals and communities for survival, resilience,
wellbeing and continuance. Similar fundamental purpose for education and
learning is advocated as an ideal in the literature (see such as Aldrich, 2008;
Delors in Blewitt, 2004, p. 25; Millman, 2000; Moss, 2010, Orr, 2001). This
purpose was consistently represented throughout the data of this research as
‘life-skills’. This general perspective of the purpose of ‘education’ and
learning has synergies with the National Curriculum (2007) and other
formative documents, including The Belgrade Charter (UNESCO-UNEP, 1976)
and The Tbilisi Declaration (UNESCO-UNEP, 1978). The main element of
difference influencing the potentialities of understanding and approaches to
education and learning informed by Māori culture as against mainstream
Western EE/EfS lies in applications of an holistic-indigenous rather than a
technocentric-Eurocentric philosophical frame of reference. This difference
needs to be clearly understood and addressed. The perpetuation of the
mainstream Western educational model based on an unsustainable economic
ethic of indefinite growth in the face of basic ecological truths does not make
sense: in fact it is arguably suicidal (Suzuki et al., 2007). The underpinning
purpose of education and learning needs to be urgently realigned to an ethic
based on capacity for sustainability: for survival, resilience, well-being and
continuance.
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In an indigenous sense, a community is only as strong as its members (Kemp,
2009; Ulluwishewa et al., 1997). The strength of a community’s relationships
and respect, institutionalised in its culture, is enhanced or constrained in its
members’ ability to communicate, collaborate and cooperate (David, 2003). By
optimising each individual’s development to their potential based on holistic
and realistic perspectives, each individual is able to contribute most
effectively to and as part of the community, for the good of all. In this sense
‘education’ is truly a community investment in its members, towards its
continuance and collective futures.
By comparison, Robinson40 and others explain Western society’s education is
directed at standardising an education ‘product’ that is not applied or
practical, within a competitive social climate. Society is, in the main, reliant
upon specialists to do specific practical tasks and run society (Suzuki et al.,
2007). As a result most citizens lack general practical, survival or ‘life-skills’; a
very vulnerable situation. In descriptions of an idealised community
informed by Māori culture such as some reflected in the interview data of this
research many members, if not all, have the base life-skills and are literate to
the environment to address basic needs, as well as specialist skills. This may
or may not be so. Applying similar ideals, there has been a time in Western
society when communities were similarly equipped (Aldrich, 2008). In order
to become an ecologically and socially resilient community (Berkes & Ross,
2013) Aotearoa-New Zealand needs to recover such competencies through a
change in thinking about, framing and practicing education and learning.
The following section will describe the outcomes sought through the transfer
of knowledge, values and skills in the EE/EfS philosophy and pedagogy that
has emerged from this research.
11.8.2 Objectives  
Understandings of ‘education’ as well as the purpose and process of learning
informed by Māori culture, are represented in the interview data in Chapters
6, 8 and 9 of this research. Qualities described in the data as crucial for an
individual to be well-equipped for life (life-skills) closely resemble the Tbilisi
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(UNESCO-UNEP, 1978) objectives for environmental education, with some
additions (highlighted):
• holistic awareness,
• knowledge,
• understanding,
• connection (with self and surroundings),
• attitude, values and integrity,
• practical, critical and communication (in a holistic sense) skills,
• motivation and participation
• competence and adaptability.
These additions require a short explanation. The capacity of awareness is
relative to individual and/or cultural perspectives of reality as well as
individual sensitivities. For example, the idea of learning as or as part of the
environment (described above) has emerged from this research as a
perspective and an assumed reality in perspectives informed by Māori culture
of many of the participants in this research that is not contemplated as a
possibility in literature reflecting Western technocentric or Eurocentric (Hart,
2010) perspectives of reality. The data describing learning ‘as part of’ the
environment emphasises a need for awareness of the total environment (Scott,
1984) and its interactions: physical, biological, social, cultural, emotional and
metaphysical (see definition of key terms, Chapter 1). Such learning describes
awareness of the whole: hence the distinction ‘holistic awareness’. This is
consistent with Fien’s (2001) and others’ descriptions and advocacy of holistic
perspectives as part of the critical shift in thinking needed to effect a
meaningful transition in paradigm.
The capacity of ‘connection with self’ refers to data emphasising need to
develop and maintain intimate awareness and knowledge of potential,
current state of health, condition and well-being, needs, physical and mental
capacity, skills, strengths and weaknesses of individual self (Abraham
Witana; Matua Hori Parata, T2). This capacity is also described in the
literature as a feature of indigenism (see for example Hart, 2010).
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‘Connection with surroundings’ is similarly documented as a feature of
indigeneity (see such as Cajete, 1999) and is linked with holistic capacities of
communication. Both involve awareness, recognition and interaction with all
dimensions of the total environment manifested in perspectives informed by
Māori culture of almost all of my participants, for example, in matter-of-fact
descriptions of wairua and everyday communications with deceased
ancestors (Dr. Pip Pehi; Linda Faulkner; Te Moengarau Hemopo) and/or
conversations with waterways (Linda Faulkner; T14; Zack Makoare), birds
(Rawinia Puna), whales (Matua Hori Parata) and/or trees of the forest
(Abraham Witana; Dr. Hauiti Hakopa). Lack of awareness or philosophical
acceptance of worldviews and realities such as these within mainstream
perspectives does not affect their actuality: it merely limits mainstream
perceptions of possibility (Hart, 2010).
The emphasis upon the capacity for ‘motivation’ arises from descriptions in
the data in Chapter 6 and 9 of this thesis of the importance of one’s sense of
connectedness and relatedness, and related sense of identity, sense of place
and sense of self as part of all that is in creating a sense of belonging,
emotional attachment and responsibility (caring). The capacity to care
stimulates committed engagement or ‘motivation’ to participate fully. Such
rationale emerging from the data has synergies with descriptions of what
EE/EfS needs to be. For example, authors including Aldrich (2008), Bolstad
(2003), Bowers (1999), Robinson (2013), Sauvé (1999) and Tilbury (1995), list
descriptions of what EE/EfS needs to be, including:

•

Relevant

•

Holistic

•

Clear

•

Meaningful

•

Values-oriented

•

Issues-based

•

Practical

•

Action-oriented
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•

Interesting

•

Engaging

•

Critical

The Tbilisi Declaration (UNESCO-UNEP, 1978) also advocates that qualities
such as these should underpin all learning, social activity and humanenvironment interaction.
Capacities of ‘competence and adaptability’ are an important addition to the
Tbilisi template emerging from this research. The objective of competence in
life-skills has been identified as a bottom line measure within perspectives of
learning informed by Māori culture both in the findings of this research and
in the literature (see Cooper, 2010; Durie, 2010; Royal, 2007). Within such
perspectives, competence in life-skills is expected of everyone. Learner
competence is demonstrated in the levels of awareness, skill and ability to
observe, understand, think critically and creatively, communicate, collaborate,
cooperate and do, measured in wellness and the ability to adapt and survive
comfortably, ensuring provision for future generations. This is a model of
sustainable education (Sterling, 2001).
A distinction of perceptions and understandings of what construes ‘success’
in perspectives informed by Māori culture in contrast to those informed by
mainstream Western perspectives is clarified through understanding what is
valued as the purpose and outcomes of education and learning. ‘Success’ in
terms of ideals informed by participants in this research’s results is reflected
in degrees of competence, mana, comfort, health, well-being, self-esteem, and
happiness at individual, family and community levels.
In contrast, in the context of contemporary Aotearoa-New Zealand, as an
example of Western society41, competence is measured against industry
standards (National Standards in primary; NCEA in secondary; degrees in
tertiary) (Eames & Barker, 2011) and demonstrated in individual’s ability to “
. . . regurgitate accepted thinking . . .” (Linda Faulkner), in order to ‘achieve’
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standardised ‘qualifications’ (Chapman, 2006). Sterling (2001) observes that
individual ‘success’ in mainstream Western society is commonly determined
to a greater or lesser degree by level and nature of academic qualifications,
position held, income bracket and standard of living. Contemporary
education is about perpetuating the status quo, which has led to the escalating
global-human crisis and is not ecologically sustainable and, as such, is not a
sustainable model.
The results of Chapter 9 include descriptions of an ideal outcome of education
and learning informed by Māori culture articulated by many of the
participants in this research as being the development, maturation and
holistic well-being of each individual within a holistic ‘community’ as one
part of an interactive, inter-connected, inter-related and inter-dependent
whole. This result is consistent with the literature in the context of Māori
education and learning in Aotearoa-New Zealand (Durie, 2004, 2010;
Edwards, 2010; Hook, 2007; Macfarlane, 2004; Royal, 2007). Also consistent
with this set of literature is an overarching ideal objective for education and
learning described in Chapters 6 and 9 of this thesis: for the optimisation of
each individual towards their individual potential (atuatanga). What appears
to be a new finding emerging from Chapter 9 of this research is an objective
for learning of all individuals within a community being optimally competent
(and aware of each other’s level of competence) to equip an optimally
competent, adaptable and resilient community. The ramifications of this set of
findings link with the following paragraph, and will be discussed later in this
chapter in the context of community and ‘resource’ well-being and
community resilience.
The capacity for ‘adaptability’ is a recurring theme in the results of Chapters
6, 8 and 9 of this research as an important objective of education and learning
informed by Māori culture as represented by my participants. The perceived
value of adaptability has been explained in the interview data as a cultural
response to the recognition of a perpetually changing world in a perpetually
changing universe (Abraham Witana; Dr. Hauiti Hakopa). Survival and
continuance in such a setting requires perpetual awareness of, sensitivity to
and literacy (see such as Orr, 1990; Roth 1991, 1992) of the state of te taiao in
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both general and specific contexts, as well as knowledge, understanding,
attitude, skills and competence to maintain balance and/or adapt
appropriately to change. Authors including Dovers (2007) and Smit and
Wandel (2006) advocate such adaptive capacities as a key component of
individual and community resilience, lacking in mainstream Western societies
(such as Norris et al., 2009). The literature reviewed in Chapter 2 indicates
that community resilience, ‘adaptability’, ‘adaptive capacity’ and
‘vulnerability’ of human systems have become part of a closely associated
focus are increasingly becoming a closely associated focus of research and
literature as acceptance of symptoms of the global human-environmental
crisis spreads and as a consequence of increased incidents of large-scale
natural disasters (see Berkes & Ross, 2013; Fazey et al., 2007) and economic
recession (Codburn, 2009). The inter-relationship between resilience,
adaptability, well-being and vulnerability are described in section 2.10.1 of
this thesis. The results of this research lead to a finding that, despite not being
articulated in such terms, individual and community resilience is an
underpinning quality and outcome of education and learning informed by
Māori culture.
11.8.3 Curriculum  
The descriptions of approach to curriculum and learning resulting from this
research are consistent with Royal’s (2007) descriptions of education and
learning informed by Māori culture (see also Durie, 2010; Edwards, 2010;
Mahuta, 1974). Such descriptions have synergies with those by such as
Aldrich (2008), Bolstad (2003), Bowers (1999), Robinson (2013), Sauvé (1999)
and Tilbury (1995), of what EE/EfS needs to be (refer to Chapter 3). There are
further synergies with Jensen & Schnacks’ (1997) ideas of action competence,
and particularly with Eames et al's (2009) frameworks for action competence
and whole-school approaches to learning and curriculum in Aotearoa-New
Zealand. The key competencies identified in the National Curriculum
(Ministry of Education, 2007) also converge well with the action competence
literature (Eames et al. 2009). Action competence and whole-school
approaches to learning and curriculum have also been described in Chapter 3
of this thesis. A key element of difference between the descriptions of
curriculum and approach informed by Māori culture identified in this
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research and those of approaches arising from the literature lies in
philosophical perspectives of the nature and purpose of education and
curriculum.
Mainstream literature (such as Bolstad, 2003; Chapman & Eames, 2007; Eames
et al., 2009; Enviroschools, 2012) and interpretations and approaches to
EE/EfS in Aotearoa-New Zealand respond to institutionalised perspectives
informed by mainstream Western worldviews, perspectives and
interpretations of the National Curriculum (Ministry of Education, 2007) and
guiding documents such as Guidelines for Environmental Education (Ministry of
Education, 1999b) and the Strategy for Environmental Education (Ministry for
the Environment, 1998). As a result, mainstream EE/EfS efforts, such as
Enviroschools (Enviroschools, 2012) and Eames et al. (2009) provide
frameworks for action competence and whole-school approaches to EfS
(Eames et al., 2009) that are largely constrained within mainstream Western
perspectives. For example, both the Enviroschools programme
(Enviroschools, 2012) and the frameworks for ‘action competence’ and
‘whole-school approaches’ of Eames et al. (2009) seek to achieve change to
holistic perspectives through integration of holistic values informed by Māori
cultural values (see also Chapman & Eames, 2007). While laudable, this is
arguably the most critical limitation that is symptomatic of the key gaps
identified in this research, described above in section 2 of this chapter, the
underlying principle of which is: change to holistic philosophical positions
cannot be achieved upon assumptions and frameworks arising from
technocentric perspectives.
Authors, including Hart (2010) and Gibbs (2006), argue that the integrity of
indigenous cultural constructs and values is compromised when they are
applied within and interpreted from mainstream Western frameworks.
Indigenous worldviews are vastly different from the dominant cultural
worldview in Western societies (Hart, 2010, p. 4). Sometimes conceptions and
perceptions differ so greatly that translations either way are inadequate if not
impossible (Turner, 2005). The findings of Chapter 6 of this thesis illustrate
this: terms informed by mainstream Western culture that shape
understanding of key constructs of this study, including ‘the environment’,
332  
	
  

‘sustainability’ and ‘education’, do not have a direct translation or parallel
concept within the kinds of perspectives informed by Māori culture and
articulated by almost all participants in this research.
Further, some of the data supported observations in the literature that many
efforts to date equate to attempts at appeasement (Gibbs, 2006) if not
tokenism (Rumbles, 1999), and provide “. . . a [cultural] box to tick” (Matua
Hori Parata). Authors, including Gibbs (2006), Royal (2007), Rumbles (1999)
and Smith (1992), suggest that attempts at a marriage of Māori philosophy to
modern Western education, environmental and conservation (amongst
others) policies in Aotearoa-New Zealand have historically been flawed. Both
the findings of this research (see Chapters 6 and 8) and the literature (such as
Williams, 2004) argue that meaningful integration of holistic values - such as
those informed by Māori culture - into technocentric frameworks is not
workable due to irreconcilable philosophical dichotomy (O’Riordan, 1995):
each philosophical position is the antithesis of the other (Williams, 2004). Hart
(2010, p. 4) observes that in application, when they are acknowledged,
indigenous worldviews are most often interpreted through a Eurocentric
point of view. In light of both this research’s review of the literature and
findings, the contemporary drive for integration of cultural principles and
terms in guidelines and policies appears well intentioned but misguided.
There appears to be no middle ground in this tension.
Mainstream education in Aotearoa-New Zealand, including EE/EfS, is
implemented within a framework responding to the National Curriculum
(Ministry of Education, 2007). The National Curriculum (Ministry of
Education, 2007) represents an important, potentially transitional or
transformative (Sterling, 2001) document. It is couched in terms that are
acceptable and capacity-building in both anthropocentric-technocentriccommercial and ecocentric-holistic perspectives, yet leans towards the status
quo. In other words, to a large degree, the National Curriculum’s
interpretation and application depends upon the frame of reference or
worldview and socio-ecological assumptions of a reader. Despite some
technocentric assumptions evidenced within the National Curriculum
(Ministry of Education, 2007), when interpreted from a holistic or literal
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perspective the significant transitional42 potential becomes apparent. Its terms
provide for and encourage communities and their schools to design curricula
according to each learner-community’s needs43. This provision has clear
synergies with holistic perspectives of educational purpose and objectives
described above as findings of this research. The key competencies identified
in the National Curriculum (Ministry of Education, 2007) converge well with
the action competence literature (Eames et al. 2009).
A finding of Chapter 6 of this research has been a perspective informed by
Māori culture as articulated by participants in this research of a general or
core curriculum for education and learning that should arise from a
framework of life-skills that essentially is EE/EfS. The nature and content of
such curriculum should be meaningful, relevant, confronting, practical,
engaging, flexible (to accommodate individual needs) adaptable (to context).
The epistemological and pedagogical framework emerging from this research
and illustrated in Figure 5 at the beginning of this chapter represents just such
a framework.
The findings of Chapter 6, 8 and 9 of this thesis identify the ideal content and
nature of a such a meaningful ‘curriculum’ informed by Māori culture as
described by most of my participants and in the literature (e.g. Edwards,
2010) as being driven through ‘need’ in terms of: a) what is useful and
applicable in context of location, situation, individual and community, and; b)
what is useful as life-skills in relation to wellbeing, happiness, health and
readiness ‘now’ and in the future. The content and composition of
‘curriculum’ varies accordingly, guided by the specific individual qualities,
character, interests and needs of the learner in the given context (i.e. location,
situation, individual and community and what is useful, as described above),
in balance with mātauranga, kaupapa and tikanga. In keeping with the
mātauranga Māori, as basic individual competencies are established as part of
the core life-skills curriculum, the curriculum can continue to expand as part
of a life-long process, reflecting the needs, interests and attributes of the
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individual and the needs of the local community and capacities required for
individuals to operate and develop within it.
While a description of suggested implementation is beyond the scope of this
thesis, an overview of the nature of its ideological implementation is as
follows. The ‘curriculum’ that arises from the overarching purpose of ‘lifeskills’ is flexible to accommodate different and/or shifting contexts, including
geographic location, changes in conditions (such as climate and topography),
social variability (such as between iwi), as well as variables that are relevant
to individuals contributing to a cooperative culture and society. Rather than
being institutionalised, however, as in the mainstream Western educational
model, education and learning core ‘curriculum’, content and pedagogy
informed by Māori culture is ideally integrated within everyday life as
experiential learning, in a relevant and meaningful fashion. Further, ‘the
curriculum’ and programme of learning-activities, as well as the array of
tutors or mentors, are ideally as much as possible individually aligned to the
needs, interests and potential of each learner. All curriculum content should
be practically applicable, demonstrable and able to be individually
experienced, relevant and meaningful, rather than abstract, and should be
integrated and identified in other activities.
The core curriculum content would develop according to the needs of the
individuals within a local community to actualise their potential, and in doing
so would actualise the potential of communities to survive with integrity and
continue in that context. The wider curriculum would then reflect a response
to the needs of individuals and communities functioning at a more specialised
level outside of their immediate community and/or in context with changing
needs: building competence, specialisations and adaptive capacities.
The wider curriculum strands would arise from the base of the emergent
Māori epistemology for environmental education (Figure 5), as might strands
from the base of a basket, to be joined and interconnected and woven into the
strong fabric of competent and capable individuals making up a competent,
adaptive and resilient community. Obvious strands of learning opportunities
and needs will arise, many of which are included in the contemporary New
Zealand Education Curriculum (2007), but may not align with contemporary
ideas of priority or need in an individual’s development. Reading and
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writing, as within the Waldorf – Rudolph Steiner philosophy (Dahlin, 2010;
Rivers & Souters, 1996) for example, may or may not be useful or a priority
until later in life, if at all. The key difference is that the learning strands arise
from the specific community itself; they may be suggested but are not
imposed. Relevance and meaning would become automatically and actively
sought by learners as they become masters of their own learning process,
seeking understanding of what they are involved with, how it inter-connects
and inter-relates and its appropriateness to their awareness, knowledge and
understanding of the world (Abraham Witana, 2011). A conceptual model of
how such a curriculum would arise from the emergent Māori epistemology
for environmental education is illustrated in Figure 6.
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Figure  6:  An Applied Conceptual Model of Emergent Māori Epistemology as the Foundation
for Sustainable Education: Learning for Survival, Resilience, Well-being and Continuance

Source: Author
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From perspectives informed by contemporary mainstream Western
understandings of education, learning and related frameworks being
reductionist, centre- and/or class-room and schedule-based, institutionalised,
transmissive and standardised44, implementation of such a curriculum and
related logistics may appear demanding of resources and hugely problematic,
if not ‘impossible’. However, Rudolph Steiner/Waldorf approaches to
education and learning (Dahlin, 2010; Oberski, 2011) and some Enviroschools
(Jackson, 2009) reflect similar pedagogy (although limited by being examples
of integrated holistic-technocentric blends framed upon technocentric
assumptions), at least in initial transitional capacities. Transitional
understandings and approaches to education and learning informed by Māori
culture, as represented in Figure 5 and described in this thesis, may overcome
such limitations and so has huge potential for engaging learners in active
participation in meaningful applied activities, learning life-skills while
addressing real issues. Such revolutionary changes in educational thinking
and practice are advocated and championed by such as Oxford and Lin et al.
(2012), Robinson45, Sterling (2001) and others towards objectives consistent
with the purpose of this research.
The findings resulting from the analysis of Chapters 6 – 10 discussed to this
point of this thesis have several implications for and contributions to
academic knowledge. The following section will discuss these.
11.9

Implications  and  Contributions  to  Academic  Knowledge  

The most important singular outcome and contribution of this thesis to the
academy, and the key contribution of this research and its outcomes, has been
the emergence of the holistic epistemology embodied in the understanding
informed by Māori culture, as described by my participants, of people living
and learning ‘as’ or ‘as part of’ the environment. This fundamental
understanding underpins all other outcomes of this research. The implication
of this contribution is particularly significant: that all learning should be
framed upon and arise from ‘EE/EfS’, in terms of the holistic epistemology’s
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Robinson http://www.ted.com/talks/ken_robinson_changing_education_paradigms.html
ibid.
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emergent pedagogy: illustrated in Figure 5 in this Chapter. The emergent
epistemology extends upon knowledge and understanding in the
contemporary literature. It addresses an inherent gap and weakness in
mainstream Western epistemology, pedagogy and approaches to EE/EfS of
separating people from the environment through facilitation of education and
learning ‘in’, ‘about’ or, at best, ‘for’ the environment (see sections 2.6 to 2.10
of this thesis). Shifts in facilitator understanding and subsequent facilitation of
education and learning as part of the environment may be the catalyst needed
to facilitate a transformative response to the current human-environmental
crisis (e.g. Oxford & Lin et al., 2012; Sterling, 2001, p. 11; 2005) and achieve an
ecologically sustainable paradigm (e.g. Aldrich, 2008; Cullingford, 2004; Orr,
1994; Stables et al., 2002; Suzuki et al., 2007).
The main contribution of this thesis has been the identification and
description of an intrinsic holistic epistemology and pedagogy for education
and learning embedded in perspectives informed by Māori culture. This
epistemology and pedagogy has extended upon the literature regarding
knowledge informed by Māori culture, as well as contributing to
understandings of indigeneity and transfer of knowledge, attitudes and
values within indigenous cultures. It has also contributed to the pool of
knowledge and understanding of education and learning, and particularly to
the literature associated with EE/EfS. Most importantly, in terms of the
research purpose, the emergent intrinsic holistic epistemology and pedagogy
for education and learning informed by Māori culture as articulated by this
research’s participants addresses epistemological and pedagogical key gaps
identified in mainstream Western EE/EfS. Specifically, it has contributed an
appropriate holistic framework, epistemology and pedagogy for education
and learning for survival, resilience, well-being and continuance in the
context of Aotearoa-New Zealand.
A further contribution is the Conceptual Model of Emergent Embedded Māori
Epistemology and Pedagogy for Education and Learning for Life: Survival,
Resilience, Well-being and Continuance, presented as Figure 5 in Section 4 of this
chapter. This model helps the visualisation and understanding of the
complexity of inter-connections, inter-relationships and inter-dependencies of
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the organic, dynamic processes of education and learning in a clear, holistic
manner, differing from the mainstream propensity for linear, problem-based,
reactive managerial renderings of educational models evident in the literature
(such as Eames et al., 2009). The rendering of the representative diagram
literally models a holistic cyclic, and an all-encompassing perspective of interconnection, inter-relation and inter-dependence, which in itself helps facilitate
shifts in perspectives. This modelling assists assimilation, understanding and
recruitment of the model for engagement and implementation.
The emergent epistemology and pedagogy and conceptual model (see Figure
5) has contributed to the development of understanding of holistic
worldviews, perspectives and approaches as a resource for educators,
managers and decision makers to assimilate and apply in policy and practice.
As such, the model and framework provides increased opportunity for openmindedness, mutual learning, new insight and appreciation of diversity
(Cheung, 2008, p. 5), in education and resource management policy and
planning, bridging gaps towards realising a necessary shift to an ecologically
sustainable paradigm.
Another set of contributions relate to the pedagogy informed by Māori
culture that has emerged from this research. Firstly, a clear, engaging and
relevant (Sauvé, 1999) purpose for holistic education and learning has
contributed a meaningful alternative perspective to the academy to help
inspire a necessary reappraisal and adjustment of contemporary mainstream
philosophies and approaches (see such as Aldrich, 2008; Cullingford &
Blewitt, 2004; Sterling, 2001). The emergent purpose focuses upon equipping
individuals and communities with knowledge, values and skills for life: for
survival, resilience, well-being, and continuance. Education for survival,
resilience, well-being and continuance has particular scope in Aotearoa-New
Zealand subsequent to events such as the Christchurch earthquakes (Berkes &
Ross, 2013) and the economic recession (Codburn, 2009). Initiatives in food
cultures, community gardening and community hubs have correspondingly
escalated in Aotearoa-New Zealand (Cooper et al., 2012). At the same time
there has been increased governmental focus and assistance with ‘community
resilience’ initiatives. However, these follow a reactive paradigm of
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‘preparation and response’ and primarily focus on two strands: that of social
science dealing with adversity (Norris et al., 2008) and economic recovery
following natural hazard events (Codburn, 2009; Finnis, 2004); and that of
clinical science dealing with psychological trauma and mental health
outcomes following an emergency (Berkes & Ross, 2009). Conceptual
understanding and development of community-level resilience theory and
practice is in its infancy. The development of embedded culture that
embodies community resilience would be a constructive focus and vehicle for
transitioning the social paradigm to an ecologically sustainable model. The
nature, purpose and objectives of the emergent epistemology and pedagogy
align with this rationale.
A second pedagogical contribution of this research to academic knowledge is
a clear, relevant, meaningful, practical and engaging set of objectives for
holistic education and learning, consistent with core EE/EfS literature, with
the key objective being community resilience. This contribution extends upon
existing literature and includes alternative perspectives and considerations of
the value of qualities, capacities and skills, measuring competence and
gauging success. The comprehensive and cohesive nature of these objectives
and their rationales, and their description in the context of Aotearoa-New
Zealand, makes them easily understandable, appealing, motivating and able
to be adopted and implemented.
The third contribution to academic knowledge relating to pedagogy has been
a description of a very flexible curriculum informed by Māori cultural values,
as articulated by participants in this research, that arises from a base or
framework of core life-skills that embody EE/EfS, and responds to individual
as well as community needs and context holistically in terms of the
epistemology, its purpose and objectives. Such curriculum has synergies with
the National Curriculum (Ministry of Education, 2007).
The fourth contribution is the identification of considerable potential for the
National Curriculum (Ministry of Education, 2007) as a facilitative policy for a
transitional (McKay, 1998, p. 43; p. 57) or transformative response (Sterling,
2001, p. 11) to the current human-environmental crisis (e.g. Campbell, 2001;
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Diamond, 2003; Gilding, 2012; Orr, 1994) that would support and substantiate
the engagement and implementation of the emergent holistic epistemology
and pedagogy as the framework for all education in Aotearoa-New Zealand
schools. A transitional strategy would be useful, effective and appropriate for
schools and communities, if not the Ministry of Education, to engage both for
an accelerated path towards realising an ecologically literate, equitable and
sustainable community and culture.
A fifth contribution of this thesis to academic knowledge is the finding that
meaningful integration of principles and values informed by Māori culture in
EE/EfS guidelines and policy (Chapman and Eames, 2007) is not workable so
long as such guidelines and policy are founded upon mainstream Western
perspectives and assumptions. However, integration of mainstream Western
perspectives upon a holistic framework could work. While the differences in
the philosophical perspectives are fundamental, the very holistic-realist,
adaptable nature of a Māori worldview, as articulated by most participants in
this research, suggest meaningful integration of mainstream Western
perspectives upon a holistic framework, whether articulated as a perspective
informed by Māori culture or not, would be workable – particularly in a
progressive transitional process. Such a shift would allow a merging of
perspectives, knowledge, understandings of the best of both worldviews,
producing an integrated worldview that would be enriched in the depth,
wisdom, diversity, technical ability, open-mindedness and potential of both,
towards achieving an ecologically sustainable future for Aotearoa-New
Zealand. Melanie Cheung (2008), for example, has described an exciting
potential for the blending of the synergies, as well as celebrating the
differences of the holistic perspectives of Māori and with the reductionist
perspectives of western science to “. . . broaden the horizons of
understanding” (ibid., p. 5). It is clear that the main shift is required of those
who hold the Western perspective, upon which contemporary society is
based; a further confronting proposition for contemporary society’s ‘powers
that be’. The probable consequences of Western society’s decision-makers
choosing not to make such shifts towards a holistic paradigm impact upon
humanity’s capacity to survive and continue in the face of accelerating global
ecological change.
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11.10   Concluding  Comments      
In light of evidence of an escalating global human-environmental crisis to
which an adequate human response is crucial yet lacking, this thesis has
investigated ways in which understandings and approaches informed by
Māori culture can help address critical gaps in mainstream environmental
education and education for sustainability epistemology and pedagogy. A
Grounded Theory research and spiralling methodology was engaged for this
research, resulting in a previously undescribed holistic epistemology and
pedagogy informed by Māori culture as articulated by participants in this
research, and equating to EE/EfS being identified that addresses the critical
gaps. A model and framework aiding the visualisation and communication of
the holistic epistemology and pedagogy informed by Māori culture has been
developed and presented.
When I commenced this journey and process of learning in 2007, as
articulated in Chapter 1, I came to this thesis with a lot of concerns. I was
concerned about the state of the global environment; I was concerned about
an apparent lack of progress in society making meaningful changes towards
ecological sustainability and a lack of awareness and connection of the
ramifications amongst the pubic with whom I interact and in the literature
and in the media, since my last involvement in research in 1998; I was
concerned about my own state of embodied health; and, most of all I was
concerned about my children’s’ wellbeing and futures. The research process
that unfolded around this thesis reflects my own personal ‘grounded theory’
of seeking answers and understanding of these many problems. Through this
process, I have gone to the literature to search out local and global expert
knowledge, and I’ve listened to and talked with kaumātua and other
respected tangata whenua as the bearers of deeply local expert
understandings, to try and seek out reasons why my gut instinct was telling
me that Māori cultural perspectives, understandings and approaches, and
probably those of other indigenous peoples in context with their lands, were
going to be better than the contemporary understandings and approaches to
EE/EfS, and to engage with the paradox that, despite the need and
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acknowledgement and rhetoric in the literature, we are not looking there
enough for answers.
In September of 2012 an abstract of this research and its tentative findings,
including a description of the emergent intrinsic Māori epistemology for
‘environmental education’ and related theoretical framework for sustainable
education was presented at the Australian Association for Environmental
Education’s National Conference. Feedback was very enthusiastic, and
reinforced the appropriateness of the topic and excitement at its tentative
findings and, in particular, at the credibility of the emergent theory and its
potential implications and useful applications. A copy of the abstract and
diagrams modelling the emergent theory and its potential application as a
basis of education curriculum was also circulated to participants for their
information and comment. This positive critical feedback provides a degree of
validation of this research, according to Charmaz’s (2006) description of four
general criteria for evaluating empirical study and development of a theory:
credibility; originality; resonance, and; usefulness. In keeping with the
methods of grounded theory as described by Charmaz (2006) and Glaser
(1978), an extensive and expansive review of historical and contemporary
literature informing the analysis and development of new understandings
further validate the theory that has emerged from this research.
At this point it is appropriate to note that the methods of transferring Māori
knowledge and a Māori conservation ethic with its components are a taonga,
a treasure, that may be useful for not only Māori as a consequence of this
study, but for people of the global community. Tāngata whenua who have
participated in this study have done so knowing the intent of the study as
described in the purpose, and objectives in this thesis. While the data and
results are part and parcel of an academic research process, the knowledge
and practices and right to draw upon that taonga belongs with the tāngata
whenua; the Māori People of Aotearoa-New Zealand.
The final challenge is the great separation that exists between dominant
Western mainstream ways of understanding education and the indigenous
‘other’ – the alternative. It appears that the temptation is to leave the Māori
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ways to Māori, without really understanding or attempting to understand
what it is they represent and the potential that lies for all of us in
understanding and embodying them. It is apparent that some indoctrinated in
the ways of the West sense this potential, but cannot move beyond attempting
to integrate a selection of the more acceptable ideas within an inadequate
Western framework, which allows the usual marginalisation of the
indigenous essence and predetermines limited and effective perpetuation of
the status quo.
My journey as a pākehā educator has been to ‘go there’ and discover that
rather than unfounded, superstitious, primitive mumbling and incantations, ā
culture represents a logical, coherent, integrated view of the world based on
peoples strong locally generated knowledge, that fits together not only in a
comprehensive framework but in a framework that is better than what we
have and are doing in contemporary mainstream EE/EfS at the moment, and
for the past 50 years of the concentrated focus and expertise of the Western
worlds’ international leading expertise. I conclude this thesis with the call that
it is about time that, rather than studying our combined history and human
nature and duly writing about it, we actually demonstrate a destination for
our journey of LEARNING.
I’ve made that journey as a pākehā and as an educator. Quite simply if I can,
others can as well, should they so choose.
This thesis has advanced discussions on the significance of Māori cultural
knowledge, understandings and perspectives, as well as contributing to
knowledge of indigenous cultures. It has further contributed to several other
pools of knowledge and understandings including education, environmental
education and community resilience. Outcomes of this research have added
value to both the academy and to the pool of applied knowledge towards the
survival, resilience, well-being and continuance of humanity in the face of our
greatest challenge.
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planning and management towards achieving ecologically sustainable resource
management practices and a sustainable future. This study may establish a set of tools or
at least a template for use in education, planning and management for sustainability within
New Zealand and internationally.

11.

Researcher or instructor experience and qualifications in this research area:
11.1 Primary Supervisor
Professor Hugh Campbell provides leadership in the technical and sociological aspects of
this study. He is newly appointed Chair in Sociology and Head of Department, Department
of Sociology, Gender and Social Work, succeeding his Directorship of the Centre for
Study of Agriculture, Food and Environment, where he was appointed Foundation Director
in 2001. He has been an Associate Professor of Social Anthropology at the University of
Otago, holding a position in the Dept of Anthropology since 1994. In 1995, he became the
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Programme Leader of a series of research grants studying the emergence of commercial
forms of ‘sustainable’ agriculture: including organic and Integrated Management systems.
After 2000, Hugh has undertaken research programmes into the potential impacts of
agricultural biotechnologies. All these programmes were funded by the Foundation for
Research, Science and Technology. In 2003, Hugh was part of the bidding team that
secured the ARGOS project. He is currently co-leader of the Social Research Objective
and is also the Chair of the Academic Research Committee in ARGOS. Hugh has two
degrees in Social Anthropology and a Ph.D. in Rural Sociology. His research interests
include rural sociology, agricultural change, sustainable agriculture, agri-food systems,
new forms of rural/environmental governance and rural masculinities.
11.2 Secondary Supervisor
Dr Jim Williams' research interests include Ngāi Tahu history and language and resource
management including mahika kai, as well as comparisons with other Indigenous peoples.
He is also conducting international comparisons in Rarotonga and with Native Americans
looking at landscape and oral traditions amongst Indigenous Peoples. He has previously
supervised fourteen and is currently involved in supervision of seven postgraduate
researchers. Dr Williams’ has considerable experience and knowledge in methodology
appropriate to research into kaupapa Māori. His methodologies have proven equally
effective, particularly in achieving relaxed information exchanges in unstructured
interviews, in cultural investigations with indigenous peoples other than Māori. His insight,
support and guidance is key to this study.
11.3 The Researcher
The researcher, David McKay, conducted a similar study during 1997 and 1998 in
completion of a dissertation for a Masters in Applied Science at Lincoln University (with
distinction). The 1998 dissertation, entitled What Do You Hear In ‘Learning To Care’?:
Understandings and Practices of Environmental Education, investigated how
environmental educators in Canterbury, New Zealand conceptualise their work in relation
to the Ministry for the Environment’s description of environmental education in policy
documents.
David is a PhD candidate at the University of Otago’s Centre for Study of Agriculture,
Food and Environment, associated with Te Tiaki Mahinga Kai, Te Tumu and the Bioethics
Centre.
David’s academic background spans Environmental Education (M.App.Sc, Lincoln
University), Antarctica Studies (P.G.Cert.Ant.Stud, University of Canterbury), Wildlife
Conservation Management (P.G.Dip.Res.Stud, Lincoln University), Parks and Amenity
Design (Dip.P,R&T.M, Lincoln University), and Education (Dip.Teach, Christchurch
College of Education).
David’s education includes considerable experience in a wide range of capacities in the
‘real’ world. He is an experienced Labourer, Horticulturalist, Agriculturalist, Hunter,
Designer, Builder, Planner, Project Manager, Environmental Educator, Advisor, and
Classroom Teacher at all levels of the education system, including tertiary (Lecturer and
Examiner with the Human Sciences Division, Lincoln University, 1997-1998).
David is a member of the Environmental Risk Management Authority’s National Iwi
Network and of the New Zealand Association for Environmental Education.
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12.

Participants
Participants for interview will be mana whenua who are (within a Māori worldview) Māori
‘environmental educators’ or persons involved in promoting learning towards knowledge,
understanding, attitude and practices that allow sustainable interrelationships with the
environment and resultant sustainable lifestyle.

12(a)

Population from which participants are drawn:

i)

Mana whenua / participants who are New Zealand Māori in the Murihiku area
(South Canterbury, Otago and Southland regions) affiliated to and representative
of Kai Tahu in the field of this study;

ii)

mana whenua / participants who are New Zealand Māori and of affiliation and
standing representative of iwi in 5 of New Zealand’s regions (Northland, Waikato,
East Coast, Wanganui, Nelson-Marlborough).

12(b) Specify inclusion and exclusion criteria:
i)
Kai Tahu Kaumatua and/or mana whenua in the Murihiku area (South
Canterbury,
Otago and Southland regions) who are involved in promoting Māori
learning
towards knowledge, understanding, attitude and practices that allow
sustainable
interrelationships with the environment and resultant sustainable lifestyle,
within the worldview of Māori peoples. Candidates who do not meet these criteria will
not be included as participants in this section of the study.
ii)

Kaumatua and/or mana whenua who are involved in promoting learning towards
knowledge, understanding, attitude and practices that allow sustainable
interrelationships with the environment and resultant sustainable lifestyle, within
the worldview of Māori peoples in a selected sample of 5 New Zealand’s regions
(Northland, Waikato, East Coast, Wanganui, Nelson-Marlborough). Candidates
who do not meet these criteria will not be included as participants in this section
of the study.

iii)

Further, candidates who do not meet the above criteria of 12(b) i) or 12(b) (ii) will
not be interviewed as participants in this study.

12(c)

Number of participants:

i)

N= 12 – 18

ii)

N= 5

12(d) Age range of participants:
Qualification for participation in this study will be selected by merit of participant mana as
Kaumatua, Whaea or Matua within the Maori community. Accordingly, participants for
interview will be aged of 25 years and older.

12(e)

Method of recruitment:

i)

Candidates, identified by Kai Tahu Kaumatua, will be approached by the
researcher first by telephone, who will introduce the referral by Kaumatua,
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describe the nature of the study and asked if they would meet to discuss
participation. Upon discussion of the contents of the information sheet and
consent and agreement to participate, an interview will follow immediately or at
another time that best suits the participant, around a cup of tea.
ii)

Candidates, identified by mana whenua of the Environmental Risk Management
Authority’s National Iwi Network as appropriate Kaumatua, will be approached by
the researcher first by telephone. The referral will be described along with the
nature of the study. The Kaumatua will then be asked if they would like to further
discuss participation or to participate. A meeting will then be arranged. At the
meeting the contents of the information sheet will be discussed and consent and
agreement to participate secured. Wherever possible and appropriate, an
interview will follow immediately around a cup of tea.

12(f)

Please specify any payment or reward to be offered:

Sharing a cup of tea or coffee and a packet of biscuits will be the usual fare.

13. Methods and Procedures:
A variety of research methods will be brought to bear in this study in order to investigate
perspectives necessary to provide an objective framework from which to legitimately
qualify and substantiate observations and conclusions.
Methods will include:
Semi-structured interviews of mana whenua/participants who are (within a Māori
worldview) Māori ‘environmental educators’ or persons involved in promoting learning
towards knowledge, understanding, attitude and practices that allow sustainable
interrelationships with the environment and resultant sustainable lifestyle, and;
case studies of what is actually happening within New Zealand communities and/or
community groups (proposed as two of Ngāti Awa in the Bay of Plenty and/or Rakiura
Māori /‘Muttonbirders’ and/or ‘Te Tai Timu: Tangaroa Nurturing the Hearts and Minds of
Tamariki and Rangatahi’ programme), and/or the Aoraki Bound programme, and;
comparative research of what happens in other countries in terms of education and
environmental education policy and practice, both in official channels and at the
grassroots from indigenous peoples perspectives.
Two levels of interviews and related analysis will be undertaken in this study:
1.

a concentrated study in the Murihiku area (South Canterbury, Otago and Southland
regions), and;

2.

a sample study in a spread of 5 regions throughout the remainder of New Zealand in
order to compare and test the concentrated southern (Murihiku) study.
Because this study will involve analysis of qualitative interviews and spans a range of
disciplines (including Environmental Ethics, Education, Resource Management, Sociology,
Anthropology, etc) in search of establishing new theory to explain and address a gap in
policy and practice towards achieving sustainability, Glaser and Strauss’ ‘grounded theory’
(1967) has been selected as the appropriate over-arching research approach.
“Grounded theory integrates both the objectivist approach to gathering data and an
emphasis on understanding the data through interpretive methods, particularly
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constructive, inductive methods” (Williams, 2008, p.16), and “ . . . is best understood as
fundamentally realist and objectivist in orientation, emphasizing the disciplined and
procedural ways of getting the researcher’s biases out of the way but adding healthy
doses of creativity to the analytical process” (Patton, 2002, p.128).
Berg’s (2007) model of a Spiralling Research fits within the overarching model of the
grounded research approach and, as such, will also be applied throughout the study by
way of reflection of the affects of new observations from literature, interviews and case
studies as the study proceeds so that adjustments are made.
Kaupapa Māori methodology recommends an unstructured discussion over a number of
key points; Māori elders (and elders of other indigenous people) do not respond well to
structured interviews and sensitivity is required in appropriately engaging them in an
unstructured yet informally directed conversation (hence ‘semi-structured’) within an
appropriate setting (Williams, personal comment, 2011; Holmes, personal comment,
2010).

14.

Compliance with The Privacy Act 1993 and the Health Information Privacy Code 1994
imposes strict requirements concerning the collection, use and disclosure of personal
information. These questions allow the Committee to assess compliance.
14(a)

Are you collecting personal information directly from the individual concerned?
YES

14(b) If you are collecting personal information directly from the individual concerned,
specify the steps taken to make participants aware of the following points:
•

the fact that you are collecting the information:

a) the information sheet describes that information is to be gathered and seeks permission
for the information to be gathered, and for the information to be gathered in a way that the
participant mana whenua are comfortable. For example:
Your participation in this research will involve a conversation/interview, requiring
approximately 1 hour, the proceedings of which, if participants are comfortable will be
recorded with the use of a digital-recorder, and later transcribed; otherwise permission will
be sought for notes to be taken.
b)

The contents of the information sheet will be talked through by the researcher with the
participant mana whenua, with the sheet as a script and the participant with a copy. The
interview will not proceed without the researcher’s satisfaction and confirmation of the
participant’s understanding.

•

c)

the purpose for which you are collecting the information and the uses you propose
to make of it:

the information sheet describes the purpose of the project and why the information is to be
gathered and how it will be used. For example:
You are invited to participate in a project that aims to investigate how ‘Education for
Sustainability’ or ‘Environmental Education’ is conceptualised, understood and practiced
amongst New Zealand Māori and within Māori cultural perspectives.
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d)

The contents of the information sheet will be talked through by the researcher with the participant
mana whenua, with the sheet as a script and the participant with a copy, to ensure understanding.
The interview will not proceed without the researcher’s satisfaction and confirmation of the
participant’s understanding.

•

who will receive the information:

As above (see interview schedule attachments).

•

the consequences, if any, of not supplying the information:

As above (see interview schedule attachments).

•

the individual's rights of access to and correction of personal information:

As above (see interview schedule attachments).

14(c)

If you are not making participants aware of any of the points in (b), please explain
why:

14(d)

N/A

Does the research or teaching project involve any form of deception?
NO

14(e)

Please outline your storage and security procedures to guard against unauthorised
access, use or disclosure and how long you propose to keep personal information:

Data relating to this project will be kept in secure storage within the Centre for Study of
Agriculture, Food and Environment for a period of five years from the date of its
completion. At the end of the Project any specific identifying personal information will be
destroyed by the Principal Investigator.

14(f)

Please explain how you will ensure that the personal information you collect is
accurate, up to date, complete, relevant and not misleading:

The mana of participant Kaumatua and mana whenua will ensure the integrity of the
information.

14(g)

Who will have access to personal information, under what conditions, and subject to
what safeguards against unauthorised disclosure?

The positions of those with access to the data and their relationship to the research, is
listed on the information sheet, of which the participant will retain a copy for their
information. Access to the data will be restricted to Professor Hugh Campbell, Dr Jim
Williams and researcher David McKay.
Prior to consent being secured by the researcher, participants will be informed that they
will given access to the data in its raw format should they request. Participants will also be
informed prior to consent being secured that they may withdraw from the study either
during the interview or at any time following up until the publication date of 30 March 2012.
This information is also recorded on the information sheet for their record and referral.
Participants will be advised that they will be provided with a summary of findings following
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the conclusion of the study.

14(h) Do you intend to publish any personal information and in what form do you intend to
do this?
Yes, the identity and tribal affiliations of those participants who give their consent, by way
of ticking and signing the appropriate section for their consent on the interview schedule,
will be listed as a source to this research, along with other sources, upon publication. All
other personal information, will remain confidential to the researcher and supervisors. In
the case of those participants who do not wish their identity to be listed as a source, yet
wish to participate in this research, indicated by way of their ticking and signing the
appropriate section for their consent on the information sheet, will not be included in the
list of sources but will have a respondent number attached to their identity. All of these
participants’ personal information, including their name and tribal affiliations, will remain
confidential to the researcher and supervisors.

14(i)

Do you propose to collect information on ethnicity?

Yes, this study is collecting information primarily based on ethnic worldviews,
perspectives, understandings and practices and will compare these with Dominant Social
Paradigm and contemporary educational and resource management attitudes and
practices. See Consultation with Māori Form attached.

15.

Potential problems:
There are no foreseeable problems of community relations or controversy, or conflicts of
interest, that might arise.

16.

Informed consent
See information sheet and consent form attached, along with a guideline for discussion or
‘question’ sheet.

17.

Fast-Track procedure
Do you request fast-track consideration? NO

18.

Other committees
If any other ethics committee has considered or will consider the proposal which is the
subject of this application, please give details:
NIL

19.

Applicant's Signature: ....................................................................
Date: ................................
Please ensure that the person signing the application is the applicant (the staff member responsible
for the research) rather than the student researcher.
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20.

Departmental approval: I have read this application and believe it to be scientifically and
ethically sound. I approve the research design. The Research proposed in this application is
compatible with the University of Otago policies and I give my consent for the application to be
forwarded to the University of Otago Human Ethics Committee with my recommendation that it be
approved.

Signature of *Head of Department: ..........................................................................
Date: ......................................
*(In cases where the Head of Department is also the principal researcher then the
appropriate Dean or Pro-Vice-Chancellor must sign)

Please attach copies of the Information Sheet, Consent Form,
and advertisement for participants
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APPENDIX B – Information Sheet for Participants

11/045
Approved 18 March, 2011

Education for Survival and Sustainability: Indigeneity and Mātauranga Māori
INFORMATION SHEET FOR
PARTICIPANT MANA WHENUA

Hello, my name is David McKay. I am a postgraduate student with the Centre for Study of
Agriculture, Food and Environment, and with Te Tumu – School of Māori, Pacific and
indigenous Studies, at the University of Otago, undertaking a study for the degree of Doctor
of Philosophy.
I seeking to identify and describe how ‘Environmental Education’ or ‘Education for
Sustainability’, is conceptualised, understood and practiced amongst New Zealand Māori. In
other words, I am investigating:
•
•
•
•
•

what is considered to be ‘environmental education’ or ‘education for sustainability’,
and/or;
what is needed as ‘environmental education’ or ‘education for sustainability’, and/or;
how ‘environmental education’ or ‘education for sustainability’ is thought about
(conceptualised), and/or;
how ‘environmental education’ or ‘education for sustainability’ is understood, and/or;
how ‘environmental education’ or ‘education for sustainability’ is or would be
practiced and why;

amongst Māori and within Māori cultural perspectives.
Ways in which people have tried to help individuals, groups or communities develop
awareness, knowledge, attitudes and skills to understand and care for the environment, and
often to resolve environmental issues, have commonly been referred to as ‘environmental
education’. More recently such efforts have been coined as ‘education for sustainability’.
By understanding what is considered to be, or what is needed as, ‘environmental education’
or ‘education for sustainability’ and how it is thought about (conceptualised), how it is or would
be practiced and why, within and in context with Maori cultural perspectives, such
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perspectives and any ‘tools’ may then be appropriately represented as a cohesive validated
approach or pedagogy, and integrated in environmental education policy and practices.
I hope this study will help facilitate meaningful integration of Maori understandings in
environmental education (education for sustainability) policy and practices in New Zealand.
I believe that by understanding incorporating such indigenous understandings, we stand
some hope of achieving better collective understanding and respect of the New Zealand
environment amongst New Zealanders, along with improving understanding of what is
needed to achieve lifestyles and practices that are truly ecologically sustainable.
Further, such perspectives, ‘tools’ and practices may then be integrated in resource planning
and management towards achieving ecologically sustainable resource management practices
and a sustainable future. I hope that this study may establish a set of tools or at least a
template for use in education, planning and management for sustainability within New
Zealand and internationally.
My children are my stake in the future and are my motivation.
My overall goal is to contribute in a meaningful way to helping individuals develop awareness,
knowledge, understanding, skills, attitudes and capacity for action to live in harmony with the
Earth on an ecologically (genuinely) sustainable basis. I aim to do what I can to help ensure
that the world my children inherit has an ecologically sustainable future for them and their
children’s children.
Thank you for showing an interest in this project.
Please read this information sheet carefully before deciding whether or not to participate. If
you decide to participate we thank you. If you decide not to take part there will be no
disadvantage to you of any kind and we thank you for considering our request.
What Type of Participants are being sought?
a) New Zealand Māori Kaumatua or Matua or Whāea or persons in the Murihiku area (South
Canterbury, Otago and Southland regions) who are affiliated to and representative of Kai
Tahu;
b) New Zealand Māori Kaumatua or Matua or Whāea or persons who are appropriately
representative of 5 of New Zealand’s regions (Northland, Waikato, East Coast, Wanganui,
Nelson-Marlborough).
What will You be Asked to Do?
Participation in this research will involve a conversation/interview, requiring
approximately 1 hour. Please be aware that you may decide not to take part in the project
at any time without any disadvantage to you of any kind.
What Data or Information will be Collected and What Use will be Made of it?
If you agree, the interview/conversation may be digitally recorded and all conversation during
the interview will be later written down or ‘transcribed’. This is entirely up to what you are
comfortable with. If you do agree for the conversation to be recorded, you will be given
opportunity to check and adjust the written transcript before its being analysed against the
key points and against responses of other participant mana whenua.
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If you do not wish the interview/conversation to be digitally recorded, the researcher will ask
you if you mind him taking written notes. Again, this is entirely up to what you are comfortable
with. If you do agree for notes to be taken during the conversation, you will be given
opportunity to check and adjust the written transcript or raw data before its being analysed
against the key points and against responses of other participant mana whenua.
If you do not wish any recording other than by the memory of the researcher, you will be
given opportunity to check and adjust the written transcript or raw data interpreting your
perspectives before its being analysed against the key points and against responses of other
participant mana whenua.
The data collected will be securely stored in such a way that only those mentioned below will
be able to gain access to it. At the end of the project any personal information will be
destroyed immediately except that, as required by the University's research policy, any raw
data on which the results of the project depend will be retained in secure storage for five
years, after which it will be destroyed.
The results of the project will be published as a thesis and will be available in the University of
Otago Library (Dunedin, New Zealand). It is also likely that results will be published in
journals as well as being the basis for presentations and other publications aimed at informing
policy and practice in education for sustainability and survival.
What am I Agreeing to?
The mana of each of the mana whenua participating in this research is important to the
credibility and potential level of influence of the conclusions and recommendations of this
study. The researchers understand that mana is borne by the humble identity and reputation
of an individual.
On the Consent Form you will be given options regarding your anonymity. Please be aware
that we will make every attempt to preserve your anonymity to the degree agreed for your
participation in this study.
With your permission, confirmed by way of you ticking ‘Yes’ and your signature in the
first consent section on the attached consent form, your name and tribal affiliations
will be listed as a source to this research, along with other sources, upon publication.
Should specific statements made by you be useful as examples or explain key ideas, your
permission will be sought to attribute these to you as a citation. All other personal information,
will remain confidential to the researcher and his supervisors.
Should you not wish your identity to be listed as a source to this research, yet wish to
participate in this research, please tick in the ‘Yes’ box with your signature in the
second consent section of the attached consent form. Having done so, all your personal
information, including your name and tribal affiliations, will remain confidential to me, as
researcher and my supervisors. Any referral to statements sourced from you will kept
anonymous.
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This project involves a semi-structured questioning technique covering key points. The
general line of questioning will be based on key points set out below:
In the event that the line of questioning does develop in such a way that you feel hesitant or
uncomfortable you are reminded of your right to decline to answer any particular question(s)
and also that you may withdraw from the project at any stage without any disadvantage to
yourself of any kind.
Can I Change My Mind and Withdraw from the Project?
You may decline to answer questions or withdraw from participation at any time if you become
uncomfortable during the interview without any disadvantage to yourself of any kind.
You may withdraw your permission for me to use the transcript of your interview up until 30
March, 2012 and, if you choose to do so up to that date, the transcript will be destroyed.
What if I have any Questions?
If you have any questions about our project, either now or in the future, please feel free to
contact either:David McKay (Researcher)
Centre for Study of Agriculture, Food and Environment
University of Otago
P.O. Box 56
Dunedin
Telephone: (03) 479 8294
Mobile: (027) 248 4288
Email: mckda154@student.otago.ac.nz
OR
Professor Hugh Campbell (Primary Supervisor)
Department of Sociology, Gender & Social Work / CSAFE
University of Otago
P.O. Box 56
Dunedin
Telephone: (03) 479 8749
Email: hugh.campbell@otago.ac.nz

This study has been approved by the University of Otago Human Ethics Committee.
If you have any concerns about the ethical conduct of the research you may contact
the Committee through the Human Ethics Committee Administrator (ph 03 479 8256).
Any issues you raise will be treated in confidence and investigated and you will be
informed of the outcome.
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APPENDIX C – Consent Form for Participants
11/045	
  
Approved	
  18	
  March,	
  2011	
  

Education for Survival and Sustainability: Indigeneity and Mātauranga Māori
CONSENT FORM FOR
PARTICIPANT MANA WHENUA

I have read the Information Sheet concerning this project and understand what it is about. All my
questions have been answered to my satisfaction. I understand that I am free to request further
information at any stage.
I know that:1. My participation in the project is entirely voluntary;
2. I am free to decline to answer questions or withdraw at any time without disadvantage if I
become uncomfortable during the interview / discussion / conversation;
3.

this project involves an semi-structured questioning technique during an interview / discussion
/ conversation that will cover key points that I have been introduced to;

4.

The general line of questioning includes what I understand of terms relating to the
environment, education and learning in kaupapa Māori, how I came to know and understand
these things and how and why I pass such understandings on to others;

5.

The precise nature of the questions will depend on the way in which the interview develops;

6. I will be given opportunity to check and correct the transcript or information otherwise
resulting from the interview / discussion before it is analysed;
7. I may withdraw my permission for use the transcript or information otherwise resulting from
the interview / discussion up until 30 March, 2012 and, if I choose to do so, the transcript or
information otherwise resulting from the interview / discussion will be destroyed;
8. My permission will be sought and secured for the any specific statements made by me to be
used in the publication as examples or explain key ideas in the publication;
9. All other personal information, will remain confidential to the researchers;

	
  

10. Personal identifying information including digital recordings or transcripts information
otherwise resulting from the interview / discussion other than raw data will be destroyed at the
conclusion of the project;
11. Any raw data on which the results of the project depend will be retained in secure storage for
at least five years;
12. The results of this project will be published as a thesis and will be available in the University of
Otago Library (Dunedin, New Zealand);
13. It is also likely that results will be published in journals as well as being the basis for
presentations and other publications aimed at informing policy and practice in education for
sustainability and survival.

CONSENT SECTION 1
I agree to take part in this research project, with my name and tribal affiliations being listed as
a source to this research upon its publication, with my permission being sought and secured
for any citation of specific statements made by me to be used in publication as examples or
explanations, and with all other personal information remaining confidential.
Yes [

]

No [

]

NAME: ................................................................

SIGNATURE: ...........................................................
(Signature of participant)

………………………..............	
  
(Date)

CONSENT SECTION 2
I agree to take part in this research project, without my name and tribal affiliations being listed
as a source to this research upon its publication, with all personal information remaining
confidential and with any referral to statements sourced from me to be kept anonymous.
Yes [

]

No [

]

NAME: ................................................................

SIGNATURE: ...........................................................
(Signature of participant)

………………………..............	
  
(Date)

This study has been approved by the University of Otago Human Ethics Committee. If you have
any concerns about the ethical conduct of the research you may contact the Committee through
the Human Ethics Committee Administrator (ph 03 479 8256). Any issues you raise will be treated
in confidence and investigated and you will be informed of the outcome.

	
  

	
  

	
  

APPENDIX D – Interview Questions

ENVIRONMENTAL EDUCATION INTERVIEW
KEY POINTS / QUESTIONS FOR THE RESEARCHER TO POSE WITHIN CONVERSATION /
INTERVIEW:
1.

Tell me something about yourself – where are you from? What is important to you?

2.

What do you these words mean to you, if anything?:
a.
b.
c.
d.
e.
f.

3.

‘The Environment’?
‘Education’?
‘Learning’?
‘Environmental Education’?
‘Education for Sustainability’?
‘Lifeskills’?

What is the relationship between people and the environment?
a. Where does your knowledge of this relationship come from?
b. How did you learn about this relationship?
c.

4.

How do (or would) you pass on this knowledge?

Do you have a typical approach in passing on knowledge and understanding of the
environment and of people’s relationship with the environment?
a. What sorts of things influence your approach?
b. Would you change this approach at any time? And why?

5.

What do you think needs to be done by educators and leaders to make sure that the
environment is a clean and healthy and able to support our children’s-children’s-children?

Thank you for your time.
If you require more information about this study, please contact:

	
  
David McKay (Researcher)
Centre for Study of Agriculture, Food and
Environment
University of Otago
P.O. Box 56
Dunedin
Telephone: (03) 479 8294
Mobile: (027) 248 4288
Email: mckda154@student.otago.ac.nz 	
  

	
  

	
  

Professor Hugh Campbell (Primary Supervisor)
Department of Sociology, Gender & Social Work
Senior Researcher CSAFE
University of Otago
P.O. Box 56
Dunedin
Telephone: (03) 479 8749
Email: hugh.campbell@otago.ac.nz	
  

APPENDIX E – Interview Details

Participant

Code

Location of
Interview

Situation of Interview

Mode of
Interview

Dunedin

Email
konahi ki te konahi

Email
konahi ki te
konahi

Dunedin

Lounge and dining room of
researcher

konahi ki te
konahi

Whāngārei

Participant’s home,
travelling rohe, various
activities and locations

konahi ki te
konahi

Kerikeri

Field activity and shed aside
from Whare Nui on Kerikeri
Marae

konahi ki te
konahi

Wellington

ERMA Meeting Room

konahi ki te
konahi

Whāngārei

Skype audio visual

Skype audio
visual

Dunedin

Otago University office

konahi ki te
konahi

Napier

Skype audio visual

Skype audio
visual

Dunedin

Otago University meeting
room

konahi ki te
konahi

Dunedin

Participant’s home

konahi ki te
konahi

Dunedin

Te Moengarau Hemopo’s
home

konahi ki te
konahi

Whakatane

Skype audio visual

Skype audio
visual

Gisborne

Participant’s home,
travelling rohe, various
activities and locations

T1
Tahu Potiki

N/A

T2
Identity
confidential

Dunedin
T3

Rawinia Puna
T4
Hori Parata
T5
Abraham
Witana

T8
Dr Hauiti
Hakopa
T9
Zack Makoare
T10
Hinewai
Ngatai
T11
Te Moengarau
Hemopo
T12
Chris Holtham

T14
Identity
confidential

  

1 hour 10
minutes
5 hours 7
minutes
3 hours
12
minutes
2 hours
15
minutes
2 hours
1 hour

T13
Dr Pip Pehi

2 hours
27
minutes
3 days, 2
evenings

2.5 hours

T7
Tui Shortland

1 hour

3 hours

T6
Linda Faulkner

Duration

konahi ki te
konahi

1 hour 15
minutes
3 days, 1
evening

	
  

	
  

	
  

  
	
  

APPENDIX F – Summary Table of Philosophical and Pedagogical Objectives,
Outcomes and Methods of EE/EfS informed by Māori Culture
  

	
  
Participant

T1

Whakapapa /
Connectednes
s/
Relatedness

SI

Identity / Self
Well-being

Survival Skills

T2
WH
C
PPF
RT
S/W

T3
WH
C
RT
S/W

T4
WH
C
PPF
RT
S/W

T5
WH
C
PPF

SI
SK
SE
SW

SI
SK

SI
SK

SW

SW

As

As

As

SI
SK
SE
SW
AT
As

P
LS

SWI
SU
MC
P
LS

SWI
SU
MC
P
LS
TC

ECA

Community
Strength &
Well-being/
Rōpūtanga

M

Elements of
Core EE/EfS
Goals

AW
K

I

About
EA
EC

WN
WT
WB
M
T
AW
K
C
A/V
S
I
G
In
About
For
EA
ES
EC
EL
R
KP
IS

Transferral &
Continuance

RM

CT

RM
AC
FA
WW
LL
HV
CW
CT
V
A
K
DP
swc

CCC
WN
WT
WB
M
T
AW
K
U
C
A/V
S
I
F
In
About
For
EA
ES
EC
EL
SP
R
IS
ET
FA
WW
LL
HV
CW
CT
V
A
K
swc

S/W

SWI
SU
MC
P
LS
TC
ECA

WB
M
T

CCC
WN
WT
WB
M
T

AW
K
U
C
A/V
S

AW
K
U
C
A/V
S

G
F
In

G
F
In

For
EA
ES
EC
EL

For
EA
ES
EC
EL
SP

KP
IS
ET
RM
AC

KP
IS
ET
RM
AC
FA
WW
LL
HV
CW
CT
V
A
K
DP
swc

WN

WW
LL
CW
CT
V
A
K
DP
swc

T6
WH
C
PPF
RT
S/W

T7
WH
C

T9
WH
C

RT
S/W

T8
WH
C
PPF
RT
S/W

SI
SK
SE

SI
SK

SI
SK

SI
SK
SE
SW

SI
SK

As

As

As

As

MC
P
LS
TC

SW

SU
MC
LS
ECA

WB
M
T
AW
K
U
C
A/V
I
G
F
In
About
EA
ES
SP
R
KP
IS
ET
RM
FA
WW
LL
HV
CW
CT
V
A
K
DP
swc

WN
WT
WB
M
T
AW
K
C
A/V
S
F
In
About
For
EA
ES
EC
EL

ET
RM
AC
WW
HV
CT
V
A
K
DP
swc

SW
AT
As
SWI
SU
MC
P
LS
TC
ECA

CCC
WN

RT
S/W

SU
MC
P
LS

WB
M
T

WT
WB
M
T

AW
K
U
C
A/V
S

AW
K
U
C
A/V
S

G
F
In

G

For
EA
ES
EC
EL
SP
R
KP
IS
ET
RM
AC
FA
LL
HV
CW
CT
V
A
K
DP
swc

In
About
For
EA
ES
EL

T10
WH
C
PPF
S/W

SW

SWI
MC
P
LS
TC

WN
WB
M
T
AW
K
C
A/V
I
G
F
In
For
ES
EC
EL

T11
WH
C
RT
S/W
SI
SE
SW

T12
WH
C
PPF
RT

T13
WH
C
PPF
RT
S/W

T14
WH
C
PPF
RT
S/W

SI
SK
SE
SW

SI
SK
SE
SW
AT
As

SI
SK

As

SU
MC
P
LS

WT
WB
M
T
AW
K
U
C
A/V
S
I
G
In
About
For
ES

MC
LS
TC
ECA

WN
WB
M
T
AW
K
U
C
A/V
S
I
F
In
For
EA
ES
EC
EL

R
KP
IS
ET
FA
WW
LL
HV
CW
CT
V
A
K
DP
swc

KP
RM
AC
WW

IS
RM
FA
WW
LL

HV
CW
CT
V
A
K

CW
CT
V
A
K

swc

swc

KP
IS
ET
RM
AC
WW
LL
HV
CW
CT
V
A
K
DP
swc

SU
MC
P
LS
TC
ECA

CCC
WN
WT
WB
M
T
AW
K
U
C
A/V
S
G
F
In
About
For
EA
ES
EC
EL
SP
R
KP
IS
ET
RM
FA
WW
LL
HV
CW
CT
V
A
K
DP
swc

SW
As

P
LS

WN
WT
WB
M
T
AW
K
U
C
A/V
S
I
G
F
In
About
For
ES
EC
EL

KP
IS
ET
RM
AC
FA
WW
HV
CW
CT
V
A
K
DP
Swc

	
  
Key:
Inter-‐‑connections  and  Relationships  -‐‑  Whakapapa  and  Whanaungatanga  

GG
NR
SW
WH

for the Greater Good
PPF
Past/Present/Future
No Response
RT
Respect
Spiritual / Wairua
Whakapapa – knowing who & what you are & where you stand & inter-

relationships

  
	
  

  
Self-‐‑Identity,  Self-‐‑well-‐‑being  and  Self-‐‑actualisation  /  Mōhioake,  Hauoratanga,  Atuatanga  

As
SE
SK

As one with / part of the Environment
Self-Esteem/Self-worth
Self-Knowledge

AT
SI
SW

to become Atua
Self-Identity
Self-Well-being

Survival  Skills  –  Tū  Motuhake  

ECA
LS
P
SWI

Environmental Contextualisation / Adaptability
Life Skills
MC
Meaningful Context
Practical
SU
How to live ecologically ‘Sustainably’
Survival With Integrity
TC
Thinking Critically

  
Community  Cohesion,  Community  /  ‘Resource’  Well-‐‑being  Whakawhanaungatanga,  Rōpūtanga  and  
Kaitiakitanga  

CCC
M
WB
WT

Communication/Collaboration/Cooperation
Mātauranga Māori/Traditional
Well-being
WN
Working Together/Rōpūtanga
T

Whakawhanaungatanga
Tikanga & Ethics

Transferral and Continuance: Elements of Core EE/EfS Goals

AW
A/V
EA
EL
F
G
In
R
SP

Awareness
Attitude & Values
Environmental Awareness
Environmental Literacy
Facilitation
Guidance
In the Environment
Read / Write
Shifting Paradigms

About
C
EC
ES
For
I
K
S
U

About the Environment
Connection
Environmental Competence
Environmental Sensitisation
For the Environment
Information
Knowledge
Skills
Understanding

Mātauranga Māori / Tikanga Taiao

A
CT
DP
FA
IS
KP
RM

How to listen & speak
Critical Thinking
Develop a Position
Flexible & Adaptable
Individual Specific
Know Learning Purpose
Relevant & Meaningful
How to Observe

AC
CW
ET
HV
K
LL
SWC
WW

Assessment on Competence
Community Well-being
Everyone is a Teacher / Learner
Whole Person Valued
How to do / practice
Learn how to Learn
Survival, Well-being and Continuance V
What Works vs. What doesn’t

	
  

  
	
  

