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Abstract 

 

This thesis examines the potential of experiential education as a �best practice� 

pedagogy for pre-service teacher education in environmental education. The study 

involves forty pre-service teachers working collaboratively with the researcher in 1998 

to test the assumptions of two previous groups of beginning teachers (1996 and 1997) 

who indicated in their course evaluations that experiential education may provide an 

effective teaching and learning approach for environmental education.  

 

This study combines two approaches to participative inquiry: action inquiry and co-

operative inquiry. Both research approaches promote reflection-in-action and involve 

groups of individuals working collaboratively together as reflective practitioners. The 

data sources included reflective journals, a researcher diary, pre and post course 

questionnaires, individual interviews and group interviews. The environmental 

education course is a single case study and reflects the experience of three groups of 

students. The first group completed a 20 hour course in experiential education before 

starting the environmental education course, the second group completed both courses 

concurrently, while the third group only completed the environmental education course.  

 

The purpose of the literature review in experiential education and environmental 

education in teacher education is to provide a rationale for using a transformative 

teaching and learning approach in pre-service teacher education for environmental 

education. Contemporary best practice pedagogical approaches for environmental 

education are supported by many of the core principles of experiential education 

highlighting compatibility between theory and practice. 

 

The findings show that a transformative teaching and learning approach in 

environmental education was achieved by combining four key characteristics of 

experiential education in a holistic process. The four characteristics included reflection, 

connection to personal experience, emotionally engaged learning and student-centred 

teaching and learning. The impact of combining these four characteristics resulted in 

higher interest, motivation and enthusiasm for achieving the social action outcomes of 

environmental education. Thus, the pre-service teachers confirmed a synergy emerged 
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between the outcomes of environmental education and the pedagogical process of 

experiential education. 

 

The experiential approach allowed the pre-service teachers to engage in the role of the 

critical reflective practitioner. Consequently, the pre-service teachers were able to 

identify the potential and possibilities for implementing experiential education 

strategies in environmental education and also recognise and challenge the barriers that 

confine and constrain its use in teacher education and formal schooling.  

 

As a consequence the pre-service teachers identified that working in collaborative 

groups of reflective practitioners was essential to continue developing effective 

facilitation skills and also to help them challenge traditional practice that limited their 

professional development. They also identified significant changes to the pre-service 

environmental education course to ensure a higher quality experience for subsequent 

groups of beginning teachers.  

 

The study highlights the need for more research into how well beginning teacher 

implementing environmental education function as reflective practitioners in their first 

few years in teaching and are able to challenge the barriers that limit transformative 

pedagogical approaches in schools.
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Chapter 1 Introduction  

 

1.1 Background and Rationale 

 

This thesis integrates my professional interests in three fields: teacher education, 

environmental education and experiential education. As such the thesis is grounded in 

my work as a teacher education practitioner and explores the issues associated with 

using an experiential learning approach in educating pre-service teachers for 

environmental education. The two key reasons for the study are firstly, to explore the 

value of experiential learning as a medium for achieving the "reflective practitioner" 

goals of teacher education and secondly to study how to provide agency and 

empowerment to pre-service teachers in relation to transformative knowledge and the 

attitudinal and action objectives of environmental education.  I have adopted an action 

inquiry and cooperative inquiry approach to investigate these issues in relation to the 

learning experienced by forty pre-service teacher education students who undertook an 

environmental education course at the Christchurch College of Education. 

 

1.1.1  Teacher Education 

Currently teacher education in New Zealand is torn between two contradictory 

demands. First, policies derived from economic rationalism are leading to pressure from 

government to reduce the cost of teacher education by "fast tracking" programmes to 

overcome short-term teacher shortages. Second, much current research on innovative 

practice in teacher education is emphasising the concept of the critical reflective 

practitioner (Hart 1990; Valli 1992; Hatton and Smith 1995; Smyth 1996). A critical 

reflective practitioner is one who is not only skilled in the technical aspects of pedagogy 

but is also able to reflect on the social and environmental implications of different 

approaches to teaching and learning. The contradiction is the time and effort required 

by critically reflective practitioners to challenge and question the social policies that are 

derived from economic rationalism and the pressure to reduce costs and fast track 

teacher education. 
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This is particularly relevant in teacher education for environmental education. This is 

because the dynamic nature of environmental education requires teachers not only to 

have the wide range of teaching and learning skills of the environmentally educated 

teacher (Fien and Tilbury 1996) but also to reflect the perspectives and skills of the 

reflective practitioner. Environmental education is dynamic in nature because it 

provides a holistic approach to learning that integrates attitudes and values with 

knowledge, skills, experience and awareness in a interdisciplinary context that explores 

bio-physical, social, economic and political issues relevant to the sustainability of the 

earth (Fien and Tilbury 1996). The importance of global sustainability is at the top of 

the international agenda (UNESCO 1997) and teacher education has been identified as a 

critical imperative to ensure that teachers provide effective environmental education 

programmes in schools.  

 

Research in teacher education for environmental education has begun to address critical 

reflective strategies to meet such requirements (Fien and Rawley 1996) and there has 

also been much work in the general area of teacher education (Valli 1992; Brookfield 

1995; Brookfield 1996). However, none of this work has been based upon a 

comprehensive or, at least, clearly articulated theory of learning or integrated 

pedagogical process. This thesis explores the value of experiential learning to fill this 

gap in the literature and practice of teacher education, especially related to 

environmental education. 

  

1.1.2 Environmental Education 

The significance of this research is found in the urgent need for teacher education to 

embrace teaching and learning approaches that support and complement the aims and 

objectives of environmental education and also help beginning teachers reflect on their 

own practice. The global significance of this issue is illustrated by the importance 

placed on teacher education for environmental education in the International Belgrade 

workshop (1975), the ministerial-level Tbilisi Conference of (1977), the Moscow 

Congress (1987) in UNESCO-UNEP report March (1990), the Brundtland Report  

(1987), the "Earth Summit" in (1992) and the UNESCO-ACEID conference on 

"Environmental Education in Teacher Education in Asia and the Pacific" (NIER 1993). 

More recently, an Asia-Pacific UNESCO-ACEID project "Learning for a Sustainable 

Environment" (1997) addressed the issue of quality teacher education for environmental 
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education by implementing a region wide action research project that focused on 

enhancing professional practice (Fien, Heck and Ferreira 1997). Independent 

researchers have also emphasised the need to develop pedagogical practices in pre-

service teacher education programmes for environmental education (Stapp 1980; 

Robottom 1987c; Hart 1990; Tilbury 1995; Fien 1993a).     

 

Robottom (1987b, 1987c, 1987d) posits that teacher education for environmental 

education involves a dual pedagogical challenge. Robottom (1987c) discusses these two 

challenges as firstly, the need to address the social change objectives of environmental 

education which seek to transform the �business as usual� approaches to ecological 

sustainable approaches and, secondly, the need for professional development 

experiences in environmental education that assist teachers to become critically 

reflective practitioners. 

 

Robottom (1987c) has proposed five principles in order to assist teacher education to 

address his dual challenge. Teacher education in environmental education should: 

• be participatory and practice based 

• be enquiry based 

• involve ideological critique 

• be community based 

• be collaborative. 

 

Hart (1990) has recommended the concept of the reflective practitioner as an 

appropriate method for addressing aspects of Robottom�s dual challenge. Some 

research by Robottom has sought to use this approach with in-service education, while 

Fien has used aspects of this approach within the context of a Master of Environmental 

Education course (Fien and Rawley 1996). Aspects of the reflective practitioner 

approach have also been used in the professional development of teacher educators 

involved in the "Learning for a Sustainable Environment" project (Fien, Heck and 

Ferreira 1997). However, no studies to date have shown how this can be implemented 

in pre-service teacher education for environmental education. 

 

Critical components attached to the role of the reflective practitioner involve: 

• action research 

• reflection "in" action and "on" action 
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• mentoring and facilitation 

• re-orienting practice based on acknowledging learning from experience 

• emotionally engaged learning and personal empowerment. 

 

Each of these individual components is reported to be valuable in themselves (Kolb 

1984, Hart 1990, Heron 1989, Burnard 1988, Proudman 1992, Warren 1993, Brookfield 

1996, Wyatt 1997). However, there is little evidence that they have been integrated into 

a coherent theory of teaching and learning which is capable of achieving reflective 

practitioner outcomes for pre-service teacher education. 

    

This thesis aims to review appropriate literature and critically analyse the experience of 

beginning teachers taking an environmental education course grounded in the 

experiential approach to teaching and learning, to address the dual challenge proposed 

by Robottom and the notion of the reflective practitioner put forward by Hart et al.. 

 

1.1.3 Experiential Education 

In an earlier study Law (1993) explored the use of experiential education as a teaching 

and learning process in the professional studies aspect of a one-year secondary teacher 

education programme. The experiential education approach was used to develop 

awareness, encourage ownership and responsibility, allow for testing and evaluating 

ideas in light of new experiences, promote the transfer of new ideas into practice and 

give agency and empowerment to students.  

 

The study identifies what students thought made the process "experiential". They 

identified the following key principles: 

• students set their own individual goals 

• the tutor engaged in active facilitation 

• there was an open forum for reflective discussion 

• prior learning was used and built on 

• self and peer reflective feedback were critical for reflection 

• reflection in action and reflection on action were important skills.  

 

These are consistent with the key principles of experiential learning outlined by 

Proudman (1992) and Luckner and Nadler (1992). 
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Experiential education is described as a combination of "direct experience that is 

meaningful to the student with guided reflection and analysis. It is a challenging, active, 

student-centred learning process that impels students towards opportunities for taking 

initiative, responsibility and decision making " (Proudman 1992, p.20). The broad 

conceptual overview of experiential education in the literature acknowledges this 

approach as involving a high practical engagement with reflective practice that 

encourages meaningful connections for learners.  

 

The present research in experiential education aims to clarify the idea that student-

centred 'experience' coupled with reflective practice, taking responsibility and further 

testing of new ideas is a powerful tool to provide opportunities for learners to challenge 

current attitudes, values and practice (Heron 1989; Burnard 1988; Warren and 

Rheingold 1993; Usher, Bryant and Johnston 1997). 

 

While there is research in experiential education in adventure based learning (Luckner 

and Nadler 1992) and the use of experiential learning in teacher education (Brookfield 

1995, 1996, Valli 1992) there is extremely limited research in the area of experiential 

education in environmental education within the context of teacher education. The 

research that is available provides a tenuous link between the three broad areas of 

experiential education, eg. environmental education and teacher education. Hence, there 

is an urgent need to address this gap in the research and outline the effectiveness of 

experiential education as an appropriate and innovative approach for teaching and 

learning in environmental education in teacher education. 

1.2 The Research Problem and Questions 

1.2.1 Research Problems 

To teach quality environmental education there is a definite need for appropriate 

pedagogies to deliver effective environmental education programmes in schools. There 

is also a need for teacher education institutions to address the specific teacher 

competencies for environmental education and provide adequate training and 

preparation for beginning teachers. The broad nature of environmental education which 

is represented in the debate over its scope, objectives and processes, and the wide range 

of essential skills that are required by individuals or groups to effectively participate in 

dealing with environmental issues is one reason that teachers, teacher educators and 
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education administrators have not adequately addressed the reality of exploring 

effective pedagogies for delivering environmental education within the context of the 

current New Zealand Curriculum Framework. 

 

Environmental education is perceived by many teacher educators in the Asia-Pacific 

region (NIER, 1993 and 1996) as not part of the mainstream curriculum. It is not a 

specific learning area in its own right, and therefore has low status.  The lack of policy 

guidelines, a national framework and direction for effective teaching and learning in 

environmental education in New Zealand (prior to 1999), resulted in ad-hoc delivery 

that was superficial and is reduced to giving information about the state of the 

environment. It was often characterised by gathering information about local and global 

issues and presenting hypothetical solutions. There are few examples in formal 

education of quality environmental education programmes that require individuals to 

reflect on their own behaviour and explore the range of skills and solutions that result in 

a changing of attitudes and values either 'for' or 'with' the environment. In most cases 

the teaching and learning strategies are inappropriate and reflect a lack of commitment 

to environment education by education administrators.  

  

The current political and economic rhetoric about the environment within New Zealand 

is to embrace the concepts of sustainable resource management and sustainable 

development. This is reinforced in the government's Environment 2010 Policy (1995 

p.14) and in Learning to Care for our Environment  (1998 p.7-9). Learning to Care for 

our Environment identifies environmental education as an important component in 

achieving 'sustainable management of our resources' (p.4) and states it is 'the most 

important way of changing attitudes, so that people learn to accept responsibility for 

their own actions in relation to the environment' (p.7).  

 

This supports the argument that environmental education should be located within a 

social context that reflects social action. In both the government documents mentioned 

above is the reference to "environmental values" (1995, p.11) and 'people accepting 

responsibility for their own action' (1998, p.4). The difficulty is in developing 

appropriate teaching and learning strategies that reflect the concept of 'changing 

attitudes' and that focus on assisting individuals to 'accept responsibility for their own 

action'. 
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This researcher's experience and views, which are based on a previous study of 

experiential learning within teacher education (Law 1993), have led to the hypothesis 

that experiential learning offers a dynamic process of reflection and review that 

contributes to behaviour change and empowers learners to make their own choices and 

decisions. This model was used within the context of developing the professional skills 

required of pre-service teacher trainees within a one-year secondary teacher education 

programme. The feedback from students who experienced this process indicated that 

they had to 'take responsibility for dealing with the changes in their own behaviour and 

their own learning' and that they had 'to recognise that they were accountable for their 

own performance, reflection, development and assessment' (Law 1993, p. 90).  This 

approach could also provide a suitable process for teaching and learning through 

environmental education. This becomes the emphasis of the first research problem: In 

what ways is experiential education an appropriate pedagogy for meeting the aims 

and objectives of environmental education in teacher education? 

 

The current trend of global concern for the environment is not being matched by an 

increased concern or examination of personal lifestyle choices, school curriculum 

content or current business practice.  In many aspects of life we need the skills of the 

reflective practitioner - the ability to examine our own behaviour and the consequences 

of that on ourselves and on society as a whole. Reflection is a process that allows 

individuals to construct meaning out of an experience. It takes into consideration an 

individual�s feelings and emotions. The goal of reflection is for the learner to construct 

meaning out of their experience by discovering new connections and discrepancies 

between the most recent and past experiences (Law 1993 p.58). The process of 

reflection �in� and �on� action (Schon 1983, 1987) is for individuals to acknowledge 

their experiences, explore the meaning and discrepancies, consolidate their views, 

identify things that need to be developed or changed and finally to set in place specific 

goals to be achieved. The need to be reflective and to focus on the changes that should 

be made in how we view the environment is becoming critical. One of the key 

processes of experiential education is reflection. Students who were involved in this 

researcher�s previous study on experiential education in pre-service secondary teacher 

education indicated that 'reflection in action' (Schon 1983, 1987) was an important 

component of this model of teaching and learning. This becomes the emphasis of the 

second research problem: To what extent can the experiential model of teacher 
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education provide for the pre-service development of teachers as reflective 

practitioners within the context of environmental education? 

 

 

1.2.2 Research Questions 

The research questions have been developed to address the two research problems, 

namely: 

1. In what ways is experiential education an appropriate pedagogy for meeting the 

aims and objectives of environmental education in teacher education? 

 

2. To what extent can the experiential model of teacher education provide for the 

pre-service development of teachers as reflective practitioners within the context 

of environmental education? 

 

Four research questions have been developed to address these problems. The first two 

research questions address problem 1. The third and four research questions address 

problem 2. The research questions are: 

1. What characteristics of experiential education did the pre-service teachers portray as 

a result of their participation in the course? 

2. What aspects of experiential education were effective and to what extent were these 

relevant for teacher education in environmental education?    

3. What characteristics of the reflective practitioner did the pre-service teachers 

display? 

4. What other factors of experiential education were problematic for pre-service 

teachers? Were these issues theoretical or practical? How might the experiential 

education course be revised as a result of these findings? 

 

1.2.3 Research Matrix 

A research matrix based on these research questions has been developed. The matrix 

includes an overview of data collection and analysis techniques (Figure 1.1). 
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1.3  Chapter Overviews 

This thesis is set out in eight chapters. Chapter 1 provides an introduction to the thesis. 

The literature review consists of two chapters: Chapter 2 introduces the key literature 

related to experiential education and the use of experiential education in teacher 

education while Chapter 3 introduces the literature in environmental education that 

relates specifically to teacher education. Chapter 4 provides a detailed outline of the 

research methodology while Chapter 5 outlines the context of the study. Chapter 6 

presents the results of the study and Chapter 7 a discussion of the results. Chapter 8 

outlines the conclusions and recommendations that emerged as a result of this study. 

 

Chapter 2 outlines a brief history of the concept of �experience� in educational thought 

to identify the development of experiential learning. This is followed by an exploration 

of the definitions and the theoretical underpinnings of �experiential education�. It is 

argued that, by establishing a theoretical base for experiential learning, a justification 

can be made for exploring the use of experiential education as a methodological 

approach.  Established models of experiential education are also considered and 

reviewed. The purpose in exploring experiential education as a methodological 

approach is to establish experiential education as a valid alternative approach to 

teacher-directed mainstream education. It is argued that experiential education 

challenges teacher-directed practices by identifying a new role for the teacher, the need 

for reflective practice, and the use of experiential education as a set of relationships that 

focuses on confronting existing ideas, beliefs and behaviours in light of new 

experiences. The key issues in, and limitations of, experiential education are 

acknowledged in exploring the process verses the implementation in practice. 

Identifying the issues and limitations serves to identify some of the constraints within 

experiential learning and also to acknowledge the external structural and organisational 

constraints within teacher education and education in general. A selected range of 

contexts in which experiential education has been used for �professional development� 

in general is also outlined, to provide an argument for the use of experiential education 

within the context of teacher education. Chapter 2 also reviews issues in teacher 

education and explore how these relate to the core principles of experiential education. 

The issues relate to a growing concern about the process/product orientation of research 

in guiding the preparation of teachers, (Valli 1992). Valli (1992, p.xii) suggests that this 
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has occurred because there has been a "breakdown on consensus about technical 

rationality1 being an appropriate model for the preparation of teachers". The failure of 

this approach is because knowledge is often seen as "independent of goals and context" 

(Valli 1992, p.xii). Hence there is renewed interest in teaching and learning that is 

grounded in the "real work of teachers" (p.xii). Consequently, there has been an 

emergence of Dewey (1938) and Schons (1983) notion of reflective practice that 

explores teaching and learning with an emphasis on what Valli calls "uncertainty, 

artistry, and context-specificity" (p.xii). The literature in teacher education provides 

numerous accounts of the perceived benefits and limitations of promoting reflective 

practice in pre-service teacher development (Schon 1987, Shulman 1987, Tabachnick 

and Zeichner 1991, Valli 1992, Brookfield 1995, Ussher et al.. 1997, Snook 2000 and 

Tinning 2000). There are also cautions on the many manifestations of reflective practice 

and how it is used as a "catch all term for embracing ideologies and orientations that are 

often contradictory" Brookfield (1995, p.216). He also suggests that both reflection and 

reflective practice are "so overused that they are in danger of becoming buzzwords 

denuded of any real meaning" (p.216). Therefore, in this thesis careful attention has 

been made to outline the key aspects of reflective practice that are relevant to this study. 

In particular Dewey's (1938) concept of learning through experience and his notion of 

reflective practice, Schon's (1987) concept of the reflective practitioner and 

Brookfield�s (1995, p.1) assertion that "critical reflection is crucial for teachers' 

survival" are central to this thesis.   

  

Chapter 3 explores and analyses the nature, purposes and scope of environmental 

education internationally and in New Zealand. This involves identifying different 

definitions, components and dimensions of environmental education in teacher 

education. This serves to highlight the holistic nature of environmental education and 

establish the need for effective and appropriate teaching and learning strategies that 

cover a wide range of contexts, skills and experiences. It also serves to emphasise the 

importance of using teaching and learning techniques that allows individuals to 

critically reflect on their values, attitudes and behaviours. This chapter also explores the 

reasons why environmental education is an essential part of the curriculum and 

therefore, an essential element of teacher training. The need to develop more critical, 
                                                 
1Technical rationality refers to teaching where students are encouraged to conform their practice to generalisations 

about relationships among variables which result from empirical research (Valli 1992, p.217). 
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reflective and affective pedagogical practices in pre-service teacher education for 

environmental education is also addressed. 

  

 

Chapter 4 has five sections. The first section describes the focus of the study 

introducing the researchers work as a teacher educator, using experiential education as a 

pedagogical approach to environmental education. The second introduces the research 

methodology and method used in this study. This section outlines the use of a critical 

methodology (Kincheloe and McLaren 1994) because of the strong socially critical 

interest of the study in exploring the use of experiential education approaches in teacher 

education for environmental education. Two participatory research methods: action 

inquiry (Reason 1994) and co-operative enquiry (Heron 1971, 1981a, 1981b, 1992) that 

provide a complementary approach to guide the study are also introduced. Action 

inquiry and cooperative inquiry were used because both methods of inquiry place an 

emphasis on reflection in action, which is consistent with the experiential learning focus 

of this study.  As Reason (1994) notes, action inquiry is a form of action research that 

involves inquiry into practice and is concerned with exploring current action through 

cycles of action and reflection in order to inform, and then transform, practice for 

increased effectiveness. The practice of action inquiry involves reflection on "one�s 

own actions with others in self reflective ways" (Reason (1994, p. 332) in order to 

collect "raw" data of accounts and recordings of practice and the "systematic testing of 

theory in live action contexts" (p. 333). Cooperative inquiry is defined by Heron (1971, 

1981a, 1981b, 1992) as a qualitative research method that has it roots in human inquiry 

and is an "experiential research methodology" (Heron 1981a, p.153). Cooperative 

�experiential� inquiry allows groups of people to plan, monitor and reflect on a shared 

experience in order to make sense of the connections between propositional, practical 

and experiential knowing (Heron 1981a, p.158). Section three explains the research 

techniques and section four provides a description of the conduct of the study. The fifth 

section outlines the key ethical issues associated with the study. 

 

Chapter 5 describes the context of pre-service teacher education in New Zealand, 

specifically at the Christchurch College of Education. The chapter outlines the 

conditions, circumstances and relationships that underpin the research that is reported in 

this thesis as well as an outline of the nature and scope of environmental education and 

experiential education at the Christchurch College of Education where the study took 
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place and the background on students taking the environmental education course. The 

chapter finishes with an outline of how the researcher and students worked as co-

researchers to frame the inquiry that guided this study. 

 

Chapter 6 presents the results of study. The results trace the perceptions of three distinct 

groups of students. Group 1 student�s had previously completed a 24 hour course in 

experiential education before taking the environmental education course. Group 2 

students� completed both the experiential education course and the environmental 

education course concurrently in the same teaching block. Group 3 students were 

enrolled in the environmental education course but not the experiential education 

course. The results are set out this way to explore any distinctions that may be apparent 

between the three groups and thus determine the effectiveness of using experiential 

education approaches for teacher education in environmental education. 

 

Chapter 7 introduces four interlocking themes and a number of issues that emerge from 

the study. The themes provide a structure for exploring what is happening in 

experiential education in teacher education and more importantly the effect of using this 

pedagogical approach to achieve the aims, objectives and outcomes of teacher 

education for environmental education. The issues identify two barriers that limit the 

implementation of experiential education in environmental education in pre-service 

teacher education.  

 

Chapter 8 presents the conclusions and recommendations for this research. This is 

presented in two sections. Section one summarises the research findings according to 

the two research questions. Section two provides details of the recommendations 

identified from this research and areas for further research.  
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Chapter 2 LITERATURE REVIEW EXPERIENTIAL 

EDUCATION 

 

2.1  Introduction 

The purpose of this chapter is to review and synthesize literature relevant to the study of 

experiential learning approaches in environmental education for teacher education.  As 

such, Chapter 2 provides a theoretical framework to guide the collection and analysis of 

data. The chapter begins with a brief overview of the history of the concept of 

�experience� in educational thought and then explores the links between �experience� 

and experiential education and the processes through which experience is transformed 

into meaningful learning.  This overview of experiential education provides the 

background to then review definitions, explore the theoretical underpinnings and 

identify the limitations of experiential education.  

 

 

The process of experiential education highlights the importance of how humans learn 

and the links between prior knowledge and new experiences that help transform human 

thinking.  The importance of learning experientially is reinforced by Cousins (1992) 

who argues that: 

What is of greatest consequence in a person�s life is not just the nature 

and extent of his or her experiences but what has been learned from 

them. (cited in Luckner and Nadler, 1992, pp.xv) 

 

Hence, there is a need to distinguish between �experience� and the process of learning 

through experiential education.  

 

2.2  The Concept of �Experience� in Educational Thought 

Using experience in a teaching and learning setting is not new; in fact, almost 

everything we learn is based on some kind of experience. The key hallmark of whether 

an experience is educational or not is based on how the experience is used to promote 

further development or learning.  
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The term �experience� is associated with the raw knowledge or skills gained from life 

by personal (initial) contact with facts and events.  Experience implies that there is 

recognition (at an affective level) that �something� has been gained as a result of 

personal contact, and the subsequent reflection that moves experience to experiential 

learning forms the basis of developing a consciousness or understanding of ideas, 

neither of which may in turn be understood as a theory. 

 

Socrates (470 - 399 BC) was one of the first writers in the western tradition to focus on 

the concept of learning in education. His ideas helped change the function of education 

from learning to recite information presented by others to the process of questioning the 

assumptions behind accepted wisdom. Two important aspects of Socrates� theory of 

education are especially relevant to this thesis.  Firstly, Socrates believed that students� 

prior experience and learning contributed to further learning and the teacher�s role was 

to guide, prompt, question or otherwise elicit learning from a process of experience, 

reflection and analysis.  Secondly, Socrates believed that the process of becoming 

educated in this manner was more important than the product of a �final static state� of 

learning (Crosby, 1995, p.6).  These two aspects indicate that Socrates saw both prior 

knowledge and new experiences as crucial to the learning process, ie. that knowledge is 

acquired as a result of challenging and adapting previously held ideas.  

 

Consequently, Socrates� philosophy has been described as the �midwife theory� of 

education because he "saw the role of the teacher as that of a midwife: helping to give 

birth to the knowledge which is already within the student. The teacher simply assisted 

with the delivery" (Crosby, 1995 p.7).  Nevertheless, Socrates� approach was teacher-

centred in that he saw teachers controlling what students learned through the art of 

questioning.  This technique is grounded in teachers� own values and does not 

necessarily challenge students to explore the nature and scope of their own questions. 

The idea of giving birth to knowledge that is already there does not challenge students 

to seek what they do not know. 

 

Experience also featured in the educational theory of Aristotle. In his concept of 

�theoretical wisdom� and �practical wisdom�, Aristotle drew a distinction between 

cognition and experience.  His view that the cognitive mind (theoretical knowledge) 
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represented an advance for the human species over other animals meant that he placed 

more emphasis on theory than practice.  

 

This view has greatly influenced western intellectual thought and has given rise to the 

separation between the �knowing mind� (subject) and �knowable mind� (object). This 

separation underpins contemporary debates about rationalism and empiricism, 

respectively. Rationalism views knowledge as something that is acquired through 

reason not experience, whilst empiricism views knowledge as a product of the 

experience that results from interaction with a field of enquiry. The difference is 

between propositional knowledge, which is grounded in books, lecture and media 

presentation and experiential knowledge, which is grounded in our own practical 

experiences. Aristotle�s theory does not dismiss the idea of practical experience; rather 

it makes a distinction between this and theoretical wisdom and places a higher value on 

cognition than on experience. However, the influence of personal experience and how 

that could challenge rational thought is not given great status in his educational theory  

 

Crosby (1995, p.10) argues that Kant (1787) advanced the discussion of theory verses 

practice by arguing that it was impossible for the "mind to match the world" but more 

logical for us to order the world in the way we perceived it.  Kant supported the notion 

that theory should be generated from the interpretation of experience. Therefore, 

experience and theory are both critical aspects of Kant�s educational theory, a 

proposition that provided a way out of the endless debates and discussions over theory 

verses practice. As Crosby noted:  

Thanks to Kant, Western thought got beyond the epistemological 

impasse. His theory provides room for both reason and experience to 

function, and gets us out of the disastrous problem of how to get in touch 

with that which we want to know (Crosby in Warren, Sakoffs and Hunt 

(eds), 1995, p. 10). 

 

Kant elevated the status of practical experience as opposed to the cognitive worldview 

(theoretical knowledge) held by Plato and Aristotle. Kant also acknowledged the 

importance of reflecting on experience to develop a theoretical perspective. Practical 

knowledge was not reduced to implementing theory, but was viewed as a critical link in 

generating and establishing a theoretical position. The relationship between prior 

knowledge and current experience was, therefore, dependant on personal interpretation. 
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Thus, the term   �experience� requires detailed analysis and the link between 

�experience� and the contemporary view of experiential education needs to be explored.   

 

The notion that knowledge is constructed from the interaction of prior and new 

experience is the basis of contemporary approaches to experiential education.  John 

Dewey  (1966, p.140) suggested that to "learn from experience" was to use prior 

knowledge and present experience to develop connections between things in order to 

move forward. Dewey (1966) stated that the "nature of experience can be understood 

only by noting that it includes an active and a passive element peculiarly combined. On 

the one hand, experience is trying "- a meaning which is made explicit in the connected 

term �experiment�. "On the passive, it is undergoing" � meaning that when we 

experience something, "we act upon it, we do something with it; then we suffer or 

undergo the consequences (p. 139). 

 

Dewey made the point that if experience involved being affected by something (ie. 

"suffering or undergoing the consequences") then it embraced the concept of thinking 

about our actions. If our actions shift and become a change in behaviour, then Dewey 

believed that true learning had occurred. However, it is the connection of what Dewey 

calls the passive and active elements of experience that determines the true value of an 

experience. Therefore, he argued that the activity by itself "does not constitute 

experience" (1966, p. 139). 

 

Dewey�s philosophy of learning is similar to the ideas of Kant.  His approach to 

learning is based on the idea that all learning is grounded in experience, which, for the 

purpose of this thesis, is interpreted as being �affected by an event�.  Dewey (1966) 

believed that a small amount of experience was worth a huge amount of theory, 

"because it is only in experience that any theory has vital and verifiable significance" 

(p.144).  

 

Dewey further clarified the term �experience� by describing two related aspects of all 

experience which he called primary and secondary experience.  According to Dewey 

(1926, p.23), an initial, primary experience is essentially "non cognitive". Indeed 

Dewey saw it as "gross, macroscopic and crude" (p.7). However, secondary or 

reflective experience involves an exploration of what happened during the primary 

experience. Therefore, the reflective experience transforms the basic and rough nature 
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of primary experience into a more sophisticated form, one that is "precise, microscopic 

and refined" (p.7). 

 

The concept of primary experience is grounded in an event that happens to a particular 

person. Thus, personal experiences are not someone else�s experience but something 

that an individual must "significantly identify with, seriously interact with" or "form a 

personal relationship with" (Joplin, 1981, p. 15). The secondary experience is based on 

an individual�s interpretation of the primary experience. Therefore, the initial 

experience provides the context for learning, while the secondary experience provides 

the significance and meaning.  Thus, it is the reflective process and quality feedback 

that turns experience into experiential learning. Consequently, experiential learning 

"includes both the act of experiencing and what has been experienced" (Bernstein, 

1966, p.65). However, what has been experienced is limited to the specific context in 

which it occurs, to the particular people involved and to individual interpretation. 

According to Usher, Bryant and Johnson (1997) "experience can have many meanings 

some conflicting and contradictory" (p.105).  Hence, no experience is the same for each 

individual and is open to different interpretations in different contexts and settings. 

Therefore, "the meaning of experience will vary according to different discursive 

practices, as will the particular significance given to learning derived from experience" 

(Usher, Bryant and Johnson, 1997, p.105). Experience can be limited by how it is 

presented and then authenticated by the social structures in which it is conceived. 

Usher, Bryant and Johnston (1997) argue that this identifies a major weakness in 

considering "how experience itself represents (has meaning) and second, is itself 

represented (within theories and epistemologies)"(p.101). While �raw� experience is 

authentic to the learner it is often presented within established social structures. 

Consequently, these social structures have the power to either limit and control the 

potential experience or liberate it by providing the freedom to challenge. Therefore, 

Usher, Bryant and Johnston (1997) suggest that experiential education that is 

"representing or discursively producing experience in a very particular way and with a 

very particular set of significations" (p.102) is notably contestable, political and subject 

to question. 

 

As a result, experiential learning should be considered not just as a student-centred 

approach or pedagogical technique. Instead, it needs to be viewed in terms of the socio-

cultural and institutional context in which it operates (Usher, Bryant and Johnston 
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1997). Individual meaning of an experience will always be context specific and will 

produce different interpretations. 

 

Bell (1993, p. 20) also argues that, "all experience does not relate to, or even clarify my 

experience". She states that, "to me experiences �exist� through interpretation. It is 

produced through the meanings given it. Interpretation of lived experiences are always 

contextual and specific" (Bell 1995, p.10, Bould, Cohen and Walker 1993, p.11). Thus, 

Bould, Cohen and Walker (1993, p. 6-7) assert that "experience is not an event which 

happens, it is an event with meaning" and experience becomes a critical aspect of 

learning through the "transaction between the learner and the milieu" in which 

individuals operate. They argue that, "every experience is potentially an opportunity for 

learning" (p.8). Consequently, experience may be viewed as a central foundation for 

learning but this does not mean that individuals necessarily make effective learning 

connections (Bould, Cohen and Walker, 1993; Bell, 1993; Chapman, McPhee and 

Proudman, 1992; Usher, Bryant and Johnson, 1997).   

 

Educators must "move beyond practice based on over simplistic observations that �you 

can always learn from experience� etc. and look more carefully at the necessary 

preconditions for experiential learning" (Usher, Bryant and Johnson, 1997, p.118). The 

preconditions require educators to establish an appropriate  "climate and infrastructure 

from which experience can both be explored and problematised" (p.118) to avoid 

learners becoming "unreflexive prisoners of their experience or have their experiences 

colonized and reduced, on the one hand by oppressive educational institutions and, on 

the other by totalising �radical� discourses" (p.118).  

 

Creating the climate and infrastructure involves acknowledging students� emotional 

safety and self-confidence by establishing "the right emotional tone" (Brookfield, cited 

in Usher, Bryant and Johnson 1997, p.118) from which to examine student experience. 

A climate based on "explicitly, honesty and sensitivity", according to Usher, Bryant and 

Johnson, 1997, p.119) will help limit oppressive experience. Carver (1996, p.10) asserts 

that three key components are required to establish an effective climate and 

infrastructure - programme characteristics, characteristics of the setting and student 

experience. These three components, according to Carver (1996, p.11),  

promote the development of student agency, belonging and competence 

by introducing resources and behaviours that allow for active learning, 
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drawing on student experience, authenticity and connecting lessons to 

the future in a learning environment that usually values caring, 

compassion, responsibility, accountability, individuality, creativity and 

critical thinking. 

 

Heron (1989) has developed a model of four types of learning to illustrate the 

importance of experience in learning. He argues that people encounter the world 

through personal experience (experiential learning) in order to "recognise specific 

patterns and processes" (imaginal learning),  (1989, p. 13). These patterns and processes 

provide the foundation on which theoretical knowledge, or what he calls "conceptual 

learning", can be developed. Practical learning involves the application of conceptual 

learning through a broad range of essential skills. These forms of learning are described 

by Heron as "distinct; they cannot be reduced to each other. At the same time, however, 

they inform, support and enhance each other" Heron (1989, p.13). 

 

As a result Heron (1989, p.13) argues that these four types of "learning rests 

epistemologically" on the others. Practical learning, conceptual learning and imaginal 

learning are all grounded in experiential learning. The notion that practical learning, 

conceptual learning and imaginal learning is grounded in experiential learning is a 

consequence of viewing learning as a series of connections. The teacher�s role is to 

assist the learners to make the connection between what they have experienced, what 

they think of this, how this links with other ideas and how they can apply it. This is a 

process of what Heron calls "manifold learning". 

Practical  
learning 
 

Conceptical 
   learning

Imaginal learning

Experiential learning
 

Figure 2-1 Manifold Learning.  (Heron 1989, p.13) 
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Heron�s concept of  �manifold learning� promotes experience as the lens through which 

we generate, apply and evaluate theory in practice.  He is arguing that learning by 

definition should be grounded in experiential learning. However, this thesis is exploring 

the notion that experiential education is a superior form of learning among many forms 

of learning. Therefore, the grounding of both theory and practice in a superior form of 

learning is considered to be in personal experience. This view creates interdependence 

between all areas of knowledge rather than creating oppositions. This view has led to 

the contemporary view of experiential education. Hence, Usher, Bryant and Johnson 

(1997, p.118) argue that experiential learning should "attempt to triangulate experience 

through an investigation of personal meaning alongside the meanings of engaged others 

and the presence and influence of different contexts and different discourses". This 

leads to the "possibility of a variety of interpretations and assessments of experience" 

and opens the possibility that "experiential learning might be both �liberating� and 

�domesticating�, according to its contextual and discursive location" (Usher, Bryant and 

Johnson, 1997, p.120).  

2.3 Exploring Understandings of Experiential Education 

The concept of experiential education has been developed to provide a philosophical 

basis to understand and make use of experience in the learning process. However, there 

is still some confusion in relation to the term� experience� within the concept of 

experiential education. Aldous Huxley states that "experience is not what happened to 

you; it is what you do with what happens to you" (cited in Luckner and Nadler, 1992, p. 

176). This statement recognises secondary experience but neglects the personal 

connection, identity and relationship that is grounded in �primary� experience.  

 

Dewey�s (1926) concept of primary and secondary experience echoes the contemporary 

understanding of experiential education. Experiential education is based on the process 

of learning from an experiential encounter in which learners reflect upon the primary 

experience to discover new learning. The experiential learning aspect is the 

combination of experience (object) and reflection (subject), and not just the result of  

"learning by doing" (Proudman 1992, p. 20; Roberts 2002, p.281). This recognises the 

importance of viewing learning as both a cognitive and affective encounter rather than 

distinguishing between the two (Crosby, 1995).   
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Learning that takes place outside the classroom has often been characterised as 

"learning by doing" or "hands on learning" (Proudman 1992, p.20) and it usually 

involves a practical experience. This is often referred to as experiential learning. 

However, not all practical experiences are necessarily educative. Dewey highlights this 

point by suggesting that, "the belief that all genuine education comes about through 

experience does not mean that all experiences are genuinely or equally 

educative"(1938, p.25). Nor does it mean that experiential education can only, or best, 

occur �outside the classroom�. 

2.3.1  Experiential learning as emotionally engaged learning 

Heron (1989, p.92) described experiential education as �affective� in nature because it 

involves a positive emotional process and he views this as an essential foundation for 

learning. Affective learning is one of the "most powerful determinants of learning" 

(Miller and Boud cited in Beard and Wilson, 2002,p.124) because our attention is often 

grounded in our emotional state. Experiential learning according to Proudman (1992, 

p.19-20) has students emotionally engaged in their learning because it allows for 

students to connect the body, head, spirit and soul through a process that "combines 

direct experience that is meaningful to the student with guided reflection and analysis. It 

is a challenging, active, student-centred process that impels students towards 

opportunities for taking initiative, responsibility and decision making". Carver (1996, 

p.9) argues that this develops a holistic approach to learning because it addresses 

students as "thinking, feeling, physical, emotional, spiritual and social beings that can 

actively contribute to their own learning. Miller and Boud assert that, "emotions and 

feelings are the key pointers both to possibilities for, and barriers to, learning (cited in 

Beard and Wilson, 2002, p.118). Experiential education can elicit a range of key 

emotions (see Beard and Wilson, 2002, pp.121-122 and Carver, 1996, p.9) and these 

can ebb and flow based on the emotional state of the learner and the nature and 

structure of the learning environment. Thus, an essential component of experiential 

learning environments is the consideration of learners� physical and emotional safety 

(Proudman, 1992; and Carver, 1996). Learner confidence, self esteem, support and trust 

(Beard and Wilson, 2002) are essential for learning to be a positive experience and 

increase student motivation. Proudman (1992, p.22) asserts that when student 

motivation is based on student initiative the work ethic is high. Thus, encouraging an 

emotional investment in learning leads to higher student motivation and willingness to 

engage in new learning experiences. 
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2.3.2 Experiential education as meaningful learning 

Experiential education is described as "an approach which has students actively 

engaged in exploring questions they find relevant and meaningful, and has them 

trusting and feeling, as well as thinking" (Chapman, 1992, p.18). Thus, experience is 

meaningful when new insights are drawn by reflecting on what happened (Beard and 

Wilson, 2002). It is not meaningful if the aim is to support the "existing status quo" 

(p.17).  Learners must actively interact with a range of "external stimuli" (Beard and 

Wilson, 2002, p.18) and critically examine these in light of previous knowledge in order 

to develop new meanings. Student ownership and interest in the questions they ask is 

critical for the experience to be meaningful. In this context experiential education is 

better understood in terms of style (Chapman, 1992) rather than as a theory of learning 

thus, the techniques can be used in a range of subjects. 

 

2.3.3  Experiential education as a personal learning cycle that involves reflection 

Reflection is identified as a critical component of experiential education and is the 

technique used to develop meaning and understanding from experience that leads to 

new ideas, and new experiences (Heron, 1989, Chapman, McPhee and Proudman, 1992; 

Luckner and Nadler, 1992; Carver, 1995; Beard and Wilson 2002). Luckner and Nadler 

(1992, p.3) characterize experiential education as "learning that occurs when 

individuals engage in some activity, reflect upon the activity critically, derive some 

useful insights from the analysis, and incorporate the result through a change in 

understanding and/or behaviour" (see interactive models of experiential education 2.6 in 

this chapter). It is best described as �philosophical orientation� (Luckner and Nadler, 

1992) towards learning that is grounded in learner reflection and ownership of the 

learning process. Different types of reflection are discussed further in section 2.8. 

2.3.4 Experiential education is grounded in personal experience 

Usher, Bryant and Johnson�s (1997) description of experiential learning is grounded in 

their understanding of experience. These researchers (1997 p.100) argue that experience 

is often viewed as "the secure originary point, with the clear implication that 

explanation must be focused on what is learnt from experience rather than experience 

itself" and suggest that this view of experience "is at the heart of pedagogies of 

experiential learning". They argue that because the foundation experience which is 

expected to occur "presupposes a prior theory of knowledge" (p.100), many experiences 
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are inescapably limited by hegemonic and preconceived ideas of worthwhile 

experiences. Therefore, learners� experiences may only be able to be interpreted against 

the backdrop of current theories and epistemologies.  

 

These four descriptions of experiential learning provide a broad conceptual overview of 

traditions of theorizing about experiential approaches. Overall, they have a common 

assumption that raw experience is what happens to you (the personal encounter), and 

that experiential learning is the process of constructing meaning from what happens to 

you. However, Usher, Bryant and Johnson (1997, p.118) argue that to view experiential 

learning as a "direct encounter with experience" without a contextual and theoretical 

base is "unfruitful and even false"(118) and that "rational procedures such as 

reflection"(p.101) are used to help learners validate and transform experience into 

knowledge. Therefore, experiential education is a conscious intervention by a teacher 

into an otherwise natural state of the learner. It is the nature of this conscious 

intervention that is of interest in this thesis.  

 

 Dewey (1938) indicates that for transformative educators to break free of traditional 

models of learning they must develop a meaningful theory of experiential education to 

direct their professional practice. Michalec (1993, p.50) suggests that this is important 

because "professional practice is dependent on an academic discipline for its vigor", 

and asserts that "when professions abandon the theoretical framework.... they lose 

professional status and collapse into rogue ideologies". 

 

In adopting a position of intervening in the process of learning through experience, 

experiential educators need to grapple with and clarify the theoretical underpinnings 

that guide their practice. 

 

2.4 Theoretical Underpinnings of Experiential Education 

Numerous typologies have been used to categorise learning and individual theories of 

learning over the last century. Experiential educators seek to espouse the theory behind 

experiential education and legitimise the practice of experiential learning ever since 

John Dewey described his views on learning in Democracy and education (1926), 

Experience as nature (1929), Art as experience, (1934) and  Experience and education 

(1938). 
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Burnard (1988, p.127) states that "one of the problems legitimising experiential 

education methods is that they have not had a sound theoretical base on which to 

stand". This view is supported by Gass (1992, p.6) who states that "the theoretical 

constructs and actual practices have had at best a strained relationship". The lack of a 

sound theoretical base has limited the effectiveness of experiential education in 

reaching its potential which has attracted an �experience rich and theory poor� label to 

experiential education, a perception that experiential education is outside the 

mainstream (Gass, 1992, p. 6). Gass highlights the lack of a strong theoretical base as 

the main reason for experiential education being associated with such labels and 

perceptions. Teachers who may gravitate towards experiential education for its potential 

benefits to learners are limited by their ability to justify their pedagogy in terms of 

theoretical traditions. According to Warren (1988, p. 9) this issue emphasises the need 

"to validate experiential education�s theoretical base". She is concerned that teachers 

may apply the gimmicks of experiential learning without understanding the coherent 

theoretical framework that should underpin experiential educational practice.  

 

Consequently there is a need to provide a theory of knowledge that grounds experiential 

education in something concrete and also provides a position from which to assess its 

value. This may, according to Burnard (1988), serve two purposes. First, it will clarify 

the concept of experiential education and second it will establish the ground on which 

experiential education research can be based. 

 

2.4.1 Establishing the theoretical underpinnings of experiential education 

Burnard�s (1988, p.127) theory is based on the idea that there are three domains of 

knowledge. 

• Propositional knowledge 

• Practical knowledge  

• Experiential Knowledge 

 

According to Burnard (1988 pp.127�128) these domains stand as discrete types of 

knowledge, they are nevertheless inter-related and complementary. Burnard (1998, 

p.128) describes propositional knowledge as "that which is contained in theories and 

models". Propositional knowledge is knowledge that is accumulated through a build up 
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of a "considerable bank of facts, theories and ideas about a subject, person or thing 

without necessarily having direct experience" (p.128). 

 

Burnard (1988, p.128) argues that propositional knowledge can exist without 

experiential knowledge. For example, a student teacher who has formulated a 

questioning sequence involving an environmental issue may be able to explain how it is 

done theoretically (propositional knowledge) but not yet have had the experience of 

trying it (experiential knowledge). As practical knowledge involves the attainment of 

skills (Burnard, 1988, p.128), an example of �practical knowledge� would be student 

teachers practising questioning techniques by themselves or in pairs to develop the 

skills of questioning before they teach a class. 

 

�Experiential knowledge� is described by Burnard (1988, p.128) as "important personal 

knowledge" which cannot be taught and is by "direct encounter with a subject, person 

or thing"(p.130). This category of knowledge is based on an individual�s ability to 

reflect upon, and learn from his or her personal encounter. Therefore, experiential 

knowledge is subjective and affective in nature. The process of reflecting on a personal 

encounter assists us to modify future action and transfer learning to new situations. This 

process involves "critical thinking which does not separate itself from action" (Freire, 

1996 p.73), and leads to "knowledge production and acquisition", (Usher, Bryant and 

Johnston, 1997, p.95). However, Usher, Bryant and Johnson (1997, p.118) also suggest 

that, "educators need to be wary of basing their practice on the proposition that 

experiential learning involves direct encounter with experience". According to Usher, 

Bryant and Johnston (1997, p.101) the direct encounter is subject to distortion by 

current social structures and methodological process and may not be authentic or 

represent "knowing truly". 

 

Knowledge and the acquisition of skills are viewed by Heron (1989) as a process that 

has four types of learning practical, conceptual, imaginal and experiential resting 

epistemologically on each other. Heron labels the combination of the four types as, 

"manifold" learning, (refer Figure 2-2). Heron�s concept of �imaginal learning� is an 

additional concept to the three original areas described by Burnard (1988). Heron�s idea 

of imaginal knowledge is based on the idea of an intuitive image forming to create a 

firmer conceptual understanding. 
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Heron�s four types of learning and Burnard�s three areas of knowledge are outlined in 

Figure 2-2 in order to show the equivalence of their different categorisation of 

knowledge.  

 

Burnard Heron 

• Propositional Knowledge 

• Practical Knowledge 

• Experiential Knowledge  

• Conceptual Learning  

• Practical Learning  

• Experiential Learning 

• Imaginal Learning  

 

Figure 2-2 Burnard�s areas of knowledge and Heron�s types of learning 

 

The four domains in Heron�s �manifold learning� concept "are distinct; they cannot be 

reduced to each other. Simultaneously, they inform, support and enhance each other, 

they constitute a hierarchy, with the ones higher in this list being grounded in those that 

are lower" (1989, p.13).  Heron (1989) embraces Dewey�s view that learning is 

grounded within experience and he highlights in his �hierarchy� approach that initial 

experience and image forming is critical in order to conceptualise and then practice or 

apply specific learning in a given setting. Heron would argue that an initial experience 

(being affected by an event) may precede the developed theory or the conceptual 

learning stages. 

 

As a consequence of this, experience may be viewed as a critical precursor to theory.  

Theory and knowledge is generated as a result of the conscious review of experience 

and practice. Therefore, theory once constructed then provides a basis to influence 

one�s further seeking of experience and interpretation of those experiences.  

  

Heron�s (1989) notion supports Burnard�s (1988) argument that experiential knowledge 

should be accepted for its contribution to theoretical and practical knowledge and 

valued in it own right. Therefore, theory and experience should not be regarded as 

existing in two non-interacting worlds. Experiences and theorizing from these 

experiences represents an on-going cycle of building on and reconstructing our 

knowledge. This on-going cycle is a process where individuals are making new 

connections with present and prior knowledge. They are also analysing, generalising 
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and applying new knowledge in different contexts. DeLay (1996) and Luckner and 

Nadler (1992) suggest that individuals working through this process are constructing 

knowledge as they make the links between prior and present knowledge. It is the 

recognisable cycle of theorizing and experiencing that contribute to the beginnings of a 

theoretical underpinning of experiential education.  

 

2.4.2  The relationship between constructivism and experiential education 

 

The notion of constructing knowledge by making links with past and present experience 

indicates that "constructivist learning theories could present an epistemological 

foundation for what practitioners understand is occurring in experiential education" 

DeLay (1996, p.76). Constructivists view knowledge as something that is developed 

from what we know and understand at a given point in time, based on one�s 

interpretation of meaning. 

  

Constructivism places an emphasis on students making meaning out of their experience. 

The emphasis in the constructivist approach is grounded in the learner as an active 

participant in the development and evolution of their own knowledge and has evident 

links with experiential education. Bell (1996, p.12) argues that one of the key 

underpinnings of experiential education is "the very structure of knowledge, the ways 

meaning is constructed through ways of defining reality". 

 

�Radical� constructivists, including von Glaserfeld (1995), reject knowledge as a true 

representation of the world until it has been experienced by the individual. DeLay 

(1996) also argues that knowledge is disassociated and meaningless until it has been 

experienced and knowledge is constructed by individuals to "best match" their 

experience of the world around them. DeLay (1996) asserts that this is strongly 

influenced by social constructions and socialization because the social environments 

that we live in are composed of individuals and groups of people who live within 

certain rules and boundaries and are moulded by different influences.  

 

Usher, Bryant and Johnston (1997, p.98) add that distortions can occur from positions 

of "false consciousness". It would therefore appear vital to experiential education that a 

critical reflective process is associated with learning that allows individuals and groups 
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to explore, examine and discard ideas and re-evaluate new positions based on open 

dialogue with others. Furthermore, the process of how we acquire knowledge, and the 

idea that learning also involves a critique of the social constructs that influence our 

knowledge, are central to experiential learning.  

 

According to Luckner and Nadler (1992, p.15) the core principles of constructivism that 

appear to be most applicable to experiential education are outlined by Fosnot (1989) 

and Poplin (1988) and are reproduced as Figure 2-3. These guiding principles can 

inform teaching approaches and could be used to assess the appropriateness of the 

characteristics of pedagogical approaches, if one was seeking to engage in experiential 

education. 

 

• All people are learners, always actively searching and constructing new 

meanings. Thus, they are always learning. 

• The process of learning is self-regulating and self-preserved. 

• Knowledge consists of past constructions. 

• The best predictor of what and how someone will learn is what they already 

know. 

• Learning often proceeds from whole to part to whole. 

• Errors promote growth and are critical to learning. 

• Meaningful learning occurs through reflection and resolution of cognitive 

conflict and thus serves to negate earlier, incomplete levels of understanding. 

• People learn best from experiences about which they are passionately interested 

and involved. 

• People learn best from people they trust. 

• The purpose of education is long-term knowledge that can be used flexibly and 

independently. 

• Teaching is a process of providing learners with experiences, activities, and 

prompts that enables them to make meaning through self-regulation. 

• Instructional goals change momentarily as learners gain knowledge and acquire 

new skills. 

 

Figure 2-3 Core Principles of Constructivism and Experiential Education (cited in 

Luckner and Nadler (1992, p.15) 
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The common principles, outlined in Figure 2-3 provide the basis for a set of principles 

for teaching and learning. They also provide a set of criteria that distinguishes 

experiential education from some other possible approaches to teaching and learning.  

 

Many of the key principles of both constructivism and experiential education are 

supported by other educational theorists. Examples include Freire�s (1996) opposition 

to authoritarian teaching styles where students are conceived as passive objects and 

Ausubel�s (1978) concern that students should be encouraged to learn through 

discovery and relate knowledge to prior experience or knowledge. Furthermore, Carl 

Rogers (1967, 1983, cited in Usher, Bryant and Johnston, 1997, p.96) emphases "the 

importance, first of  �here and now� experiencing of ourselves and the world; second, 

the process of �becoming� of choosing ways of living that realise the innate, authentic 

self and third, the need to think holistically, in terms of the �whole� person". Bruner 

(1961) also states his interest in teachers providing situations that stimulate students to 

discover subject matter for themselves, especially in an intuitive manner, and Sylvia 

Ashton Warner�s (1963) places critical emphasis on student learning in relation to their 

own experiences. 

 

Experiential education has been strongly influenced by constructivist paradigms of 

learning (Carver, 1996; DeLay 1996; Usher, Bryant and Johnston, 1997; Lindsay and 

Ewert, 1999).  Lindsay and Ewert (1999, p.15) assert that the experiential approach is 

based on the work of Dewey, Lewin and Piaget and "is generally known as a 

constructivist approach". Experiential educators view knowledge not as a commodity 

that can be traded or handed down from one person to another, but rather a construction 

by individual based on analysing experience (Lindsay and Ewert, 1999, p.14.) 

 

Constructivism provides an approach for how people learn (von Glasersfeld, 1995, p.1) 

and "about how those who help people to learn ought to teach" (Phillips, 2000, p.7). 

Thus, constructivism addresses the way individuals might learn and also provides a 

process for how one might teach. This merges the learning and teaching together in a 

collaborative approach that informs both the learner and the teacher. However, the role 

of the teacher in constructivism and experiential learning highlights several minor 

differences. First, the constructivist approach has the teacher using a more student 

discovery process that is directed by the teacher to meet instructional goals whereas the 
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experiential process is one that is more student-centred and involves negotiated 

instructional goals, outcomes and ways of achieving these. Second, experiential 

education places greater importance on student-centred and teacher-guided reflection in 

the learning experience. While meaningful learning through reflection is a principle of 

radical constructivism (von Glasefeld, 1995, p.90), there is greater importance placed 

on reflective practice in experiential education.    

 

Lewin (cited in Steffe and Thompson, 2000, p.38) argues that "construction of the 

experiential self is not separated from the operative agent of construction, the self as the 

centre of subject awareness". Consequently, Lewin asserts that while it could be 

claimed that the �experiencer� and the �self� are distinguishable in the lived experience 

if reflective self awareness is not present, he believes that both the �experiential self� 

and �the self as the centre of subject awareness� are "jointly implicated in the act of 

construction". Thus, identifying reflective self-awareness as an inherent principle of 

constructivism. 

 

However, Usher, Bryant and Johnston (1997, p.101) would argue that it is the explicit 

act of reflective self awareness (reflection as the application of reason) which is critical 

for experiential education and vital to ensure that in constructing knowledge the 

�experiencer� and the �self� are operating together. Indeed, they assert that it is  "rational 

procedures such as reflection" that enables "experience to be sorted, validated and 

transformed into knowledge" (p.101) to help construct meaning, and this is a more 

explicit process in experiential education. Criticos (cited in Bould, Cohen and Walker, 

1993, p.9) argues that, "experience has to be arrested, examined, analysed, considered 

and negated to shift to knowledge". Thus, constructing meaning is grounded in the 

process of individuals engaging in practical experience followed by active engagement 

in reflection and this involves using "common sense, evidence, logic and theories to 

make sense of the world" (Solomon (2000, p.31).  

 

Consequently, learners construct their personal experience based on the context of a 

specific social setting that includes cultural, spiritual and moral values, thus learners are 

not separate from the learning environment (Bould, Cohen and Walker, 1993). 

However, some constructivists argue that learners do not "discover knowledge so much 

as we {teachers, facilitators, educators, parents etc} help construct or make it. We 

{teachers, facilitators, educators, parents etc} invent concepts, models, schemes to 
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make sense of experience and we continually test and modify these constructions in 

light of new experience" (McCarty and Schwandt 2000, p.31) and the interpretations 

taken from these experiences are grounded in a "shared understanding, practice and 

language" (p.31) of a particular setting. This understanding of constructivism is 

grounded in what DeLay (1996, p.78) asserts as "latent behaviourism embedded in the 

programme or the teaching styles" because it is the teacher alone who is helping 

construct the learning programme. Experiential educators are less attached to models 

and schemes to make sense of experience and more open to negotiated outcomes that 

reflect a collaborative relationship between the learner and the teacher/facilitator. 

Consequently, the notion of radical constructivism (von Glaserfled, 1995; Lewin cited 

in Steffe and Thompson, 2000) is more aligned with what is happening in experiential 

education. There are different understandings of the notion of constructivism and Ravn 

(cited in DeLay, 1996, p. 79) argues that radical constructivism can be liberating if it 

acknowledges that reality is not fixed and that present circumstances can be changed, 

However, Ravn also warns that it can be relativist because not all constructions might 

be acceptable therefore, are everyone�s different constructions valid? However, Von 

Glaserfled�s version of radical constructivism overcomes this issue and according to 

DeLay (1996, p.78) is "palatable" because it accepts that a "construction proves its 

worth by how it fits experience". 

 

Radical constructivism and experiential approaches both recognize the importance of 

building on previous knowledge. Previous knowledge includes recalling what Burnard 

(1988) called prepositional knowledge, practical knowledge and experiential knowledge 

to present learning experiences because past experience and knowledge will influence 

students� constructions and interpretation of new experiences to develop meaning 

(Richardson 1997, p.24).  

 

Ausubel (1978) recognised that three criteria must be met for learning to be meaningful: 

the information must have inherent meaning to learners; learner prior knowledge 

consolidate new ideas: and learners must choose to use new knowledge in their own 

way. Thus, content information, prior knowledge and choice are all essential criteria for 

meaningful learning to lead to new experience (Conner 2002). One conclusion that can 

be drawn between constructivism and experiential education is that choice from a 

constructivist perspective is related to how one might use new knowledge once 

constructed while choice from an experiential perspective is grounded in the process of 
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how one learns. From an experiential education perspective the question is who decides 

the learning objectives, outcomes, content, method and assessment: the learner, the 

teacher or the learner and teacher together?  

 

While constructivism may provide a sound basis for a �theory� of learning for what is 

happening through the process of experiential education, it is the combination of the 

theory of constructivism and the principles of experiential education that validates a 

methodological approach. This approach assists learners to reflect, think and build on 

prior knowledge, either on their own or in shared experience groups. 

 

2.5  Principles of Experiential Education  

A series of experiential education principles may be seen to guide the transformation of 

raw experience towards theorizing about one�s own experiences. Proudman (1992, p. 

21-23) lists ten such core principles: 

 

Mixture of content and process (relatedness).  This refers to the notion that experience 

is meaningless without a context but the process determines the quality of 

understanding. 

Absence of excessive teacher judgment.  This acknowledges the value of student 

contributions and accepts that the learning experience is for them. The experience 

should therefore include their vision for success and focus on student centred goals. It 

also promotes the role of the teacher as a guide providing opportunities for learners to 

make connections and meaning from their experiences.  

Engagement in purposeful endeavours (reflects reality) . This identifies learning as a 

meaningful experience for the learner where connections are made within the context of 

their daily lives. 

Encouraging the big picture perspective.  This addresses the need for students to see the 

interconnectedness of things. This acknowledges a more holistic approach to learning 

rather than discrete bits of knowledge learnt in isolation. 

Teaching with multiple learning styles.  Experiential education grounds the learner in 

his/her own experience and doesn�t privilege a particular style.  

The role of reflection. Reflection is a critical aspect of experiential education where the 

learner is encouraged to explore his/her experience and develop meaningful 

connections. It also assists learners to develop and identify personal goals.  Reflection 
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in shared group experiences allows students to acknowledge similarities and differences 

and develop group learning goals.  

Creating emotional investment (relevance to the individual). An emotional investment 

in learning gives students the power to make meaningful self-determined choices.  

Re examination of values (encourages responsibility). This recognises the importance 

of creating opportunities for critical examination of current values and encouraging 

transformational growth for both teachers and learners. This is in opposition to 

reproducing and pre-determining values. 

The presence of meaningful relationships (relevance). Learning must make connections 

and reference to relationships to help students see the big picture. 

Learning outside of one�s perceived comfort zone. Students need to be challenged in 

order to be stretched by a new experience. This refers to both emotional and physical 

comfort zones.  

  

Proudman�s (1992) set of principles provides a second set of criteria for determining 

whether teaching and learning is grounded in experiential education. The principles in 

this list are not exhaustive of principles of experiential education. Another set, 

summarized in Figure 2-4, is provided by Luckner and Nadler (1992, p.4). 

 

 

• The learner is a participant rather than a spectator. 
• Experiences are supported by reflection, critical analysis and synthesis. 
• Experiences involve past and present perspectives that lead to future relevance. 
• Learners are involved intellectually, emotionally, socially and physically. 
• Learners are challenged and may face success, adventure, risk taking, uncertainty 

and may not initially be successful. 
• The teachers� role is one of supporting learners and facilitating the learning process. 
• A connection is made for learners� between theory and what this might mean in 

practice. 
• The results of learning are personal and form the basis for future experiences and 

learning.  
• Educators must also be reflective and strive to be aware of their biases, judgements 

and pre-conceptions and how they influence the learner. 
• Relationships are nurtured: learner to self, to others and the world at large. 

 

Figure 2-4 Principles of Experiential Learning 
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Law (1993) asked student teachers to identify what they thought made their group 

learning process �experiential�. The characteristics they identified appear in Figure 2-5. 

 

• Students set their own individual goals. 

• The establishment of a group contract for learning. 

• The tutor undertook the role of a facilitator of learning and was non-judgemental. 

• Onus for learning was placed on the student. 

• An open forum for reflective discussion. 

• Prior learning was used and built on. 

• Students had a major say in what they were learning. 

• Self and peer feedback procedures were critical for reflection. 

• Student-centred (affective) learning environment. 

• Establishing a safe environment - its okay to make mistakes. 

• Reflection in action and reflection on action were important skills. 

Figure 2-5 Pre-service students teachers characteristics of what was �experiential� (Law, 

1993, p. 79) 

 

The list in Figure 2-4 and Figure 2-5 do not perfectly match Proudman�s (1992) key 

principles. However, there is enough similarity among a number of lists of principles to 

lend some strength to the notion of experiential education as a recognized method with 

distinctive characteristics. All the lists of principles identify the nature of the 

relationship between the teacher and learner as critical.  Pivotal in this relationship are 

five central issues; who has the ownership of learning, the importance of critically 

reflecting on the learning experience, the existence of a safe learning environment (in 

both physical and emotional terms) for the learner, an emphasis on the means to 

achieving personal growth and development rather than as an end point and a high level 

of negotiation skills. Carver (1996) would add to this list of five issues the one of 

catering for individual needs. Linked to this is the notion of learning about oneself 

through a process of trial and error, accepting that making mistakes is essential in the 

process of extending one�s learning beyond one�s perceived comfort zone and risking 

an emotional investment on an uncertain outcome. According to Lindsay and Ewert 

(1999, p.13) this aspect of experiential learning makes it "holistic rather than 

reductionistic" because it assists in developing relationships between the individual 

learner and the world at large. The lists of principles exhibit few major differences. Law 
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(1993) favours the inclusion of a working contract between the learner and teacher and 

Proudman (1992) would insist upon catering for multiple learning styles.  

 

The summary lists from Proudman (1992), Luckner and Nadler (1992) and Law (1993) 

outline the key elements of experiential education and they identify a method of 

learning that is different from the clichéd image of a mechanistic teacher-directed 

approach that reflects a particular traditional model of the teaching/learning processes. 

 

2.6 Interactive Models of Experiential Education 

 

The experiential approach has been described by Luckner and Nadler (1992, p.3) as a" 

philosophical orientation towards teaching and learning which values and encourages 

linkages between concrete experiences and abstract lessons to maximise learning".  

This �philosophical orientation� has been outlined by a number of researchers in the 

form of interactive models that attempt to provide a visual equivalent of the experiential 

learning process (eg see Kolb, 1984; Joplin, 1981; Burnard, 1989; Heron, 1988; Wyatt, 

1997). All models have four key components in common: a concrete experience, 

reflective observation, abstract conceptualisation and active experimentation. These 

four are commonly depicted as elements of a single-loop teaching and learning process. 

Kolb (1984) described experiential learning as a cycle that contained the four key 

elements outlined in Figure 2-6. Joplin, Burnard�s and Wyatt�s models of experiential 

learning are based on Kolb�s (1984) original.  

1. An Experience

3. Development of 
    theories/models out 
    of that reflection

2. Reflection upon  
    that experience

4. Application of the  
    new learning to the 
    'real' situation

 

Figure 2-6 A model of the experiential learning cycle (Kolb, 1984) 



Page 36  

Burnard (1989) modified Kolb�s original experiential learning cycle further to provide a 

model that outlines how facilitators/teachers can use practical experiences for "planning 

theoretical �blocks� of study". This model is shown in Figure 2-7.  

 

 

 

1. Practical experience 1. Practical experience

2. Showing of 
     experience

5. Evaluation of learning 
    and planning to apply 
    the learning

4. Discussion based on the 
    outcomes of reflection. 
    New learning is planned 
    and developed.

3. Reflection in a group 
    on that experience

 

Figure 2-7 Burnard�s model of the experiential learning cycle (Burnard, 1989) 

 

Burnard�s (1989) model in Figure 2-7 best represents the context in which experiential 

learning has been used as a teaching and learning process by the present researcher, as it 

depicts the lecturer/facilitator working co-operatively with students in planning 

theoretical blocks of study. 

 

According to Burnard (1989) the first, second and third stages of his model are based on 

using experiential knowledge. This involves the personal experience, showing what 

happened and then reflecting on this by acknowledging issues/learning. Stage four uses 

a combination of propositional, practical and experiential knowledge, in determining 

the new directions, skills and strategies for the learner.3 Stage five also uses all three 

areas of knowledge in providing an opportunity to test the new learning and evaluate its 

                                                 
3 Burnard describes three types of knowledge; propositional knowledge, practical knowledge and 

experienetial knowledge. These are discussed on p.15-16  
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application in particular settings. Burnard (1989, p.131) suggests that both "experiential 

and propositional knowledge" should be used "pragmatically to plan future action". 

 

Burnard�s (1989) model is based on a single loop cycle that starts with experience and 

finishes with testing or applying new learning in different situations. Once students 

have finished a loop, Burnard (1989) suggests that they "return to their own work to use 

the new learning and the cycle begins again" (p.131).   

 

Heron (1989, p.105) has produced a double loop learning experiential learning cycle 

(Figure 2-8) using a different structure to that of Burnard (1989) 

Cycle 1

Cycle 2 
etc.

Description of skill

Feedback on practice 
and encounter

Conceptual understanding

Image of form of skill

Improved image of  
form of skill 

Imaginal understanding

Experiential understanding Practical understanding

Deeper encounter with 
the other

Encounter with the other

Better practice of skill

Practice of skill

Figure 9  The experiential learning cycle  

Figure 2-8 Heron�s model of the experiential learning cycle 

 

The first stage in Heron�s cyclical model (Figure 2-8) indicates an initial �encounter� 

with a particular skill or concept, with the second creating a basic mental image. 

However, according to Heron (1989) the mental image is often unformulated and needs 

further exploration and confirmation. The third stage of Heron�s model involves, the 

practice associated with the image followed by a fourth stage that connects the image 

and practice with experiential engagement. The second cycle starts with reflective 

feedback on the experience. It is at the second stage that individuals articulate what they 

experienced, talk about how they felt and listen to themselves and others. The second 

stage involves guided reflection on the experience and it is during this stage that 
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individuals begin taking personal responsibility for what they experienced, by either 

raising specific issues or acknowledging positive outcomes. The subsequent stage 

involves generating an enhanced image of the skill and frequently leads to opportunities 

for planning new learning experiences.  

 

Heron (1989) argues that the student-centred approach allows individuals to 

acknowledge their awareness and take responsibility through reflection and it 

contributes to the agency or empowerment for students to seek further experiences or 

reruns. Wyatt (1997) adds that it is the second "loop" that promotes in-depth 

experimentation through an adjusted lens, hence the reflection is more in-depth and 

increases the likelihood of individuals changing their current views and transferring 

new ideas into practice.  

 

Wyatt (1997, p.81) would assert that the difference between single loop and double 

loop learning is "the lens through which the individual interprets experience and derives 

concepts on which to base action". According to Wyatt (1997), the reflection phase is 

often brief in single loop learning and tends to focus on drawing quick conclusions 

based on general feedback rather than in-depth reflection. Double loop learning 

involves "adjusting the lens through which we see the world and interpret our 

experiences" Wyatt (1997, p.81). Double loop learning often involves a series of reruns 

followed by feedback, reflection and more feedback (Heron 1989). This provides a 

heightened awareness from �better� understandings that result in new theories and 

concepts which influence new frameworks for our mental models. The second loop, 

according to Beard and Wilson (2002, p.198), also provides the opportunity to step 

outside the first loop and check to see if they "are doing the right thing" by exploring 

other ideas. A variation on Heron�s (1989) model is shown as Figure 2-9.  

Modelling and describing

Review

Reflection

Feedback

Reruns

Practice

Figure 10  Stages of an exercise  

Figure 2-9 Heron�s variation 
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The concept of reruns is based of the notion that initial feedback based on performance 

will give learners a much better experiential base on which to improve their capacity for 

reflection. This notion highlights the importance of feedback and reflection; two key 

elements in the experiential learning model. Heron�s work is based on the idea that 

student learning should be more self-directed and that the role of the teacher is to 

facilitate that process.   

 

The role of the teacher in guiding student learning through the process of learning 

experientially is crucial, and requires a re-orientation of the conventional teacher-

learner relationship. 

 

2.7 The Role of the Teacher/Facilitator 

 

Given the subjective, idiosyncratic nature of experiential knowledge, 

each student�s perception of the "experience" may be different and so 

will be their reflections upon that experience. It is not for the tutors to 

force their own perceptions of these experiences on to the students, but 

to play a facilitative role. A facilitative tutor encourages the student to 

explore, question, doubt and criticise their own perceptions and to draw 

out their own meanings from these experiences.  Burnard (1989, p.131) 

 

The term �facilitator� is commonly used by researchers to describe the teachers role in a 

student-centred classroom. The teacher�s role as a facilitator is characterised by Elliot 

Wigginton (1985) in his �Foxfire� approach to teaching. The �Foxfire� method uses 

experiential learning techniques to encourage the development of a student-centred 

learning environment where by students are required to review and critique their own 

work and that of fellow students in a non-judgemental environment. According to 

Wigginton (1985, p.222) "the best teachers never make assumptions about the potential 

of their students". Wigginton (1985) argues that teachers need to get to know, 

understand and work co-operatively with students in order to "provide encouragement, 

support and ballast" and to know "how and in what amounts"(p. 216). Wigginton 

suggests that teachers need to know when to leave students alone to think (reflect) and 

work independently and when to encourage them to accept responsibility and progress 

towards achievement of new goals. This process of working cooperatively and 
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understanding each other shifts the teacher�s role more towards facilitating student-

centred learning.    

 

Heron (1989, p.11) describes a facilitator as  "a person who has the role of helping 

participants to learn in an experiential group". Heron (1989, p.12) qualifies this by also 

describing a facilitator as, "a person who wants to provide conditions for the 

development of autonomous learning, and can move swiftly and elegantly, as the 

context requires, among three political modes:  making decisions FOR learners, making 

decisions WITH learners, and delegating decisions TO learners".  Facilitation is an 

integral part of the experiential process and an effective facilitator needs to know how 

to provide guided discovery learning and move students towards self directed learning. 

This is not total abdication of the role of the formal teacher. The role requires teachers 

to switch between initial teacher direction, guiding and encouraging student self-

direction. The initial teacher direction is to establish a context and process for learning.   

 

The idea of initial teacher direction, guidance and student self-direction also forms the 

basis of Warren�s (1993) comparison of the role of the experiential education teacher 

with that of a �midwife�. She uses the term �midwife� as a metaphor to describe how 

experiential educators may engage students. Warren�s concept is based on the premise 

that an individual or group of people already possess a range of skills for gaining 

information, knowledge and experience.  The teacher�s role is to help give �birth� to the 

process of learning by guiding and nurturing these skills.  

 

Warren�s idea of a �midwife teacher� is based on the eight key processes that 

experiential educators must follow: 

• To manage logistics that allow for the highest possible attention levels. 

• To guard the initial learning environment so as to provide a safe space for students, 

both emotionally and physically. 

• To serve as a nurturer by de-programming the student�s dependence on spoon-fed 

learning and inspire curiosity. 

• To establish relationships and insisting on no excessive reliance on power between 

themselves and the student. Their relationship is symbolic with learning in both 

directions. 

• To acknowledge commonalities, recognise differences and help identify 

connections but don�t presume a common denominator. 
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• To remain a learner participant and assert that experiential education is not 

something we do to our students. 

• To create student-centred learning experiences that requires student choice, decision 

making and empowerment are critical. 

• To assist with closure to experiential learning  because sloppy closure robs 

importance from what might have been a poignant experience.  

 

These eight processes accord with the principles of experiential education outlined 

earlier by Proudman (1992), Luckner and Nadler (1992) and Law (1993). 

 

Emerging from Warren (1993) and Heron�s (1989) descriptions of facilitation is the 

idea that teachers/facilitators operating experientially will need to consider two basic 

principles: first the uniqueness of students� personal experience, knowledge and 

understanding, and second the need for students to draw together their ideas and 

thoughts in cooperative and self-directed learning environment. The skill of the 

teacher/facilitator is to assist students to explore their own realities, acknowledge their 

understanding and decide what they have learnt from this.  Lindsay and Ewert (1999, 

p.14) assert that student knowledge and understanding is "developed by the teacher 

rather than presented by the teacher" which ensures that learning becomes 

"participative, purposeful, creative and co-evolutionary" (Sterling, 2001, p.24)  

 

However, as Burnard (1989, p.132) explains "there is equally the need for a consensus 

viewpoint" on some issues.  He indicates that if attention is only given to experiential 

knowledge, then learners may get an unrealistic view of society and the world presented 

only through their own experiences.  Consequently, a balance between propositional, 

practical and experiential knowledge is required for learning and the teachers� role is to 

move between all three. It is the process of guided discovery through critical reflective 

practice that underpins the skill of the teacher/facilitator in experiential learning.  

2.8 Reflective Practice as a Tool for Experiential Education 

 

Reflective practice in experiential learning examines experience and existing 

knowledge within a specific context and allows the individual to explore personal 

relevance, develop new connections and draw conclusions. The conclusions are a result 

of new constructions based on examining thoughts, values, attitudes and behaviours. 
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Brookfield (1996, p.62) explores experiential education as "grounding teaching in 

students learning" and states that "of all the pedagogical tasks teachers face, getting 

inside student�s heads is one of the trickiest. It is also one of the most crucial". 

According to Chapman (1992), Warren (1993), Bell (1993), and Wyatt (1997), 

reflection is critical in helping learners make meaningful connections between past and 

present ideas, thoughts, emotions and experience.  

 

 Reflection can occur in two aspects of an experience; reflection in action (this occurs 

during the experience) and reflection on action (thinking back once an experience is 

finished). Schon (1987, p.28) describes reflection in action as "a critical function, 

questioning the assumptions of knowing in action". Knowing in action refers to those 

things that are "revealed in our intelligent action" (p.25). However, reflection on action 

is a way of looking back on our experience and drawing meaning from discovering how 

our knowing in action may have contributed to an unexpected outcome. Exploring 

feelings, attitudes, values and behaviours that emerge as a result of knowing in action 

could result in new constructions and changes in what we do and how we feel.  

 

Reflection on action requires active guidance on behalf of another person to help 

individuals recollect past experiences, find links to new experiences, identify 

differences and establish new meanings (Proudman 1992, Carver 1996; Beard and 

Wilson 2002). Boud, Keogh and Walker (1985, p.31-35) have identified five key 

aspects involved in the process of reflection: 

• Association, which is the connecting of ideas and feelings. 

• Integration, which examines the meaningfulness of associations. 

• Validation, which grounds learning in reality tests through context and prior 

understandings. 

• Appropriation, which links significant feelings and emotions and thus becomes part 

of a values system. 

• Outcomes and action, which identifies new directions and helps individuals plan for 

the next experience. 

 

Thus, reflection on action is a technique used by experiential educators in a structured 

setting to explore experience in retrospect while reflection in action is often 

unsupported and occurs in the midst of action as individuals try to make sense of what 

is happening (Beard and Wilson 2002, p.197).  
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Law (1993) asserts that there is not a uniform timeframe for all individuals to make 

meaningful connections or significant changes in their reflective process. Law (1993) 

argues that one of the limitations of reflection is the time required to ponder, re-visit 

ideas, listen to others, challenge existing beliefs and understandings and construct new 

meanings and the application of this process in a over crowed curriculum where time is 

precious is difficult. As a result teachers may revert to teacher-centred ways of drawing 

conclusions to avoid the frustrations of not covering specified content material, and 

reflection can be reduced to several individuals answering teacher-directed questions. 

Law (1993) argues that experiential learning presents a challenge to teacher-centred 

practice and is often dismissed because of the time needed for detailed reflective 

practice. 

  

According to Beard and Wilson (2002, p.201) critical reflection is not the same as 

reflective practice used in "individual or organisational contexts". They assert that 

critical reflection is based on the work of Habermas (1972) which examines "dominant 

science�influenced rationality which privileges means over ends" (Reynolds, cited in 

Beard and Wilson, 2002, p.202).  This form of reflection seeks to explore how things 

have become "distorted by ideology" and how redirecting action can "overcome these 

distortions" (Boud, Keogh and Walker, 1985, p.146) Thus, the focus of critical 

reflection is in examining current social issues that limit or ignore the rights and feeling 

of individuals over pervasive dominant social realities. According to Usher, Bryant and 

Johnston (1997, p.116) the process of critical reflective practice is a pedagogical 

technique that re-evaluates existing practices and is designed to promote "self and 

social empowerment and transformation". In reference to teacher education Brookfield 

(1995, p.39) argues that in critical reflection "our whole practice becomes the object of 

systematic inquiry" and that involves "confronting the [social] dilemmas and 

contradictions we live through on a daily basis". Thus, the key object of critical 

reflection is to better understand how teaching is rationalised by dominant paradigm 

views of teaching and learning. Brookfield�s (1995, p.40) view of critical reflection 

allows teachers to "dismantle and reframe" existing curricula and according to Law 

(1993) should also allow us to question the organisational nature and structure of 

schooling. 
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However, critically examining the status quo is not easy and this highlights one of the 

limitations of experiential education in teacher education that encourages a critical 

reflective perspective. Law (1993) found that beginning teachers struggled to 

implement changes in their classroom because of much of what happens in classrooms 

is "politically and organizationally sculptured" (Brookfield 1995,p.42) and was difficult 

to change on their own. However, the research of Brookfield (1995) and Smyth (2000) 

asserts that this process can lead to a change in current practice when teacher and 

student act collectively together. Brookfield (1995) identifies seven key qualities of 

critically reflective practitioners in teacher education and these include their ability to: 

research on their own work sites; recognise and generate their own contextually 

sensitive theories of practice; produce a corpus of valuable unprivileged practical 

knowledge by confronting dilemmas and contradictions in practice; transform their 

practice by checking the assumptions behind what they do; experience creative 

approaches as active learners; critique the teaching and learning structures in which 

they are located; and minimise the risks of conflict with others by critically questioning 

and challenging in constructive ways. 

 

2.9 Experiential Education as a Critical Approach to Learning  

 

According to Bell (1993, p.14) "critical approaches uncover different and contextual 

knowledge" thus uncovering individual difference in experience and in the 

interpretation. Furthermore, Usher, Bryant and Johnson (1997, p.115) assert that critical 

practice gives more "recognition that meaning is discursively produced and that 

experience, therefore is never simply an innocent or basic given". Thus, the essential 

element in critical practice is how the representations of experience are produced. 

Usher, Bryant and Johnson (1997, p.116) argue that this gains more importance when 

there are particular "power relations embedded in discourses" which remain 

unchallenged. Critical practice has the potential for liberation and transformation. 

However, according to Usher, Bryant and Johnson (1997) this is grounded in the 

contexts in which knowledge is "deployed" (p.116). Thus, the core aim of critical 

practice is to examine, uncover and challenge any potential limitations to self and social 

empowerment. In mainstream education this means "critiquing realities" (Simon, 1987, 

p.372) such as the underlying objectives of education, the nature and structure of the 

learning environment (institutional practices), the teacher-student power relationships 
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and the teaching and learning process. Thus, creating the possibility of empowerment. 

Furthermore, according to Robottom and Hart (1995) education must consider critical 

analysis as a key aspect of constructing knowledge if the aim is to free individuals from 

the social constraints that effect their lives.  

 

Experiential education is an approach to learning that sets out to engage learners in self-

improvement, social empowerment and transformation through critical practice (Bell, 

1993; Usher, Bryant and Johnson, 1997). Therefore, it has the potential to become what 

Simon (1987, p.372) calls a �pedagogy of empowerment" because it is "aimed at 

enabling" through co-operation and collaboration. 

2.10 Experiential Education and the Process of Change 

 

One of the goals of modern education appears to be empowerment for social change 

(Sterling, 2001, pp.34-35; Smyth, 2000, p. 496). Change in education, according to 

Sterling (2001, p.34), "refers to the policy changes made to educational rationale, 

theory and practice that affect and may facilitate education for change". Thus teachers, 

curriculum developers and educational administrators need to view their role as one in 

which they are committed to "fundamental social change" and avoid the label of 

"specialized technicians" (Smyth, 2000, p.495) who are primarily concerned with 

"implementing the orders of others" (others referring to those people who see education 

as means to economic ends) and insist on standardisation of learning content and ways 

of learning which reduces the role of teaching to a technocratic procedure (Smyth, 

2000). Furthermore, teacher education has followed this process and has been forced to 

deliver what Giroux (cited in Smyth, 2000, p.495) says is "what works" in mainstream 

schooling. 

 

Ravn in DeLay (1996, p.79) states that, "the point that social institutions are the 

constructions of a community of human agents implies that those same human beings 

possess the power to radically change those institutions". Ravn is acknowledging the 

constructivist view that reality is not a fixed entity and therefore existing things can be 

re-interpreted and re-shaped. However, according to DeLay (1996, p.79) "not all 

constructions [of reality] are equally valuable or beneficial" some are discarded or not 

acceptable to current realities.  
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Experiencing new realities requires individuals to explore life beyond their comfort 

zone (things that exist outside their immediate experience). Luckner and Nadler (1992, 

p.19) in their description of �processing experiential learning� refer to this as �dis-

equilibrium� and according to them this is the "awareness that a mismatch exists 

between old ways of thinking and new information". They view change as a process of 

making something different through the "act of restructuring or reordering" (p.19) to 

regain a balanced equilibrium. Thus, in experiential education, the process of re-gaining 

equilibrium is achieved through the cycle of experience, critical reflection, generalizing 

and transfer of newly accepted ideas and the notion of dis-equilibrium involves learners 

stepping outside their comfort zone of established knowledge. 

 

New Zealand has implemented a range of new initiatives in education, a new 

curriculum framework, achievement objectives and assessment procedures to provide 

programmes that address the needs of young people growing up in a world facing rapid 

change. This has resulted in a �restructuring or reordering� of what is taught in New 

Zealand schools. There is provision in the changes to the curriculum framework for 

schools to organise and structure the learning programme in a different format to the 

standard mainstream schooling system. �Discovery One� in Christchurch is one 

example of a school that has radically reorganized the teaching and learning process 

and provides an opportunity for learners and teachers to work in a more collaborative 

and co-operative programme.  However, this has not always been matched by radical 

changes in the methods of teaching and learning in mainstream schooling or in the basic 

nature and structure of schooling to provide the flexibility to accommodate for all 

learners (Law 1993). Techniques associated with experiential learning (learning 

journals, reflection on activities and the use of field trip experience) Law (1993) have 

been used within existing mainstream teaching and learning methods but they have not 

been incorporated into a coherent programme of learning that includes the core 

principles of experiential education (see section 2.5). 
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2.11 Experiential Education and Teacher Directed Mainstream Education as 

Contrasting Paradigms 

 

The notion of empowerment and learners making a difference by taking responsibility 

for a change in understanding and/or behaviour is contradictory to the teacher-directed 

style of teaching and learning that is a characteristic of mainstream schooling (Lindsay 

and Ewert 1999) and teacher education institutions who adopt teacher-centred 

approaches (Law 1993). Lindsay and Ewert (1999, p.13) view the goals of mainstream 

schooling as not being able to "directly focus on individual development as the means 

to social improvement". Following this Lindsay and Ewert (1999) argue that social 

improvement becomes an instructional process rather than a lived experience and they 

assert that knowledge in a teacher-directed education system is viewed in the same way. 

In teacher-centred settings, according to Lindsey and Ewert, learning is characterised by 

an assumption of the existence of unchallenged truths, is often static and requires 

learners to sit passively and receive such knowledge. Thus, a critical issue for 

experiential and constructivist educators is one of getting around the problems of 

authority and control in a school setting in which receiving knowledge and gaining high 

grades are seen as important (Richardson 1997, p.7). 

 

Lindsay and Ewert (1999, p.14) oppose the traditional view of knowledge and suggest 

that knowledge should not be regarded as a  "commodity" that can be "handed from one 

to another" but rather should be viewed as the result of individual engagement in 

learning.  In this view, knowledge acquisition is associated with a process which is not 

generic and doesn�t result in common understandings for all learners, and a single world 

view is non-existent. Therefore, Lindsay and Ewert (1999) would encourage multiple 

perspectives to surface in classrooms to encourage much deeper critical thinking that 

leads to informed problem solving. 

 

Sterling (2001, p.58) contrasts two different educational paradigms, (Figure 2-10) one 

he calls "mechanistic" and associated with mainstream approaches that reflect teacher-

centred approaches verses an alternative paradigm he calls "ecological" one that reflects 

a participatory and student-centred approach. His description of the mechanistic 

approach refers to a transmissive orientation, one that reflects the reproduction of 

existing knowledge, while his description of the ecological approach reflects a 
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transformative orientation based on problem solving and a strong sense of self 

emergence (Sterling 2001, p.59). 

 

Transmissive verses Transformative approaches to Teaching and Learning 

View of the Learner 

Transmission 

(Mechanistic) 

Transformative (Ecological) 

Product oriented Process, development and action 

Emphasis on teaching Integrative view: teachers also as learners, learners as 

teachers 

Functional competence Functional, critical and creative competencies valued 

View of the Learner 

As a cognitive being As a whole person with a full range of needs and 

capacities 

Deficiency model Existing knowledge, beliefs and feelings 

Valuing intellect Multiple intelligences 

Teachers as technicians Teachers as reflective practitioners and change agents 

Teaching and learning 

Styles 

 

Cognitive experience Cognitive, affective, spiritual and physical 

Passive instruction Active learning styles 

Analytical and individual 

inquiry 

Appreciative and cooperative inquiry 

View of Learning  

Non reflexive Reflexive 

Meaning is given to make 

it effective 

Meaning is constructed and negotiated for it to be 

meaningful 

No sense of emergence in 

the learning environment 

Strong sense of emergence in the learning 

environment. 

Figure 2-10 Contrasting Paradigms of Education (Sterling, 2001) 
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The principles listed above under Sterling�s (2001) transformative approach to learning 

and pedagogy are also key principles of experiential education. Sterling (2001) asserts 

that the transmissive education approach (referred to earlier as teacher-centred) is 

functional learning "oriented towards socialization and vocational goals" (p.10) and that 

this approach has aligned itself with western economic restructuring. 

 

Lindsay and Ewert (1999) compare experiential learning and "mainstream education" 

(see Figure 2-11). They define "mainstream education as serving economic and political 

needs with a focus on academic related subjects, social and moral development, 

vocational preparation and individual development. They also conclude that this 

approach is a transmissional approach to teaching and learning.  

 

Parameter Experiential Education Mainstream Education 
Goals Legitimacy of personal and 

individual development contributes to 

society 

Conformity to shared common values. 

To teach students about societal 

activity rather than ways to live 

Concepts of  

Knowledge 

Knowledge does not represent a 

single view of reality; Holistic view 

of learning 

Separation of the physical, social , 

aesthetic and affective components 

from the intellectual 

Teaching Strategies 

(Grouping of 

Students) 

Usually small group environments 

using shared group experience. 

Learning outcomes student directed 

Usually large single groups; Student 

functioning is independent; Students 

responsible to the teacher 

Teaching Strategies 

(Organisation of 

communication) 

Self organized and task dependent; 

Teacher acts as both facilitator and 

instructor; intra-group 

communication critical 

IRE Pattern (initiate, respond, 

evaluate): Directed to and from the 

teacher by the teacher 

Teaching Strategies 

 

Constructivist approach; transfer of 

knowledge to other areas in students 

life 

Transmissional model of teaching; 

Often little transfer of knowledge to 

areas outside the specific subject 

Resources Uses a range of settings; Direct 

experience are an important 

component of the learning experience 

The experience and thoughts of others: 

highly restricted by needs of the 

curriculum 

Evaluation Strategies Often self-appraisal: focused on task 

accomplishments 

By reference to criteria external to the 

student�s own control or authority 

 

Figure 2-11 A Comparison of Experiential Education and Mainstream Education 

(Lindsay and Ewert, 1999) 
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According to Lindsay and Ewert (1999, p.17) the qualities of the "mainstream 

education" approach are "valued across broad segments of society" and have been 

effective in serving the shared values and vocational needs of communities. However, 

educational reforms in education and especially teacher education (Valli 1992; 

Brookfield 1995) have supported more co-operative humanistic practices that engage 

more student-centred approaches to teaching and learning.  

 

Studies of cooperative learning environments where students work in collective small 

groups show that students are more successful than other students taught in "whole-

class" instruction (Joyce, Weil and Calhoun, 2000, pp.8-9). Wigginton (1986) also 

concludes that students perform better in collaborative student-centred projects that 

required cooperative learning than "whole class instruction". 

 

The dilemma for experiential educators is that humanistic approaches tend to take time 

to organise, operate and reflect upon afterwards and are often difficult to use in school 

environments where teacher-directed styles of teaching are supported by a content 

driven curriculum (Law 1993). According to Joyce, Weil and Calhoun (2000, p.23) 

teacher-directed styles associated with content driven curriculum�s tend to reflect 

behavioural models of teaching such as: mastery learning (Bloom), direct instruction 

(Good, Brophy), simulations (Smith), social learning (Bandura) and task performance 

reinforcement (Skinner).  

 

Models of learning that reflect some of the key principles of experiential education are 

described by Joyce, Weil and Calhoun (2000, p.21) as "social models" and "personal 

models" of learning. The social models include co-operative learning (Johnson and 

Johnson 1999; and Slavin 1977), group investigation (Dewey 1916; and Thelen 1960) 

and case study inquiry (Oliver and Shaver 1966). Co-operative learning techniques, 

small group investigations and case studies have all been widely used in education in 

combination with other methods.  

 

The "personal models" of learning "attempt to shape education" using more humanistic 

approaches.  Rogers (cited in Joyce, Weil and Calhoun, 2000, p.21) was one of the first 

educators to develop models of learning based on "counselling theory" where he 

"emphasized a partnership between students and teachers". Rogers "nondirective 

teaching" model promoted the idea of students having a greater role in directing aspects 
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of their own education specifically around establishing their own goals. Joyce, Weil and 

Calhoun (2000, pp.21-22) assert that Rogers� model and Maslow�s "enhancing self 

esteem" which was based on building self esteem leading to self actualising recognized 

the importance of self-understanding and the need for support and respect from other 

learners.  

 

Rogers and Maslow, according to Joyce, Weil and Calhoun (2000, p.21), were 

successful in developing models that were influential in shaping students learning 

across different subject areas and their models were used by teachers in diverse roles. 

They were successful because the focus was on the "individual perspective and 

productive independence" (p.21) of learners.   

 

Engaging the individual perspective and productive independence of learners is an 

underlying principle of the �Foxfire� approach developed by Wigginton (1985) where 

he successfully challenged the education system and developed an experiential 

approach to learning in association with his students. His philosophical approach is 

grounded in what his students have to say about teachers, learning, evaluation and what 

is important for them to learn.  

 

Wigginton (1985) responded to his students by re-orienting his practice to engage 

students in a more humanistic approach to learning. He used the students feedback to 

embark on critical self-reflection and re-evaluate what he was doing. Wigginton 

challenged his students to engage in their own learning by critically reflecting on their 

work in order to grow and develop skills in the cognitive, physical and emotional 

domains. Student responses indicated that they learnt more than they ever thought they 

would learn in their whole lifetime. Wigginton�s (1985, p.208) success with student is 

the result of creating a "natural ebb and flow" between experience and passive 

propositional knowledge, before again returning to experience with more ideas and 

information. He believes this is critical in order to stretch and grow as a learner. 

Therefore, propositional knowledge is only meaningful when learners can relate the 

information to their own experiences. Wigginton suggests that no experience leads to 

limited understanding and this is closely followed by confusion. 

 

However, despite Wigginton�s success as a teacher, his approach has not been widely 

adopted by teachers or by teacher education providers who traditionally train teachers to 
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meet school and curriculum requirements. Experiential learning has been more widely 

used outside formal schooling in adult learning and community education.  

 

One of the most difficult issues that constrains experiential educators is the  

acceptance in mainstream education of assessment procedures used in experiential 

learning. Assessment tasks in experiential education often include self and peer 

appraisal (Wigginton, 1985; Heron, 1989; Law, 1993; Lindsay and Ewert, 1999), where 

the focus is on identifying learner achievement matched to collaborative outcomes 

designed by the student(s) and the teacher. This contrasts with mainstream education 

where teacher directed or state directed external outcomes are pre-determined and 

tested by internal or external assessment tasks designed by teachers (Lindsay and 

Ewert, 1999). This assessment process in teacher-directed learning tends to test what 

students know (content) rather than focusing on how they learn (process). Whereas, in 

experiential learning "the student is not only the object of learning but also the vehicle 

for learning" (Lindsay and Ewert 1999, p.15). Thus, learning is about individual 

growth, re-orientation and development and is grounded in the learner�s own goals and 

aspirations. 

 

Changes in �The New Zealand Curriculum Framework� (1993) reflect a move towards 

more humanistic approaches and is less content driven than many education systems in 

the USA (Beyer 2000, p.24) and the UK (Whitty, Furlong, Barton, Miles and Whiting 

2000, p.20). The �New Zealand Curriculum Framework� (1993) states that it: 

�recognizes that the formal, planned curriculum is one factor amongst 

many which influence learning. Learning is shaped by the diverse 

experiences, values and cultural beliefs which students bring from their 

informal learning (p.6). 

 

It also recognises the need for school programmes to be flexible enabling schools and 

teachers to design programmes of study that are appropriate to the learning needs of 

their students (p.23). 

 

Thus, schools in New Zealand have been able to develop programmes of study that 

reflect the needs of students. Teachers have the ability to take a range of achievement 

objectives either within a subject area or across subject area�s to develop courses that 

address student needs.  Teachers also have the ability to make choices either themselves 



Page 53  

or with student about the most effective teaching and learning techniques to undertake 

such a programme. However, while teachers may use a wide range of teaching and 

learning techniques, many of which reflect more humanistic methods and reflect some 

of the principles of experiential education, the reality is that many teachers in New 

Zealand still decide what the topics will be chosen and what teaching and learning 

techniques will be used to deliver programmes of study (Law 1993). Isolated techniques 

associated with aspects of experiential education may be employed at different times 

but very few teachers have developed a coherent process that models or integrates 

experiential education into their teaching and learning approach.  

 

2.12 Contexts for Experiential Education in Professional Development 

Programmes (including Teacher Education) 

 

2.12.1  Adult, community and tertiary education  

Experiential education approaches have been used in a number of adult education, 

community education and tertiary professional development programmes over the last 

decade. Heron (1989) observed that "there has been a radical change to the theory and 

practice of higher and continuing education" (p.12) and attributes this change with the 

recognition that student learning must become more self-directed.  Heron (1989) has 

used experiential education approaches in facilitating professional development 

programmes at the Department of Educational Studies at the University of Surrey, the 

British Postgraduate Medical Federation and with the Institute for the Development of 

Human Potential (London). Usher, Bryant and Johnston (1997) indicate the importance 

of self development in adult education and refer to the need for autonomy, 

empowerment and socially critical contexts for adults to engage in the process of 

learning in continuing education and vocational training programmes.   

 

The potential of experiential education approaches in community youth professional 

development programmes has been espoused by Garvey and Vorsteg (1992) in the 

American Youth Foundations Education Centre and the University of New 

Hampshire�s Outdoor Education programme. Garvey and Vorsteg (1992) facilitated 

internship programmes in the Theory and Practice of Outdoor Adventure Education and 

students were expected to merge the theory with practice. From this experience Garvey 
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and Vorsteg concluded that students moved through four key phases when merging 

theory with practice and these included exhilaration, rejection, integration and 

transformation. Similar patterns were also identified by Karl Ronke (1995) through his 

work with �Project Adventure�.  

 

2.12.2 Teacher education 

Warren (1988), Law (1993) and Finlay (1996) have modelled the process of 

experiential learning in classes that were either being exposed to the theory of 

experiential learning or the "enterprise skills" (Finlay, 1996) required for student-

centred learning. Warren introduced her programme to students at Hampshire College 

"because many students expressed a desire to use experiential learning in their future 

teaching careers"(1988, p.4). Warren�s experience was based on using experiential 

learning techniques as �a model for teaching experiential education theory�, with the 

idea being to establish a student-directed classroom in which students were empowered 

to have ownership of their own learning.  In this setting students determined "the 

syllabus, prioritised topic areas, regulated class members� commitment, facilitate actual 

class sessions undertake individual or group inspired projects and engage in on-going 

evaluation" Warren (1988 p.4).   

 

However, the critical issue in this example is that Warren in the role of the teacher 

made the choice to introduce the experiential learning process into her classroom, it did 

not result from student initiatives. This highlights the issue of power in the classroom 

and who has control over the teaching and learning programme and who has power over 

the teaching and learning process. Heron (1989) describes three modes of facilitation 

(referring to teaching and learning): hierarchical mode where the teacher directs 

learning and has "power over it" by "thinking and acting on behalf of the group" (p.16); 

co-operative mode where the teacher shares "power over the learning process" by 

guiding "the group to become more self-directed"(p.15) by involving the students more 

in decision making; autonomous mode where students have total autonomy over the 

group and the teachers role is one of non-intervention. The autonomous mode allows 

for students to have total control over the programme.  Heron (1989) argues that it is 

not essential that you choose one of these modes but that teachers have the ability to 

move between all three to empower students to cope with the changing needs of the 

group. Warren�s (1988) example relies on the willingness of the teacher to give power 
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to the students in the learning situation once they have enrolled in the course. Warren 

(1988, p.4) states that the course took place "within four walls, sandwiched in two-

hour-block twice a week in a busy College programme" and the course content was an 

introduction to the theory of experiential education. Therefore, student did not have full 

control over the learning programme but had control over the teaching and learning 

process inside the classroom. Warren (1988, p. 9) referred to her model as an 

empowerment model rather than one in which student had full control or she had power 

over the students.  

 

Finlay (1996) developed a programme for second year Bachelor of Education 

secondary students at Australian Catholic University (NSW) called �Community-based 

Experiential Learning for Student Teachers� (CELP) in which he encouraged staff to 

adopt experiential education strategies and techniques to "inject the notion of 

enterprise" (p.1) into the pre-service progamme. As a result students became more self-

directed because they functioned as "co-learners" (p.5) alongside experienced 

facilitator-teachers. Finlay (1996, pp.2-3) asserts that the CELP programme was 

developed to assist teacher-facilitators to re-examine tertiary programmes and include 

more co-operative human-centred approaches to teaching and learning to develop 

"enterprising teaching and learning skills" for pre-service teachers. He concludes that 

the Community-based Experiential Education Programme for teachers in training, as an 

alternative approach, has challenged the "mindsets" of students and staff as they embark 

on developing new collaborative working relationships. 

 

Research conducted by Law (1993) also used the process of experiential learning to 

assist students in developing the professional skills required for teaching in a secondary 

pre-service teacher education programme at the Christchurch College of Education.  

The research addressed student teachers� understandings and feelings about using the 

experiential learning approach in their one year professional studies programme. The 

students involved in this research identified both positive aspects and limitations in 

using this approach within the context of a one-year teacher education programme.  

  

The students recognised the potential of experiential learning as an enjoyable way to 

learn and they supported the student-centred approach and ownership of the learning 

process. They also described the process of critical reflective practice as having the 
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most positive effect on their personal development during the year, which was the 

subject of Laws� research. 

 

Law (1993, pp.102-103) found that students involved in this research "perceived the 

traditional education systems structures as the greatest limitation for using experiential 

education and that they perceived this to be true in both the school and tertiary (teacher 

education) learning environment". Based on these observations, Law (1993, pp.102-

103) assets that "it seems that little has changed in the day to day running or delivery of 

a highly compartmentalised curriculum in the face of major reforms to education".  

 

The students� responses compliment Rafan�s argument that there is little evidence of 

experiential learning in pre-service teacher placements despite the growing support for 

critical reflective practice on experience as a body of knowledge in the literature (cited 

in Linday and Ewert, 1999, p.16). The dilemma appears to be centred on the issue of 

change and how change takes place in mainstream educational practice and also on the 

perceived limitations of experiential education. 

 

2.13 Experiential Education in Teacher Education 

Jesson (2000, p.56) highlights three overarching issues related to teacher education in 

New Zealand: 

 

�  A notion that all learning is a result of teaching; 

�  An assumption that �good� teaching is a result of subject content knowledge, 

pedagogical skills and the personality and attitude of the teacher and; 

�  The dilemma between "enculturation" of beginning teachers into existing school 

practice and the implementation of new ideas and techniques to bring about 

change in the future. 

 

These issues are embedded in a political and economic context with interest groups on 

both the left and right of the political divide arguing about the purpose, and �best 

professional practice� techniques of teacher education (Jesson, 2000, p.58). Change in 

practice is identified by both ends of the continuum; on one hand it is grounded in a 

corporatised, technocentric view of education while on the other end the call is for more 
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liberal student-centred approaches to teaching and learning that engages participants in 

a co-operative and reflective learning environment.   

 

Both ends of the political continuum have sought significant changes in the 

administration and professional nature of teacher education over the last decade. 

However, the focus of this research is a professional one: are experiential education 

techniques appropriate or �best practice� strategies for developing the professional skills 

of beginning teachers? Significant changes in the professional development of teachers 

as a result of research and development indicate that three key areas associated with 

experiential education that have gained some recognition. The first is the development 

of reflective practice as a way of helping teachers improve their own classroom practice 

(Wigginton, 1985; Boud, Keogh and Walker, 1985; Schon, 1987; Heron, 1989; Valli, 

1992; Brookfield, 1995; Snook, 2000; Tinning, 2000) and of critical reflective practice 

as a means of examining the current social and political realities that confine and limit 

change in teacher education and society in general (Brookfield, 1995). The second is 

the importance of grounding beginning teachers� learning in experience to provide 

relevant contexts for reflective practice and develop effective teaching and learning 

skills (Boud, Cohen and Walker, 1993,) and practice (Partington, 1997, p.108). 

McWilliams (2000, p.78) asserts that the integration of theory and practice and critical 

reflection are key elements in the on-going development of teachers and an essential 

aspect of �responsible professional practice�. The third is the need for a personalized 

empowerment model for teaching and learning that considers emotional literacy. Thus, 

McWilliams argues that a more "personalized model of teacher education that includes 

learner choice and encourages reflection is needed because it is draws on areas of 

knowledge that are often external from the institutional setting of Universities and 

Colleges of Education. The knowledge that McWilliams is talking about includes "non-

academic attributes such as, communication skills, ethical practice, self presentation 

and emotional literacy" (p. 80). However, according to McWilliams, while these 

developments are important they are occurring at a time when there are other 

"imperatives impacting on teacher identify" namely the "corporatising" and 

"technologising" of pedagogical processes (p. 86) The critical issue for teacher 

educators is not to lose sight of the personal, emotional, thinking and intuitive skills of 

reflective teachers in light of some of the more corporatised, mechanistical structures of 

a technological approach to teaching and learning. Rathgen (2000) and Tinnings (2000) 

argue that teacher education is an emotional experience for beginning teachers as they 
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make the transition from learner to teacher and more personalised programmes are 

essential to help young teachers make this transition. Thus, teacher education is a 

holistic experience and tutors must work collaboratively with beginning teachers to 

provide both the emotional and cognitive support that leads to motivation and 

transforms new ideas into action-based learner competence (Leat, 1993, p. 506).  

 

2.13.1 Reflective practice in teacher education 

Kettle and Sellars (1996, p.3) assert that there is an increasing interest in teacher 

reflective practice and a specific "call for pre-service teachers to be engaged in 

reflection". Current theory on reflection in teacher education is identified by Valli 

(1992, p.13) as a "renewed interest in Dewey�s notion of �reflective practice� and the 

appeal of Schon�s concept of the reflective practitioner" to explore teachers thinking in 

context-specific settings to help them improve their own teaching and learning. Valli 

(1992) argues that the goals and purpose of education should be continually challenged 

in light of new issues and problems that face teachers in specific settings because there 

are no "ready made solutions"(p.13) to the issues and problems faced by teachers that 

relate to their own professional development. Thus, Valli (1992) claims reflective 

practice leads to personal empowerment and this should be a central goal of 

professional teacher education. Empowerment is viewed by Valli (1992) as "knowing 

with intent" and thus being able to act in accordance with what one knows and believes 

(p.196). A model of personal empowerment through reflective practice in teacher 

education requires the dual task of beginning teachers and tutors working 

collaboratively to ensure responsibility, self-direction and improvement and second that 

new ideas are contextually situated in the process of teaching and learning and the 

nature and structure of schooling.  

 

Reflective practice in teacher education is also described by Valli (1992) as having a 

range of variations and types by definition. She claims that one perspective views 

"reflection and inquiry as a distinct model of teacher education" while other 

perspectives hold that reflection is a "generic professional disposition"(p.16) because 

the purpose and settings for reflective practice are different. Thus, Feiman-Nemser 

(cited in Valli 1992,p.17) argues that reflection is not so much an orientation as a 

disposition underlying other legitimate orientations" to teaching and learning and 

experiential education is one such orientation.  
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Therefore, reflection is a process that can be used within a range of other methods and 

orientations towards teaching and learning. Valli (1992, p.20) uses a description from 

Florida�s PROfessional TEACHers (PROTECH PROGRAM) to provide a definition of 

reflection for beginning teachers. Knowledge in the PROTECH Program is not 

restricted to propositional knowledge about effective teaching behaviours but is one that 

is inclusive of "pedagogical and ethical knowledge, subject matter knowledge and 

knowledge of ways to increase knowledge"(p.20). This approach to reflection according 

to (Valli, 1992, p.20) describes reflection as; 

. . . a way of thinking about educational matters that involves the ability 

to make rational and ethical choices and to assume responsibility for 

those choices. 

 

Hatton and Smith (1995, p.36) identify three types of reflection in teacher education. 

These are: (i) technical reflection which is the "effectiveness of means to achieve 

certain ends which are not open to criticism"; (ii) practical reflection which is "open 

examination not only of means but also of goals, the assumptions upon which these are 

based and the actual outcomes"; and (iii) critical reflection which considers aspects of 

the previous two and also "moral and ethical criteria". However, Hatton and Smith 

report that their research indicates "little evidence of critical reflection on the part of 

student" in pre-service programmes. 

 

Brookfield (1995) asserts that for teachers to take responsibility for their practice they 

must become critically reflective. Reflection in teacher education becomes critical when 

it has two distinct purposes (Brookfield 1995, p.8).  The first is an understanding of 

how centres of power frame and distort educational processes while the second is the 

ability to question assumptions and practices in teaching and learning that limit the 

teacher�s ability to successfully meet educational goals. Unchallenged, they remain and 

effect teacher performance and morale. Hence, Brookfield (1995) argues that critical 

reflective practice has the ability to ground teachers emotionally and help them control 

the influences that might, otherwise, cause them to drift between good days and bad 

days depending on what happens to them.  

 

Critical reflective practice in teacher education is democratic, participatory and 

interactive to provide beginning teachers with a voice to talk about their learning in 
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ways that reflects what happens to them (Brookfield 1995, p.45) in order to seek 

answers to improve their practice. Tinning (2000, p.) argues that the pedagogy of 

teacher education must not only address teaching skills but also the recognize that 

reflective teachers view "teaching and education as being inherently ideological and 

problematic". However, Barrie (2000, p.150) asserts that the reflective teachers must 

involve a view of teaching and learning that is wider than their "own" classroom and 

any new directions need to be informed by "professional knowledge and defensible 

principles" Thus, beginning teachers� who engage in critical reflective practice seek 

answers with peers, tutors, practising teacher�s, researchers and other professionals to 

help challenge "deeply embedded" views of teaching and learning to overcome the 

struggle with current interpretations that are inconsistent with personal experience. 

Thus, open democratic, participatory and interactive reflective practice will help 

teachers "consider the moral and ethical implications of what they do" (LaBoskey 1997, 

p.161). 

 

According to Valli (1992) and Brookfield (1995) reflective practice in teacher 

education is a transformative practice that challenges the reproductive models of 

teaching and learning. The transformative process is one where beginning teachers use 

prior knowledge and present experience to consider new ways of operating and thus 

embrace the process of change as a condition of their own professional development 

and this encourages a "self-help" and "self-management" process (McWilliams 2000, 

p.80).  The transformative approach is in contrast to reproductive models of teacher 

education that see current realities as truths about teaching and learning, they remain 

unchallenged and produce teachers who are highly resistant to change (Valli, 1992, 

p.90). 

 

However, �change� based on technical, practical and critical reflection brings its own 

tensions and dilemmas for beginning teachers. Reflective practice takes time, it can 

leave some people feeling vulnerable because it highlights dilemmas about the nature 

and purpose of teaching and learning (Wildman and Niles, 1987). The need for 

emotional and technical support in reflective practice requires the collaborative and co-

operative involvement of other teachers and administrators who are prepared to engage 

in reflective groups. Therefore, a culture of reflective practice is required in schools to 

assist beginning teachers who have been exposed to reflective practice in their pre-

service teacher education programme.  
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2.13.2  Grounding beginning teachers� learning in experience 

The term experience in teacher education is also used to describe teacher placements in 

school where beginning teacher�s practice the skills of teaching and learning and this is 

not to be confused with the term experience used in experiential education that is 

associated with reflective practice and the development of new ways of operating that 

challenges current realities.  Using personal experience for learning according to Boud, 

Cohen and Walker (1993) is recognition of a wide range of experiences that are all 

around us and "shape and helps create our lives � who we are, what we do" (p.1). Thus, 

it involves dealing with problems, personal commitment, interaction with others, 

emotional engagement and all "inseparable from the influence of context and culture" 

(Boud, Cohen and Walker 1993, p.1).  

 

In teacher education this view grounds learning in experience by utilising past and present 

experience as a means of developing the professional knowledge, skills and 

understandings required for teaching. However, Rathgen (2000, p.203) issues a caution 

when using prior knowledge and experience because "existing beliefs can be tenacious" 

and beginning teachers beliefs about teaching can be "embedded in mythology and stereo 

(t) hype" and "reinforced by story telling". In experiential education �experience� is 

viewed as essential in reflective practice (Valli ,1992; Boud, Cohen and Walker, 1993; 

and Brookfield, 1995) to assist beginning teachers� to critically explore their prior 

knowledge, skills and understandings in current contextual and cultural settings to address 

the mythology and stereotyping of teacher activity.  

 

In highlighting the use of experience in teacher education Boud, Cohen and Walker  

(1993, p.76) describe two important concepts as part of the reflection-in action process: 

the "personal foundation of experience" and the "intent" behind the experience. These 

two foundations are supported by "noticing" what happens in the experience and also 

by "intervening" in what happens (Figure 2.12). The concepts of noticing and 

intervening draw in aspects of reflection after the event (reflection on action) which 

Boud, Cohen and Walker (1993) argue is an important aspect of what happens in or 

during an event as opposed to earlier descriptions of reflection-on-action as only 

occurring after an event. 
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Figure 2-12 Reflection in experience (Boud, Cohen and Walker, 1993) 

 

Boud, Cohen and Walker (1993) also identified the need to prepare for the experience 

to make best use of experiential education/learning but also to minimize some of the 

limitations of using experience and reflective practice in teacher education. A summary 

of the limitations of teacher developmental programmes based on experience and 

reflection is outlined in Figure 2-13. 
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• Past negative experiences 

• Expectations of others 

• Lack of self awareness of one�s place in the world 

• Inadequate preparation 

• Hostile environments 

• Lack of time 

• External pressures and demands 

• Lack of support from others 

• Lack of skills in noticing and intervening 

• Intent which is unclear or unfocused 

• Established patterns of thought and behaviour 

• Stereotypes about learning 

• Lack of confidence and self esteem. 

Figure 2-13 Barriers to working with experience (Boud, Cohen and Walker, 1993) 

The barriers identified by Boud, Cohen and Walker are similar to those identified by 

Law (1993) when he explored beginning teachers experience of using experiential 

learning techniques such as experience and reflective practice in a pre-service 

professional studies programme.  Students in Law�s (1993) research indicated that time, 

external pressures from other tutors/teacher�s, hostile environments, established 

classroom practice, lack of learner confidence and learner stereotypes about learning 

were key limitations in engaging in a teacher education programme based upon 

experiential education.  However, the limitations of using experience and reflective 

practice in teacher education can be mitigated by effective preparation that provides a 

physically and emotionally safe learning environment and includes student choice and 

decision-making (Law, 1993). 

 

2.13.3  A personalized empowerment model for teaching and learning 

Two issues related to empowerment of beginning teachers are highlighted in the 

research on teacher education. First Tinning (2000, p.172) argues that teacher education 

needs to help beginning teachers understanding the "significance of emotional 

intelligence" in how an individual learns. Tinning is referring to such things as the 

motivation to learn, zeal (interest and energy) and persistence in achieving learning 

goals consistent with student-centred learning. Second Rathgen (2000, p.201) asserts 

that the experience of a beginning teacher is an emotional one as they move from being 
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a student to becoming a teacher. Rathgen identifies "reflective journals and face-to-face 

tutorials" as tools for helping beginning teachers make the transformation to becoming 

a professional teacher. However, there are limited examples of teacher education 

programmes that promote emotional intelligence), or critically address the emotional 

roller-coaster of beginning teachers in the transition from learner to teacher, and those 

that do are often outside mainstream education (Tinnings (2000, p.172). In addressing 

the emotional �roller-coaster� experienced by many beginning teachers Rathgen (2000, 

p.204) argues that the concept of feminism should have a greater place in teacher 

education to assist young teachers to talk personally (engage in reflection) about issues 

that affect their personal transition. Feminist theory and experiential education have 

many similarities (Warren and Rheingold, 1993). Both feminist theory and experiential 

education address the need for reflective practice, participatory learning, empowerment 

of learners, attention to process, conflict resolution, power sharing, the need for internal 

motivation, teacher as a guide, synthesis of mind body and spirit, discovery learning, 

valuing experience, class as a community (Warren and Rheingold, 1993, p.26) and view 

critical approaches to teaching as one that challenge the hegemonic practices and values 

of teaching and learning (Rathgen 2000, p.204).  

 

Thus, experiential education (Chapman, McPhee and Proudman, 1992; Carver 1996: 

Beard and Wilson 2002) and Feminist approaches (Warren and Rheingold, 1993; 

Rathgen 2000) provides beginning teachers with the opportunity to participate in 

consensus decision making, constructive feedback (reflection), co-operative learning, 

collective problem-solving and peer monitoring. Modelling this approach in teacher 

education will help address Tinning�s 2000, p.172) issue, that beginning teachers� 

understand the importance of emotional intelligence through student-engaged learning 

that involves empathy, motivation, initiative and adaptability in preparing them for 

work in schools. This view is based on the understanding that "emotions and feelings 

are the key pointers both to possibilities for, and barriers to, learning" (Miller and Boud, 

in Beard and Wilson, 2002 p.118).  

 

Thus, experiential education in teacher education has the potential to provide an 

approach for integrating experience and reflective practice with emotional engaged 

learning that promotes an empowerment model of teaching and learning for beginning 

teachers. The difficulty is that experiential education approaches still remain on the 

fringe of acceptable current practice for teacher educators despite the research on 
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reflective practice, the importance of using �experience� in teaching and learning and 

the concerns over the empowerment of beginning teachers to address the emotional-

roller coaster in the transition from learner to teacher. However, one of the major 

concerns in promoting any new approach to teaching and learning is acknowledging the 

issues and limitations of such an approach within the current realities of teacher 

education and schooling.  

 

2.14 Issues and Limitations of Experiential Education in Teacher Education. 

 

Mainstream schooling and teacher education can be viewed as an oppressive influence 

by some learners who argue that both limit their ability to express their own ideas and 

views. On the other hand, experiential learning can be seen as terrifying and 

uncomfortable, not always practical and often time consuming. Therefore, experiential 

learning should not be viewed as the "only way to learn" but "one of the methods " at 

our disposal (Wigginton 1985, p.210). Indeed, there is no all encompassing theory or 

methodology for learning that can be universally applied to everyone or to each and 

every context. Thus, it is important to recognize the limitations of experiential 

education. 

 

2.14.1 The interpretation of experience 

A key issue relates to the context of current social realities and the interpretation of 

experiences within the accepted norms of society. According to Usher, Bryant and 

Johnston (1997, p. 105) the "meaning of experience varies according to different 

discursive practices".  Experience can be limited by how it is presented and then 

authenticated by the social structures in which it is conceived. This is a major weakness 

in considering "how experience itself represents (has meaning) and second, is itself 

represented (within theories and epistemologies)" (p.101). While �raw� experience is 

authentic to the learner it is often presented within established social structures. 

Consequently, these social structures have the power to either limit and control the 

potential experience or liberate it by providing the freedom to challenge. Therefore, 

Usher, Bryant and Johnston (1997) assert that experiential education that is 

"representing or discursively producing experience in a very particular way and with a 
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very particular set of significations" (p.102) is notably contestable, political and subject 

to question. 

 

As a result, Usher, Bryant and Johnston (1997) argue that experiential learning should 

be considered not just as a student-centred approach or pedagogical technique but also 

in terms of the context, socio-cultural and institutional conditions in which it operates, 

Individual meaning of an experience will always be context specific and will produce 

different interpretations.   

 

2.14.2  Student-centred learning and the content driven curriculum 

One of the criticisms of experiential education is that too much emphasis is placed on 

experience to the detriment of the formal curriculum (Beard and Wilson, 2002, p.34). 

This argument focuses on the freedom, creativity and discovery based aspect of the 

student-centred approach to experiential education verses the structure and consistency 

of following a specific curriculum. The issue is related to the perceived lack of 

accountability and assessment in experiential education, and the idea that self-directed 

learning could "lead to isolation, individualism and poor learning" (Beard and Wilson, 

2002, p.34). However, according to Usher, Bryant and Johnston (1997) a student-

centred �experience� is a focus on what is happening right now. It is authentic and it�s 

real.  The problem is viewing all student-centred learning experience in opposition to 

formal mainstream learning. According to Westheimer, Kahne and Gertein (1992) this 

presents a formidable obstacle for educators to promote experiential learning techniques 

in formal learning situations.  

 

2.14.3 Transformative teaching and learning and mainstream school objectives 

Transformative teaching and learning practices require teachers to re-orientate their 

role. They need to relinquish the traditional role associated with power and control over 

learners and enter a new role that encourages a more cooperative approach that has the 

teacher working as a guide and mentor. This is not an abdication of the teacher�s role in 

providing direction or meeting external curricular requirements. It is a role that has the 

teacher and students exploring options for more student-choice and decision-making in 

�how� and �what� they learn.  
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A major argument against transformative practice that relies on student choice and 

decision-making is that students will not choose to learn what they are required to learn, 

(Warren 1988). However, this reflects the concern of conservative educators who wish 

to maintain rigorous control over students� learning. The promotion of control over 

student learning continues to support the theory that schooling is something that is done 

to learners, is passive rather than active and involves collecting knowledge rather than 

connecting with it (Westheimer, Kahne and Gertein, 1992).  

 

An additional limitation to transformative teaching and learning according to Warren 

(1988) is student receptivity and acceptance. Warren (1988) asserts that "students who 

are a product of a traditionally teacher-directed system need some assistance in making 

that exhilarating but unfamiliar jump to self determination," (p.5). This implies, that 

teachers need to re-orientate the student/teacher relationship and transform the learning 

environment to encourage active student participation. It also requires the teacher to 

model the concepts of experiential learning and engage in "the process of becoming 

better teachers" Wigginton (1985, p.275) through their own reflective practice. 

 

However, traditional educationists often reject the uncertainty of new innovative 

teaching and learning and they dislike the fact that experiential education is hard to 

define and in the past has lacked a sound theoretical base (DeLay, 1996) and  (Carver, 

1996). This view of experiential education has been used to dissuade beginning teachers 

for using this approach in the classroom (Law, 1993).  Consequently, it has hindered the 

progress and acceptance of this method of teaching and learning in mainstream 

education. However, recent attempts by Luckner and Nadler (1992), DeLay (1996) and 

Carver (1996) to ground the process of experiential education in constructivism has 

provided a stronger theoretical base for this method of teaching and learning to gain a 

measure of acceptance. 

  

2.15 Summary 

Experiential learning is based on the premise that learning is grounded in experience 

(Dewey, 1938) and is contextual and personal (Usher, Bryant and Johnson, 1997; Beard 

and Wilson, 2002). Experiential education is a cyclic approach to learning based on a 

number of core principles (Proudman 1992; Luckner and Nadler, 1992; and Law, 1993) 

that guide the teaching and learning process. It is asserted that knowledge derived from 
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the experiential education approach is constructed (DeLay 1996) through a cycle of 

experience, reflection, developing ideas and then applying these in new situations. 

Thus, the core principles of constructivism provide a set of theoretical underpinnings 

for experiential education (Usher, Bryant and Johnson, 1997; Luckner and Nadler, 

1992).   

 

Experiential education has both limitations and advantages for learners like all 

methodologies. It is not necessarily the �right� approach for all learners and there is no 

generic experience that emerges out of experiential learning for everyone (Bell, 1993). 

The experiential learning approach establishes an active rather than passive learning 

process that encourages the learner to take more responsibility for his/her own learning. 

It requires individuals to become emotional engaged in their own learning (Chapman, 

McPhee and Proudman, 1992) which leads to higher motivation, interest and creativity. 

It also assists the learner to become reflective (Heron, 1989; Carver, 1996; Usher, 

Bryant and Johnson 1997; Lindsay and Ewert, 1999) and this provides the opportunity 

for individuals to make meaningful connections between past knowledge and present 

experience. Experiential education that engages in critical reflective practice also 

explores the dominant realties that are associated with a reductionist view of society. 

This highlights the first claim in this thesis that experiential education could provide a 

better model for teaching and learning.  

 

Reflective practice requires teachers to work co-operatively with students to establish a 

supportive learning process that recognizes the active engagement of students in 

making some choices about their own learning. This means engaging in what Heron 

(1989) calls his three modes of facilitation � hierarchical, cooperative mode and 

autonomous - and knowing when to use each one to promote student-centred learning.  

 

However, while some experiential education techniques are used in mainstream 

schooling there is little evidence of any coherent programmes of study that model 

experiential education approaches. One of the critical issues is that teacher education 

institutions, which often serve the needs of mainstream schooling, do not always 

provide alternative programmes of study that reflect the core principles of experiential 

education. Thus, beginning teacher are not always exposed to, or have the opportunity 

to evaluate experiential education approaches that have the possibility to transform 

student/teacher relationships and critically challenge that nature and structure of 
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mainstream schooling. This introduces the second claim of this thesis that experiential 

learning should be an integral part of teacher education to bring a transformative 

perspective to teaching and learning.
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Chapter 3 Literature review Environmental Education in 

Teacher Education 

 

3.1  Introduction  

The focus of this thesis is experiential education in teacher education to explore positive 

outcomes for environmental education teaching and learning. Chapter 2 examined the 

contribution of experiential education to teacher education. This chapter continues the 

background contribution for this thesis by examining the relevant literature on 

environmental education in teacher education. Environmental education in pre-service 

teacher education provides the context in which the data for this thesis were collected.  

 

The chapter starts by outlining the scope and nature of environmental education. It 

includes an exploration of the significance of environmental education internationally 

and in New Zealand specifically related to teacher education.  The chapter also clarifies 

the key aims and approaches to environmental education in teacher education. This 

provides a background for examining the implications of using experiential education 

strategies to achieve the general goals and objectives of environmental education in 

teacher education. This is significant because the dynamic nature of environmental 

education requires teachers not only to have the wide range of teaching and learning 

skills of the environmentally educated teacher (Fien and Tilbury, 1996) but also the 

professional skills of the critically reflective practitioner who can provide a holistic and 

active learning environment that is co-operative and student-centred. To address the 

cognitive, action-value outcomes of environmental education there is a need for 

teachers to be adopting appropriate value oriented pedagogies.  Thus, there is a need for 

teacher education institutions to address the specific competencies required for 

environmental education and provide adequate training and preparation for beginning 

teachers in New Zealand .  

 

 

Environmental education is not part of the mainstream mandated curriculum in New 

Zealand and therefore is not viewed as a compulsory aspect of teacher education. The 

lack of environmental education policy, prior to 1999, together with the lack of strategic 

national frameworks or directions for effective teaching and learning in environmental 
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education have resulted in an ad-hoc teaching that is often superficial and is reduced to 

little more than giving information about the state of the environment (Law and Baker 

1994). It is often characterised by gathering information about environmental issues and 

presenting hypothetical solutions. There are few examples in formal education of 

quality environmental education programmes that require individuals to reflect on their 

own behaviour and explore the range of skills and solutions that result in a changing of 

attitudes and values for the environment.  

   

The current political and economic rhetoric within New Zealand in relation to the 

environment is to embrace the concept of sustainable development. This is reinforced in 

the government's Environment 2010 Policy (1994) and in Learning to Care for our 

Environment  (1996). Learning to Care for our Environment identifies environmental 

education as an important component in achieving 'sustainable management of our 

resources' (p.4) and states it is 'the most important way of changing attitudes, so that 

people learn to accept responsibility for their own actions in relation to the environment' 

(p.7).  

 

There is reference to  'changing attitudes' and 'people accepting responsibility for their 

own action in both government's documents (1994 and 1996). The difficulty for 

schooling and teacher education, however, is developing appropriate teaching and 

learning strategies that address the concept of 'changing attitudes' and that focus on 

assisting individuals to 'accept responsibility for their own action'. 

 

An experiential education model was used within the context of developing the 

professional skills required for pre-service teacher trainees within a one-year secondary 

teacher education programme in 1993. The feedback from students indicated that they 

had to "take responsibility for dealing with the changes in their own behaviour and their 

own learning" and that they had "to recognise that they were accountable for many 

aspects of their own performance, reflection, development and assessment" (Law 1993, 

p.90 ). This has lead to the key contention in this thesis that experiential learning offers 

a dynamic process of critical reflection that can contribute to behaviour change and 

empower learners to make their own choices and decisions and a suitable process for 

teaching and learning in environmental education.  
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3.2   The Scope and Nature of Environmental Education 

3.2.1 The development of a conceptual understanding of environmental education 

Environmental education grew out of the environmental movement of the 1960's and 

70's (Dowling 1988, p.51).  It emerged from "the desire to protect or conserve the 

natural environment from human threats" associated with an increase in population, 

world food shortages, the increased use of natural resources and the rapid advance in 

technology (Smyth 1995, p.8).  

   

In response to these issues, the International Union for the Conservation for Nature 

(IUCN) decided to ratify a definition for environmental education in 1971. This 

definition was later broadened in 1972 in Stockholm (UN Conference on the Human 

Environment) and refined in the Belgrade Charter (1975).  The Tbilisi Declaration 

(1977) and the Brundtland Report of the World Commission on Environment and 

Development (1987) were both landmark documents because they outlined the 

conceptual thinking behind the notion of environmental education. At this point there 

was an international realisation of the important role of education "in motivating and 

empowering people to participate in environmental improvement and protection" (Fien 

1995, p.5). Hence many UNESCO seminars and conferences during the eighties and 

nineties used these documents to further expand the core aims, objectives and direction 

of environmental education.  

 

According to Fien (1995) one of the "most authoritative statements on environmental 

education are those recommended and endorsed at the 1977 International Conference 

on Environmental Education held in Tbilisi (UNESCO-UNEP 1978)" (p.8).   

 

The Tbilisi Declaration identified three core goals, six objectives and a set of teacher 

guiding principles. The three goals are: 

1.  To foster clear awareness of, and concern about, economic, social, political and 

economic interdependence in urban and rural environments; 

2. To provide every person with the opportunities to acquire the knowledge, 

values, attitudes and commitment and skills needed to protect and improve the 

environment; 

3. To create new patterns of behaviour of individuals, groups and society as a 

whole towards the environment.  (UNESCO-UNEP 1978, p.3). 
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The six essential objectives to achieve this goal included:  

1. Awareness To help students acquire an awareness of, and sensitivity to, the 

total environment and its allied problems. 

2. Knowledge To help students gain a variety of experiences within the total 

environment and develop a basic understanding of the total 

environment, its associated problems, and humanity's critically 

responsible presence and role in it. 

3. Attitudes To help students develop a set of values and feelings of concern 

for the environment and the motivation to participate actively in 

environmental improvement and protection 

4. Skills  To help students acquire the skills for identifying, investigating 

and solving environmental problems.  

5. Participation To provide students with the understanding, skills and self-

esteem, as well as opportunities to be actively involved at all 

levels in working toward the resolution of environmental 

problems. (UNESCO-UNEP 1978, p.3). 

 

Twelve guiding principles were established to direct the process of environmental 

education and to promote key learning outcomes. The declaration stated that 

environmental education should: 

• Consider the environment in its totality � natural and built, technological and social 

economic, political, cultural-historic, moral and aesthetic; 

• Be a continuous lifelong process, beginning at the pre-school and continuing 

through all formal and non-formal stages; 

• Be interdisciplinary in its approach, drawing on the specific content of each 

discipline in making possible a holistic and balanced perspective; 

• Examine major environmental issues from local, national and international points of 

view so that students receive insights into environmental conditions in other 

geographical areas; 

• Focus on current and potential environmental situations while taking into account 

the historical perspective; 

• Promote the value and necessity of local, national and international cooperation in 

the prevention and solution of environmental problems; 

• Explicitly consider environmental aspects in plans for development and growth; 
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• Enable learners to have a role in planning their learning experiences and provide an 

opportunity for making decisions and accepting their consequences; 

• Relate environmental sensitivity, knowledge, problem-solving skills and values 

clarification to every age, but with special emphasis on environmental sensitivity to 

the learner�s own community in early years; 

• Help learners discover the symptoms and real causes of environmental problems; 

• Emphasize the complexity of environmental problems and thus the need to develop 

critical thinking and problems solving skills; 

• Utilize diverse learning environments and a broad array of educational approaches 

to teaching/learning about and from the environment with due stress on practical 

activities and first-hand experience. 

 

The last five principles in the Tbilisi declaration agree that students should discover the 

symptoms and real causes of environmental problems through having a role in planning 

learning experiences, engaging in critical thinking, values clarification and problem 

solving with an emphasis on practical activities and first-hand experience These are all 

key aspects of experiential education. Thus, experiential education could provide a 

comprehensive approach to ensure �best practice� in environmental education. The term 

�best practice� refers to the consistency between environmental education aims, 

objectives and outcomes in relation to effective pedagogical approaches.     

 

While the Tbilisi Declaration provided a benchmark for environmental education 

research throughout the 1980's, it was the Brundtland Report (1987) that enhanced the 

scope of environmental education by outlining the concept of sustainability and, in 

particular, the notion of 'education for sustainable development'. According to Fien 

(1995) this was one of the first reports to outline the intricate web of "social, cultural, 

economic and political as well as geo- and biophysical components" (p.5) that are 

required for quality environmental decision-making. The role of education in 

understanding the links between environment and development were also outlined at 

the United Nations Conference on Environment and Development (UNCED) in Rio de 

Janiero (1992) where education was viewed as critical in addressing the issue of 

"inaccurate or insufficient information" about the interaction "between human activities 

and the environment" Keating (1993, p.57). Therefore, an outcome of UNCED was the 

importance of "basic education in underpinning environment and development 

education" (p.57).  
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New terminology emerged in the 1990's as a result of the Brundtland Report and 

UNCED to address some of the broader socio-economic and human development issues 

that impact on the environment. This new terminology includes such concepts as:  

'education for a sustainable environment', 'education for sustainable development' and 

'education for a sustainable future'.  However, "it is clear that the roots of education for 

sustainable development are firmly planted in environmental education" (UNESCO 

1997, p.27).  Furthermore, the impact of the broader notion of education for 

sustainability in general has lead to a more holistic view and is "reflected in the 

broadening nature and scope of environmental education, marked by moves towards an 

inter-disciplinary dimension and from a more local to global approach" (Tilbury 1995, 

p.196).  

 

3.2.2 The broadening scope and nature of environmental education  

Broader definitions of environmental education began to emerge in the 1980's and 

continued through the 1990's. Hungerford, Petyon and Wilkie (1980) defined 

environmental education as a means to assist people to become" environmentally 

knowledgeable and, above all skilled and dedicated citizens who are willing to work, 

individually and collectively, towards achieving and/or maintaining a dynamic 

equilibrium between quality of life and quality of the environment" (p.43). Fien (1988) 

provides a more focused definition for the formal education sector by describing 

environmental education as; 

"an across curriculum approach to learning that is useful to individuals 

and groups in coming to understand the environment with the ultimate 

objective of developing caring and committed attitudes that will foster 

the desire to act responsibility in the environment. Thus, environmental 

education is concerned about knowledge, and also feelings, attitudes, 

skills and social action" (p.10).   

 

Another similar definition suggests that environmental education is a "a multi-

disciplinary approach to learning that develops the knowledge, awareness, attitudes and 

values and skills that will enable individuals and the community to contribute towards 

maintaining and improving the quality of the environment" (New Zealand Ministry for 

the Environment 1998, p.9). In this case the environment is defined as both the built 
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and natural and includes such things as social, cultural, economic and biophysical 

components. 

 

While all three definitions outline positive attitudes for the environment and highlight 

the need for knowledge, understanding, skills and some form of action or participation, 

it is the latter two definitions that introduce the idea of across curricular or multi-

disciplinary approaches to learning. This is a critical issue if action and participation are 

central to environmental education. Essential skills associated with knowledge derived 

from isolated blocks of study limit the ability of individuals or groups to act in ways 

that takes into consideration all the elements needed to maintain and improve the 

quality of the environment.  Hence, a more holistic approach to environmental 

education has emerged. No longer should the focus of environmental education just 

revolve around maintaining the biophysical environment without due attention to the 

surrounding issues of social, economic and political influences. Hence, environmental 

education has expanded to include an interdisciplinary approach to addressing the 

interactions between environment, society and economics.  Consequently, 

environmental education during the 1990�s has transformed itself and emerged to 

reflect a more holistic concept.  

 

 

3.2.3 The impact of education �in�, �about� and �for� approaches to environmental 

education  

The approaches and method of delivery for environmental education vary according to 

the New Zealand Ministry for the Environment (1998).  However, one of the most 

commonly-used approaches to enact the principles of environmental education is 

Lucas's (1979) three dimensional approach. This includes: 

� education about the environment - providing information about environmental 

phenomena 

� education in the environment - using field studies and other outdoor activities for 

learning and skill development 

� education for or with the environment - where the activity is directed at influencing 

environmental concerns (Ministry for the Environment, 1998, p. 11). 
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While this approach has been used to classify different activities that may occur in 

environmental education it has also served to encourage educators to provide a broad 

and balanced approach to establishing a range of experiences that address 

environmental awareness, knowledge, attitudes and values, skills and social action. 

However, while the in and about aspects are easily achieved within the traditional 

context of schooling education for the environment is often neglected. The main 

objective of education in the environment is  "to give reality, relevance and practical 

experience to learning" (Fien 1995, p.10) and field trip experience. Education about the 

environment is more concerned with helping people "understanding how natural 

systems work and the impact of human activity upon them" (Fien 1995, p.10) and this is 

a core outcome of many science and social science curriculum documents globally.  

The focus of education for the environment is to, "promote a willingness and ability to 

adopt lifestyles that are compatible with the wise use of environmental resources" (Fien 

1995, p.10) and changing or adopting new lifestyles is often where environmental 

education falls down. Fien (1994) and Jensen and Schnack (1994) assert that a greater 

emphasis on ' action for the environment' where students actually implement problem 

solutions is advocated in environmental education programmes that focus on critical 

thinking and action competence. 

 

 

However, the ability of schools in New Zealand to promote, model, give guidance and 

take action on experience and knowledge regarding environmental issues is limited due 

to the constraints of timetables, exams, curriculum pressure, a strong focus on 

knowledge learning and, in many cases, the lack of understanding and basic 

competence in teaching and learning strategies for effective environmental education. 

Thus, action for the environment is a contentious and difficult concept to implement 

given the current structure of New Zealand schooling. 

 

3.3 Critical education for the environment that places a focus on implementing 

action 

 

While education in and about are primarily concerned with developing awareness and 

providing knowledge, education for the environment requires a personal commitment to 

action. Education for the environment places an emphasis on the interrelatedness of all 



Page 78  

things on earth and the idea that humankind should live in harmony with nature. Huckle 

(1986a) believes that education for the environment is "about revealing how the world 

works and how it might be changed. It is about critically examining the economic and 

political processes shaping the social use of nature within different but related societies" 

(p.12). This approach was seen as the "most appropriate to the challenge of the global 

environmental crisis" (Fien 1993, p.40). However, education for the environment has 

caused much debate as researchers Huckle (1986), Robottom (1984), Gough (1987), 

Sterling (1990), Fien (1993a) and Scott and Reid (1998) have sought to clarify.   

 

However, Gough rejects the concept of educating for the environment stating that "who 

are we to say what is 'good for' the environment, and which environment, is the 

environment, anyway" (1987, p.50). He advocates the notion of learning with 

environments� which support the idea of living in harmony with nature (Fien 1993a). 

Sterling (1990a) also has concerns about education for the environment and raises the 

issue of liberal educators being constrained by the very social and economic structures 

in which they operate and this presents a "dualistic view of people and nature" (Fien 

1993, p.44). According to Scott and Reid (1998, p.219) education for the environment 

specifically linked to establishing positive values and attitudes, is often diminished in 

environmental policy and "falls short of calling for action-taking" or implementing 

action in personal practice. 

 

However, Fien (1993a) presents a socially critical perspective towards education for the 

environment and argues that, "environmental education should promote the power of 

personal autonomy in students through the development of a critical or discursive 

environmental consciousness" (p.60). He believes that a critical perspective will 

develop an atmosphere of free and open discussion and refine critical thinking and 

problem solving skills. Stevenson (1987) supports Fien�s view and advocates the 

"critical appraisal of environments (and political) situations" in environmental 

education as well as a "commitment to act on one's values" (p.73). However, there are 

views that dismiss socially critical theory because it lacks the strategies to solve 

educational problems (Walker 1997, p.155). Therefore, this view does not consider 

socially critical theory as a transformative process. 
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Fien (1993a, p.5) attempts to provide strategies by identifying five core principles of 

environmental education that serve as a benchmark to further review critical education 

for the environment. In brief they stress the importance of: 

• The development of a critical environmental consciousness 

• The development of critical thinking and problem solving 

• The development of an environmental ethic 

• The development of the skills of political literacy which promote social action 

• Teaching strategies that are consistent with critical praxis. 

   

The five core principles promote a "transformative orientation"  (Fien 1994) which are 

particularly important when the focus of environmental education is on values and 

action. As a result the focus of environmental education has shifted during the nineties 

towards the concepts of sustainability (Fien 1993a; Sterling 1991) out of which a more 

holistic and critical environmental education approach has emerged. One example of 

this shift is the development of "action competence", a concept that explores the skills 

required for critical action for or with the environment (Jensen and Schnack 1994, p.8-

9). Jensen and Schnack (1994, p.186) argue that it is the relationship between 

experience and action that develops better understanding through critical reflection. 

Critical action for the environment allows individuals to recognize their action 

potential, which ultimately leads to personal empowerment. Thus, empowerment is 

viewed as having choice and personal control over your actions and action is viewed as 

"qualified behaviour" that is guided by ones intentions (Jensen and Schnack 1994, 

p.186).  

 

The notion of �empowerment� in environmental education is central to promoting the 

"power of personal autonomy in students through the development of a critical or 

discursive environmental consciousness" (Fien 1994, p.28). Power of personal 

autonomy requires a level of awareness, knowledge, skills, attitudes and values that 

enables one to feel positive about the process of acting. However, Giroux (1988a, 

p.xxxiii) asserts that not only is it important to have the "knowledge and skills" to act as 

"critical agents" it is also essential to have the skills and ability to engage in 

"transformative action" to create a more "democratic society". Fien (1994, p.26) 

believes this involves critical reflective practice to enable individuals to unearth "power 

relationships in social systems" that "resist the hegemonic influences of dominant 

ideologies". 
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3.3.1 Summary of environmental education related to experiential education 

The research indicates that environmental education is characterised by empowering 

people to participate in social action through a holistic process of combining 

knowledge, skills, attitudes and values and awareness together when considering social, 

economic, political and biophysical interdependence. The role of environmental 

education is to provide opportunities for a critical review of current patterns of 

behaviour to ensure a sustainable future. To achieve this participatory teaching and 

learning processes are identified in the literature in environmental education that link 

directly to experiential education and these include: critical reflection on current 

behaviours and lifestyle choices; the importance of grounding students experiences 

within the total environment to develop better understandings; the need to empower and 

motivate individuals to participate in social action; the need to engage in student-

centred problem solving and decision-making. The role of developing opportunities for 

individuals to engage in learning that models these strategies is that of the teacher 

educator. 

3.4 Environmental education and teacher education  

The important role of teachers and, more specifically teacher education, in cultivating 

and developing environmental education in formal education has been well documented 

in the UNESCO-UNEP International Environmental Education programme (Fien and 

Tilbury 1996, p.33). Three core issues emerged from this programme: (i) the important 

role that teachers have in providing quality environmental education; (ii) the need for 

teachers to have the knowledge and skills to teach environmental education; and (iii) 

the importance of innovative teaching and learning materials and strategies to bring 

about curriculum change. 

 

The Brundtland Report (1987) argued "that the world's teachers have the crucial role to 

play in helping bring about the extensive social changes needed for sustainable 

development" (p.8). Fien and Tilbury (1996) also acknowledge that a similar message 

was included in the World Conservation Strategy for the 1990s by ICUN, UNEP and 

WWF (1991) and also in the Agenda 21 report from the Rio Earth Summit in 1992.  

The emphasis placed on teachers, and ultimately teacher education, emerged from the 

impact of research on clarifying the potential of environmental education in the mid 
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1970's and 1980's, (Stapp (1975), Lucas (1979), Hungerford, Petyon and Wilkie (1980), 

Greenall (1981), Huckle (1983), Robottom (1983a); Robottom, (1984); Robottom 

(1987b, 1987c, 1987d).   

 

Consequently, teacher education has come to be seen as "potentially the greatest source 

of educational change" (UNESCO 1976) for developing environmental literacy. Thus, 

the UNESCO-UNEP International Environmental Education Programme expressed a 

concern that "the priority of priorities" was the preparation of teachers to facilitate 

effective environmental education programmes (UNESCO-UNEP 1990, p.1).  

 

Both pre-service and in-service teacher education has been identified as important in 

providing the skills, knowledge and practical expertise to help teachers meet the 

requirements of the environmentally educated teacher (Fien and Tilbury 1996). The 

competencies of the environmentally educated teacher were outlined by Stapp as early 

as 1975 (Fien and Tilbury 1996). These have been documented in a number of reports 

since then ( UNESCO 1976; UNESCO-UNEP 1976; UNESCO 1978; Stapp et al. 

(1980); Halverson 1982; Mishra et al. 1985; Wilke, Petyon and Hungerford 1987; 

Robottom 1987c) Williams (1988); Chapter 36 of Agenda 21 The Rio Earth Summit 

1992 entitled "Promoting Education, public awareness and training" addresses the 

importance of "pre-service and in-service programmes of teacher training" (UNESCO 

1997, p.39) provides a mandate for teacher education. 

 

However, four key issues limit the effectiveness of environmental education in teacher 

education. Research by Stapp et al.. (1980) assert that one of the key issues in pre-

service teacher education is that discipline-oriented approaches still direct what happens 

even though the rhetoric is one of interdisciplinary learning. Sterling (2001) calls this 

�mechanistic� in that learning outcomes pre-determined in disciplines and teachers are 

seen as mere technicians. Thus, the "predominant pedagogical process involves the 

teacher as dispenser of factual knowledge" (Stevenson 1987, p.75). Therefore, a 

discipline-oriented approach tends to dominate in teacher directed settings and limits 

the use of holistic, integrative and collaborative perspectives in teacher education for 

environmental education. Law (1997) asserts that pre-service teachers who are a 

product of teacher directed classrooms often "lack motivation and interest" and that this 

is a result of limited involvement in "decision-making or being given any ownership in 

what and how they were expected to learn" (p.3.20).  
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The second issue is identified by Williams (1988) who argues that the dominance of a 

natural science based approach in schooling and teacher education has led to 

environmental education becoming a sub-set of existing disciplines. According to Fien 

and Tilbury (1996, p.40) environmental education becomes embedded in "selective 

curriculum" where "certain safe methods and knowledge are taught" and thus avoids 

linking political, economic, social/cultural perspectives to bio-physical issues.  

 

The third key issue is the continual dominance of knowledge acquisition at the expense 

of learning through action. According to Stevenson (1987, pp.73-74), the historical 

purpose of schooling was not to produce "critical thinkers, social inquirers, problem 

solvers or active participants" who would engage in social decision-making. Instead, it 

was the "transmission of cultural knowledge, skills and values". This presents a 

dilemma for teacher educators who view learning as a transformation process 

(Stevenson 1987; Fien 1994; Sterling 2001). 

 

The fourth issue is the lack of environmental education courses in teacher education 

that provide beginning teachers with two sets of related environmental education 

competencies (Wilke, Peyton and Hungerford 1987; Fien and Tibury 1996). These two 

sets of competencies address a holistic framework that has five central principles. 

 

• The environment is viewed as a holistic entity 

• Environment and development problems are interrelated 

• Environmental education is interdisciplinary 

• Environmental education is based on education in, about and for environment  

• Pedagogical approaches embrace diversity in teaching and learning, including active 

learning; co-operative learning; and cross-curricular learning (Fien and Tibury 

1996, pp.50-51).  
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The two sets of competencies are identified by Fien and Tilbury (1996) as: 

The competencies of an environmentally educated person; and 

The professional competencies of an environmental educator. 

 

The competencies of an environmentally educated person involve four sets of 

characteristics (see Fien and Tilbury 1996, pp.52-57). The sets of characteristics 

include: 

• Knowledge and understanding of environmental issues and problems 

• Critical thinking abilities 

• Environmental values and attitudes 

• Environmental action skills. 

 

The professional competencies of an environmental educator include curriculum and 

pedagogical knowledge and skills to provide insight to help teachers develop, teach and 

evaluate environmental education programmes (Fien and Tilbury 1996, p.56). The key 

characteristics of an environmental educator that relate to experiential education are: 

•  An awareness of environmental education as a cross-curricular theme 

• The ability to adopt and develop the competencies in 

Knowledge and understanding of environmental issues and problems 

Critical thinking abilities 

Environmental values and beliefs 

Environmental action 

• The ability to develop values clarification and integration with students 

• The ability to plan, deliver and assess issues-based learning 

• The ability to discuss environmental fears and feelings with students 

• The ability to assess the action-oriented component of environmental education 

• The ability to employ a variety of teaching and learning styles to achieve 

environmental education goals. This includes the principles and processes attributed 

to experiential education. 

• The ability to develop environmental education in outdoor settings 

• The ability to critically evaluate environmental education teaching and learning 

through the use of variety of assessment approaches. 
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• The ability to utilize appropriate theories of moral reasoning in selecting, 

developing and implementing environmental education strategies to achieve 

environmental education goals. 

While these characteristics should not be viewed as a definitive list, Fien and Tilbury 

(1996, p.57) recommend them as a starting point for curriculum developers and 

administrators to assist with the development of environmental education in teacher 

education. However, developing and implementing such an approach in teaching 

education has not proven easy to achieve. For example, reporting on the EEITE project 

(Environmental Education into Initial Teacher Education) in Europe, Rauch (2000, 

pp.193- 194) asserts that schooling and teacher education are characterized by: a 

predominance of systematic knowledge; specialization of disciplines; a transmission-

mode of teaching; and, a prevalence for top-down communication and these limit the 

implementation of effective environmental education programmes in teacher education.  

To overcome such barriers, Rauch (2000, p.194) argues that there is a need to shift to a 

more "dynamic culture of teaching and learning" that reinforces the learning process.  

 

Thus, in the Asia/Pacific region UNESCO supported an action research network in 

teacher education to address the opportunities, constraints and issues surrounding the 

provision of environmental education in teacher education. The aim of the network was 

to promote the use (Fien 2002, p.79) of effective teaching and learning approaches that 

complement the core aims, objectives and principles that guide the practice of 

environmental education. Key elements identified included: the personal development 

of teachers not the production of resources; the notion that collaborative approaches 

underly successful professional development; and that active participation and critical 

reflection are essential components of professional development. Experiential learning 

was the key teaching and learning approach advocated in the guide for teacher 

educators developed in this project (Fien, Heck and Ferreira 1997) and the multimedia 

teacher education programme, �Teaching and Learning for a Sustainable Future� 

(TLSF) that was based on the Asia and Pacific project (UNESCO 2003) 

 

The key pedagogical approaches of environmental education identified by the Learning 

for a Sustainable Environment (1997) and the Teaching and Learning for a Sustainable 

Future (2003) programmes reflect many of the core principles of experiential education, 

including: 
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• The investigation of real problems with an emphasis on problem solving and 

decision-making 

• First-hand experiences in natural and human environments 

• Close interaction between schools, teachers, pupils and the community 

• The development of a sense of pleasure, wonder, curiosity and excitement in 

learning 

• The clarification, analysis and critique of students� own viewpoints and values and 

those of other individuals, groups and institutions 

• Direct experience in social participation and reflection on the actions undertaken 

• Empowerment of students and teachers to work together with their communities to 

help improve the quality of life and the environment.  

 

Singh (2001, p.97) asserts that the "Learning for a Sustainable Future modules give 

legitimacy to and celebrates experiential learning" while according to Fien and Tilbury 

(1996, p.25) these aspects of pedagogical practice "reflect the best of contemporary 

thinking and practice in education today", a conclusion that supports the key 

assumptions of this thesis that experiential education could provide a �best practice� 

approach for effective teaching and learning in pre-service environmental education. 

 

However, Robottom (1987b, 1987c, 1987d) argues that the aims, objectives and 

principles of environmental education present a dual challenge for teacher education. 

The first is the requirement for social transformation in environmental education which 

necessitates a change in teaching and learning approaches from traditional teacher-

directed styles to more student-centred ones that are integrative, holistic and critical. 

The second challenge is one that requires both pre and in-service teachers to engage in 

professional development to assist them in developing a critically reflective perspective 

on how they teach environmental education. To address these two challenges Robottom 

argues that it is important to have an "inquiry base for professional development in 

teacher education". He identifies five key principles that suggest professional 

development in environmental education should be: enquiry based; participatory and 

practice-based; critical; community-based; and collaborative (1987b, p.114). 

 

Underlying Robottom�s argument is the need for a critical community of practitioner 

researchers. Hart (1990, p.14-15) suggests that the concept of the "reflective 
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practitioner" underlies the development of such a critical community of practitioner 

researchers in environmental education.  

 

3.4.1 Reflective practice an essential pedagogical approach for environmental 

education in teacher education 

The type of reflective practice that Hart (1993, p.109-110) advocates is one that is 

grounded in the critical theory of Habermas (1984) and reflects the emancipatory 

interests of rationality, justice and freedom. Hart (1993) argues for a socially critical 

perspective on reflection rather than the notion of reflection as personal connection 

between thought and action (Schon 1983). Thus, Hart (1990, p.14-15) argues that a 

critical view of reflection-in-action:  

 

�places emphasis on educational aims and consequences, as well as the 

technical skills of teaching. Teacher [and teacher educators] are 

encouraged to consider ethical and value-based issues and this facilitates 

environmental education goals.  Teachers [and teacher educators] are 

also encouraged to contribute to the formation of policy at classroom, 

local, and national levels, thus acknowledging the political nature of 

human interpretations of the ecological process of change�. 

 

Hart (1990) is not proposing that reflection-in-action replace other educational 

processes but rather that it be used as a way to help teachers review their own practices, 

and the social structures that confine practice in schooling and teacher education.  

 

Critical reflective practice is also advocated by other researchers as an essential element 

of environmental education in schooling (Huckle 1985; Stevenson 1987b; Huckle 

1991a; Schnack 1994; Wals 1994; Thomashow 1996; Sterling 2001). Fein and Tilbury 

(1996), Law (1997) and Rauch (2000) specifically target critical reflective practice in 

pre-service teacher education. Huckle (1991a, p.61) promotes the use of critical 

reflection to help students "reflect on the structural and ideological forces" that distort 

and confine what they do. He believes this is necessary in environmental education to 

understand the social, economic and political contexts in which decisions are made 

(Huckle 1985). Thus, environmental education needs to promote "discourse, debate and 

reflection" on the state of the world (Wals 1994, p.136). However, this is difficult to 
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achieve in a predominantly mechanistic educational paradigm. Consequently, Sterling 

(2001) argues that there is a need for a critical shift towards a more ecological paradigm 

view of education that positions both teachers and learners as reflective practitioners 

and agents of change. This would help overcome the current challenge that 

environmental education faces in schools where a teacher-directed transmissive 

approach presents a contradiction in both purpose and practice to environmental 

educators (Stevenson 1987b). Facing this challenge, Hart (1993) and Robottom (1987c) 

promote the need for a community of critically reflective practitioners in environmental 

education to engage in critiquing current practices. This view considers the role of the 

environment educator as one that not only prepares individuals for work but also 

prepares individuals for life so they can think critically and function as a cooperative 

group and look after one another (Stevenson 2002).  

 

Fien and Tilbury (1996, p.65) report that this challenge has already led to a "sustained 

critique of technical models of educational change in the Asia-Pacific and other parts of 

the world. For example, reporting on the outcomes of the EEITE project in Europe 

Rauch (2000, p.194) suggests that a �dynamic culture� is required in schooling and 

teacher education to meet the aims, objects and principles of environmental education 

and this "requires co-operation between teacher training institutions and schools, inter-

disciplinary learning and reflective teacher education. Furthermore, teacher education is 

viewed internationally as a critical means for disseminating the skills required to 

develop the competencies of the environmentally educated teacher. Recent 

developments in teacher education, particularly the role of the critical reflective 

practitioner (Valli 1992; Brookfield 1995) have contributed to new understanding, and 

encouraged more holistic approaches to teaching and learning for both pre and in-

service teachers studying environmental education. The purpose of this holistic 

approach to teaching and learning is to ground reflective practice in pre-service 

personal experience. Furthermore, the reflection on experience is characterized by an 

action process intent on develop new ways of operating.  

 

3.4.2 Personal experience, reflection and action in environmental education  

Practical experience through experiential education does provide opportunities for 

meeting many of the aims and objectives of environmental education (Lynch 1991). 

According to Rickinson (2001), the nature of school-based and outdoor first-hand 
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experiences through personal connection, relevance and context assists in influencing 

(initially) the knowledge and awareness of school learners. However, practical 

experience by itself does not bring about long-term changes in behaviour. This is 

because the hands-on component explores the symptoms but does not always address 

the root cause of environmental problems or lead to social action to effect solutions 

(Uzzell (1995, p.83). Furthermore, social action is assisted through a process of 

collaborative group discussions (reflection) between teachers and learners to review 

experience through debate that can lead to the construction of new knowledge and ways 

of living (Mason and Santi 1998, p. 81). Thus, the experiential component cannot be 

isolated as it is only through reflection that students can see ways forward [action] to 

address environmental problems. Similarly, experience and action cannot be isolated 

because personal experience is both a pre-requisite and an outcome for action. This is 

because "experiences are formed in continuation of actions [and reflection] and actions 

are performed among things on the basis of previous experiences" (Jensen and Schnack 

1994, pp.16-17). Therefore, a key distinction needs to be made between hands-on 

experience (outdoor field trip activity) and experience that is characterised by action 

that leads to new action competence ways of living. 

 

The link between experience and action has been developed by Jensen and Schnack at 

the Pedagogical University (formerly the Royal Danish School of Educational Studies) 

in Copenhagen. Their research has led to the notion of �action competence� as a cross-

curricular approach for assisting learners to develop the skills required for social action. 

Central to Jensen and Schnacks (1994) notion of action competence is their definition 

of �action� which contains two essential components the ability to make decisions to 

act, and the action taken must try to find solutions to the problems under investigation. 

These two components are outlined in action competence matrix in Figure 3-1.
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Figure 3-1 Criteria for action (Jensen and Schnack 1994:13) 

 

The focus of Jensen and Schnack�s definition of action competence is the need for 

education (schools and teacher education) to assist learners to develop the skills and 

abilities to act. Jensen and Schnack (1997, p.173-174) identify four components of 

action competence: knowledge/insights, commitment, visions and action experiences. 

  

According to Jensen and Schnack (1997, p.173) knowledge/insights refers to students 

gaining knowledge in the field (experience) about what the specific problems are, how 

they came about and the likelihood of solving the problem. Commitment addresses the 

motivation to participate, visions refers to ideas for change, and action experiences 

relates to the idea that learners or in this case pre-service teachers should experience 

concrete actions themselves while in training. Thus, action competence in 

environmental education combines prior experience and knowledge, motivation to 
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change conditions in a collaborative process, and in action for the environment. Central 

to this is the personal motivation and empowerment of individuals/groups to act for 

change. Thus, Jensen and Schnack (1997, p.174) assert that contemporary teaching and 

learning approaches (in schooling and teacher education) should focus on connecting 

emotions, values, knowledge and action together in a holistic way to create what Iozzi 

(1989a, 1989b) calls �affective� learning experiences. Affective learning for 

environmental education has two key aspects: These are positive outdoor feelings and 

experiences and the application of attitudes and values to moral issues to our 

environmental decision-making. According to Iozzi  (1989b) both these aspects 

influence (empower) environmental attitudes and values that lead to change. 

 

3.4.3 Empowerment  for �change� as a contemporary approach to environmental 

education in teacher education. 

 

A contemporary view of education is one that embraces the notion of education for a 

sustainable future (Fien 1999-2001); Sterling 2001; Stevenson 2002) thus, teaching and 

learning approaches need to explore the most effective techniques for motivating and 

empowering people to participate in the transition to a sustainable future. Learning for 

empowerment and social change is generally not possible in a transmissive education 

system where teaching is imposed by instruction. Empowerment for change requires a 

transformative approach that is constructive and participative (Sterling 2001, p.35) and 

thus, helps to create learners who are active participants in constructing their own 

understanding. Sterling uses the terms �constructing� and �constructive� to reflect the 

notion of emergence. This is significant, because change that is instructed and imposed 

reflects a mechanistic behaviourist approach to learning. Conversely change that is 

constructed and participative, reflects a holisitic and transformative pedagogy reliant on 

working collaboratively. 

 

Personal empowerment requires a sense of emergence, personal or group ownership of 

problems, the opportunity for problem reframing, and construction of meaning through 

experience (Sterling (2001). Thomashow (1996) argues that it also requires the 

development of an ecological identity, grounded in a sense of place, personal growth, 

active citizenship, and an ability to show compassion. In addition, values identification 

and analysis to explore how personal values impact on behaviours (Iozzi 1989b), active 
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decision-making and skills for action competence (Schnack 1994) are all essential for 

personal empowerment. Central to the notion of empowerment in teacher education are 

approaches that integrate a cognitive, affective and spiritual dimension (Thomashow 

1996). Hence, there is a need for a socially critical perspective in pre-service teacher 

education and an �affective� aspect that connects learner experience, reflection and 

action to personal attitudes, values and behaviours. 

 

3.5  The development of environmental education in teacher education in New 

Zealand  

   

The first public recognition of environmental education as a component of formal 

education in New Zealand was a 1970 conference on Physical Education (Dowling 

1988). Environmental education gained increasing recognition during the 1990�s with 

the introduction of conservation week (Department of Conservation), the establishment 

of the Commission for the Environment (now the Ministry for the Environment) and the 

development of courses in environmental sciences at Canterbury, Massey and Auckland 

Universities.  

 

Environmental education gained further status during the mid 1970's as teachers, 

teacher educators, researchers and curriculum developers attempted to define and make 

sense of this relatively new field of study.  Dowling (1988) also contributed to the early 

development of EE in New Zealand. He believed that environmental education was a 

multi-disciplinary approach and that it was grounded "in education for the 

environment" (p.51). Dowling recognised the importance of teacher education for 

environmental education in New Zealand. However, it was Graeme Scott who lead one 

of the most significant developments in environmental education in New Zealand for 

teacher educators and teachers. He set out to define environmental education for 

teachers and teacher educators (Scott 1984). Scott�s research provided a source book for 

teachers in environmental education. This included a definition, aims and objectives, a 

conceptual model and sample lesson plans. In this document the Minister for the 

Environment stated that Scott's research "has indicated that teacher training and 

retraining is the single most important requirement for environmental education in New 

Zealand"(Shearer 1984)  
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The basis for Scott's research was a conference held at Lopdell House in Auckland in 

1981 called "Environmental Education Across the Curriculum". This conference 

provided an opportunity to analyse national and international documents, share 

expertise and review current practices. Scott�s subsequent work according to Dowling 

(1988) was to be the cornerstone for environmental educators in teacher education 

throughout the later half of the1980�s. It also provided basic guidelines for educators in 

the form of a conceptual model of the process of environmental education and a focus 

on action strategies.  

 

The establishment of the New Zealand Association for Environmental Education in 

1984 and the organization of an international environmental education conference by 

the New Zealand Natural Heritage Foundation in 1991 were other significant events 

that contributed to the development of environmental education in New Zealand. The 

contribution by the New Zealand Natural Heritage Foundation in developing curriculum 

statements and environmental education materials for schools was also significant given 

the absence of any Ministry of Education documents until 1999. 

  

3.5.1  International influences 

In 1993 environmental education in teacher education made significant ground due to 

several key initiatives. These included UNESCO Asia/Pacific seminars held at Griffith 

University in Brisbane and by NIER (June) in Tokyo in 1993. Both meetings invited 

teacher educators from around the Asia and Pacific region to explore current 

developments and critical issues in environmental education and teacher education. 

New Zealand had delegates at both the Brisbane and Tokyo meetings. These two 

meetings provided the background to discuss issues surrounding the environmentally 

educated teacher specially to outline the need for more research and support in 

developing effective teaching and learning strategies to support teacher educators in this 

field of study. This led to the development of a joint UNESCO/ACEID/ Griffith 

University project called 'Learning for a Sustainable Environment'. This project was a 

regionally based action research network that focused on developing appropriate 

teaching and learning modules for teacher educators in environmental education. The 

framework for this project included a set of principles related to environmental 

education and a set of principles related to professional development (Fien 2001). The 

professional development aspect of this project "sought to place knowledge production 
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in the hands of the teacher educators" (Singh 2001) and develop a regional network of 

reflective practitioners working collaboratively to improve their practice in teacher 

education (Fien 2001). 

 

3.5.2  New Zealand Government initiatives to support teacher education for 

environmental education  

 

The development of the Ministry for the Environment's "Environment 2010" Strategy in 

1995 was the first government document that specifically mentioned strategic directions 

for environmental education. After public consultation on the draft document 

environmental education emerged as one of the six key management strategies.  

 

Strategy five was to 'Promote education for the environment'. This strategy identified 

four proposals for action: 

• National approach 

• Guidelines for schools 

• Tertiary education programmes 

• Community education policies and action plans that acknowledge their roles. 

 

Three of the four proposals for action were completed by 1999. A national strategy for 

environmental education was completed by the Ministry for the Environment in 1998. 

This document Learning to Care for Our Environment: A National Policy on 

Environmental Education clarified an understanding of environmental education for all 

sectors. Guidelines for Environmental Education in New Zealand Schools was released 

in 1999. This identified environmental education as an investment for the future and 

provided an interdisciplinary approach to environmental education teaching and 

learning. These guidelines highlight essential skills, increased understanding of the 

environment, effective decision making and social action as critical tools to establish a 

sustainable future. This document merges the concepts of sustainability with 

environmental education to produce a broader and more holistic understanding of 

environmental education than learning about the environment. Consequently, education 

for sustainability has become:  

a new focus for environmental education in New Zealand. It is a way of 

helping individuals and societies to resolve fundamental issues relating 
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to the current and future use of the world's resources. (Ministry of 

Education 1999, p.8).  

 

The Guideline�s for Environmental Education in New Zealand Schools support the 

national policy "Learning to Care for our Environment". The four key concepts that 

underlie environmental education in New Zealand are: interdependence, sustainability, 

biodiversity and personal and social responsibility for action. The concept of 

sustainability in New Zealand also recognises the special relationship of the Crown with 

Maori through the Treaty of Waitangi and, therefore, the notions of hauora (total well-

being and balance with nature), rahui tapu (conservation) and kaitiakitanga 

(guardianship) are key aspects of sustainable development. The Guidelines for 

Environmental Education in New Zealand Schools provides a framework and direction 

for schools with the assumption that teacher education providers will address this 

document within their pre-service programmes. The guideline document clearly 

outlines that: 

the New Zealand Curriculum Framework (1993) provides a context for 

developing teaching and learning programmes for environmental 

education. Schools will have a range of policies and practices through 

which the aims of environmental education can be met. Such policies 

and practices can be used to establish appropriate organisational, 

operational and curriculum objectives that promote a whole school 

approach to a sustainable environment.  

 

However, while national guidelines for environmental education legitimate its inclusion 

in school programmes (Law and Baker 1997) the document (1999) states that "the 

extent to which environmental education is incorporated within the curriculum will 

continue to be determined by the board of trustees of each school" (p.5). Unfortunately 

this leaves the decision to the �whim� of parents and teachers who make up the board of 

trustees in each school. The foreword of the Guidelines for Environmental Education in 

New Zealand Schools also mentions that the requirements (in the document) are not 

meant to add to the curriculum "instead they will assist teachers to identify 

opportunities within existing national curriculum statements" (p.5). This limits 

pedagogical techniques to those that are already promoted in other disciplines. 
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This raises three dilemmas: First the document is not a �curriculum�. Thus, it lacks any 

requirement of schools to address environmental education or be accountable through 

national evaluation procedures and processes: Second, it provides �guidelines� for 

schools but does not present a "how to document" with ways to help teachers develop 

classroom programmes (Law and Baker 1997, pp.228-229). Third, it is bound by the 

pedagogical approaches used in other disciplines. These dilemmas are critical given the 

changes in curriculum development over the last decade because, while environmental 

education is not policy�driven, neither has it been comprehensively supported by pre or 

in-service teacher education programmes. Thus, environmental education is left to the 

teachers and teacher educators who are passionately interested in driving its 

development in schools.  

 

However, New Zealand schools and teacher education (by association) are required to 

address environmental learning outcomes within each of the seven essential learning 

areas, but these are addressed in isolation within separate disciplines. This limitation 

makes it difficult for individuals or groups to gain the full picture of any issue and 

pursue any form of action for the environment that considers skills, knowledge, 

attitudes and values in a holistic manner. Thus, the reality is that environmental 

education, as described in section 3.2 is not widely implemented in teacher education or 

school programmes. 

   

Significant in the lack of support by teacher education is the dilemma surrounding the 

purpose of teacher education in New Zealand. This dilemma is the contradiction 

"between the enculturation of students into teaching for existing classrooms and the 

development of new ideas for settings of the future" (Jesson, 2000, p.56). According to 

Jesson (2000, p.56) teacher educators committed to shaping educational change argue 

for a clear "philosophy of possibility" rather than "reflecting various responses" to 

match the political climate. Other limitations are identified by Law and Tasker (2000, 

p.5) including: widespread and rapid change in education over a short period of time, 

the autonomy held by teacher education providers over their own programmes of study, 

(they are not accountable to anyone other than market forces); the perception that their 

role is to deliver what schools want rather than offer programmes that challenge and re-

orientate content and practice within school; and the lack of commitment by managers 

in some institutions to support areas of study that are not mandatory or part of the core 

curriculum. 
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However, the development of the national environmental education professional 

development programme for New Zealand schools throughout 2000-2003 has provided 

opportunities for teacher educators to explore the development of environmental 

education programmes in teacher education. The main focus of the professional 

development programme has been to encourage school�s to provide a more holistic 

approach to environmental education and also one that is characterised by social action 

objectives (Law, Neill and Wilson 2003). This programme has been operating for three 

years (see Law 2001) and trained 74 national facilitators and over 700 teachers. Ninety-

four schools have become national pilot schools for environmental education and six 

secondary schools have developed comprehensive full year programmes in education 

for a sustainable future at the year 12 level. Eleven full-time advisory positions have 

been created to support the professional development of teachers for environmental 

education in New Zealand. These positions are now based at the School Support 

Services Programme in each of the six main teacher education providers.  

 

3.5.3 Teacher education for environmental education in New Zealand 

While many Universities and Colleges provide environment related courses, the focus 

of these are often on knowledge acquisition and awareness. Tertiary education 

providers have been slow to offer programmes that comprehensively address 

environmental education in formal qualifications (Law and Tasker 2000). 

Consequently, there are limited qualifications in the tertiary sector that specifically 

address environmental education by linking biophysical, economic, cultural, social and 

political aspects together in a coherent programme of study.  

 

There have been several attempts within teacher education to address the inclusion of 

core or optional papers in environmental education. However, numerous obstacles such 

as the over crowded curriculum, funding constraints and teacher-directed teaching and 

learning approaches have been cited as major limitations in establishing environmental 

education within the current system of pre-service delivery of teacher education in New 

Zealand (Law and Baker 1994). Teacher education providers who offer programmes in 

environmental education do so in the following ways (Law and Tasker 2000): 
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• Environment Education is taught as a separate subject at Christchurch College of 

Education. Wellington College of Education and Massey University�s School of 

Education (Palmerston North). 

• Environmental Education is taught as environmental science at Waikato 

University�s School of Education, Auckland and Dunedin College of Education. 

• Aspects of sustainability and social change are taught as part of the social studies 

curriculum i.e., all Colleges and Schools of Education. 

• Environmental Education as specialist in-service and postgraduate courses are held 

at Christchurch College of Education and at Massey University�s School of 

Education (Palmerston North). 

 

However, some of these programmes are in primary teacher education and others in 

secondary teacher education. No teacher education provider has established a 

comprehensive approach to environmental education through pre-service early 

childhood, primary and secondary training nor in their in-service programmes for 

teachers. 

 

As a consequence, limited research has been completed in environmental education in 

teacher education in New Zealand. One study completed by McConnell (2001) was 

conducted on my environmental education class in 1997. The research explored the 

effectiveness of a pre-service teachers environmental education course at the 

Christchurch College of Education once they had begun teaching. McConnell�s 

research found that while most of the teachers had started to implement environmental 

education, they were limited by the workload of first year teachers, unsupportive 

colleagues, a focus in schools on classroom management, and a resistance by school 

administrators to change existing structures and practices.  

 

3.5.4 Summary 

This chapter has reviewed research in environmental education in teacher education 

with the purpose of identifying links between the key pedagogical approaches 

advocated for environmental education and the core principles of experiential education 

in teacher education in four sections. Section one provided an introduction to the broad 

issue of environmental education in teacher education. The second reviewed the 

international literature on environmental education. The third section reviewed the 
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scope and nature of environmental education as it relates to critical action for the 

environment.  On the basis of this review the fourth section explored the cognitive, 

action-value outcomes of environmental education and the need for teacher education 

providers to adopt and model appropriate value-oriented pedagogies in their 

programmes. This section also provided a review of the value-oriented pedagogical 

approaches such as: critical reflection; learning through experience; the process of 

action competence and empowerment through positive attitudes and values has been 

introduced. The chapter finished with an overview of teacher education for 

environmental education in New Zealand. 
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Chapter 4 Research Design 

4.1 Introduction  

This study explores the efficacy of experiential learning as a strategy for enhancing the 

capacity of student teachers of environmental education to become reflective 

practitioners. This research goal was derived from reflections on my own practice as a 

teacher educator as I have sought to find a suitable strategy for helping to empower 

student teachers to work towards the critical values, lifestyle choice and citizenship 

action objectives of environmental education in their own practice. The emphasis on 

experiential education reflects this search, my interpretations of the literature on teacher 

education pedagogy and my early experiences in working with experiential methods in 

teacher education (Law 1993). As a result, this study is not a values-neutral 

undertaking. Indeed, Lather�s argues that "just as there is no neutral education ..., there 

can be no neutral research" (Lather 1986a, p. 257). Thus, she claims that educational 

research is "a value-constituted and value-constituting enterprise, no more outside the 

power/knowledge nexus that any other human creation" (1991, p. 27). This means that 

educational researchers need to recognise that they are selective rather than neutral 

observers and interpreters of what they see.  

 

Acknowledging that research is not value free emphasises the need for rigorous 

standards in the selection, justification and use of particular research procedures and 

includes the validity and reliability of data, interpretations and conclusions. Three 

principles of research procedure identified by Howe and Eisenhart (1990, pp. 6-8) have 

been followed to help ensure that appropriate standards were maintained in this study. 

These include: (a) an understanding of one�s values through alertness to, and 

consistency of, background assumptions, (b) congruity between research questions and 

research design, and (c) the effective application of specific data collection and analysis 

techniques. The manner in which these three principles were followed in this study is 

described in the following three sections of this chapter. The first (4.1) reviews the 

focus of the study and outlines the assumptions and values of the researcher. The 

second (4.2) introduces the research methodology, method and techniques that were 

used. This aspect of the research clarifies the critical paradigm (4.2.1) that guided the 

research methodology, the participatory ways in which the research was conducted 

(4.2.2 methods), and the various data gathering and analysis procedures (4.2.3 



Page 100  

techniques) that were used.2 The third section (4.3) outlines the phases and steps in the 

conduct of the study.  

 

4.2 Focus of the study  

This section outlines the values and assumptions that guided this study in order to 

satisfy the first of Howe and Eisenhart�s principles. Thus, the section reviews the 

assumptions behind the nature and focus of the study first outlined in Chapter 1 and 

then detailed in the literature review chapters.  

 

This study is grounded in my work as a teacher educator, and explores the issues 

associated with using an experiential learning approach in educating pre-service 

teachers for environmental education. The three key elements in this study, namely (i) 

reflective practice, (ii) experiential learning and (iii) environmental education, share a 

common concern with empowerment. Reflective practice in teacher education seeks to 

empower teachers as professionals, well able to make defensible decisions about 

curriculum and pedagogy and to assume responsibility for the impacts and outcomes of 

their work.  Experiential education seeks to empower people to be responsible for their 

own learning and to monitor the application of what they have learnt. Environmental 

education seeks to empower people to exercise responsibility for their individual and 

collective impacts on the environment. The focus on empowerment in this thesis 

demands that I, as the researcher, focus on research objectives that are consistent with 

the emancipatory goals of empowerment and that participatory processes of research 

are utilised so that participant authorisation and enablement is enhanced not 

undermined by the research process itself. Participatory research methods based upon a 

critical or emancipatory paradigm of research have been adopted as a result. 

 

My personal values and assumptions reflect my experience in teaching experiential 

education and environmental education that has led me to believe that experiential 

education has the potential to provide a �best practice� pedagogical approach for 

environmental education. This is a result of my assumption that the core principles of 

                                                 
2 This distinction between methodology, method and technique is based upon van Manen (1990, pp.27-

29) and differs from distinctions made by, for example, Cohen and Manion (1994) and Lather (1991, 

pp.3-4) who integrate method and techniques into one component of research design. 
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experiential education that seek transformative outcomes for students and teachers 

provide an opportunity to assist learners to become emotionally engaged in their 

learning because the intention of critical reflection on personal experience is to seek 

new understanding that leads to new ways of operating.  

 

Thus, my central purpose of the study is to explore the value of experiential learning as 

a medium for achieving the "reflective practitioner" goals of teacher education, 

especially in relation to the sense of agency or empowerment required by pre-service 

teachers to work towards the transformative knowledge, attitudinal and action 

objectives of environmental education. The research problems that flow from this goal 

are: 

In what ways is experiential education an appropriate pedagogy for meeting the 

aims and objectives of environmental education in teacher education?  

 

To what extent can the experiential model of teacher education provide for the 

pre-service development of teachers as reflective practitioners within the context 

of environmental education? 

 

The first two research questions address problem 1. 

1. What characteristics of experiential education did the pre-service teachers 

portray as a result of their participation in the course? 

2. What aspects of experiential education were effective and to what extent were 

these relevant for teacher education in environmental education   

 

The third and four research questions address problem 2.  

3. What characteristics of the reflective practitioner did the pre-service teachers 

display? 
4. What other factors of experiential education were problematic for pre-service 

teachers? Were these issues theoretical or practical? How might the experiential 

education course be revised as a result of these findings? 
 

The purpose of this study is to find answers to the research questions.  
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4.3 Research Methodology and Method 

  

4.3.1 Introduction 

The second of Howe and Eisenhart�s (1990, pp. 6-8) principles for ensuring standards 

in educational research is the need for congruity between research questions and 

research design. This need is similar to Kemmis�s concern that the mode of research 

undertaken accord with the approach to education being investigated. Indeed, he argues 

that "It is simply inappropriate to study educational arrangements which have one or 

other curriculum orientation using research methods with another orientation" (1982, p. 

62). 

 

Methodology refers to the broad philosophical orientation or paradigm that guides a 

study. According to van Manen (1990, p. 27), it involves "the fundamental 

assumptions" about "the general orientation to life, the view of knowledge, and the 

sense of what it means to be human" that direct the particular mode or method of 

enquiry in a study. Thus, it includes theories about discovering knowledge, gaining 

understanding, making judgements about the validity and authenticity of findings. On 

the other hand, research methods identify, in broad terms, the structure of the research 

design. This includes the way in which the research is conducted through a �portfolio� 

of techniques for data gathering and analysis and the associated ways of attending to 

issues of validity and ethics.  

 

Research Methodology 

 

Lather (1992, p.89) has identified four paradigms or methodologies of research: the 

positivist or empirical-analytical, the interpretivist, the, critical and the poststructural. 

Each of these provides a philosophical framework for addressing particular types of 

research objectives/questions. Lather describes the objective of the four paradigms as: 

to predict (positivist) to understand (interpretive) to emancipate (critical) and to 

deconstruct (poststructural).  
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Table 4-1 Paradigms of post positivist inquiry 

Predict Understand Emancipate Deconstruct 

positivist interpretive 

naturalistic 

constructivist 

phenomenological 

hermeneutic 

symbolic interaction 

microethnography 

 

critical 

neo-Marxist 

feminist 

race-specific 

praxis-oriented 

Freirean 

participatory 

post-structural 

post-modern 

post-paradigmatic 
dia-spora 

 

Each of these methodologies has an appropriate role to play in educational research, 

depending on the question, issue or problem being investigated. All four are used in 

environmental education research although the positivist paradigm has been the most 

dominant until recent years (Robottom and Hart 1993). This can be seen as a function 

of the dominance of psychological concepts in the individualistic approaches to 

behaviour change in environmental education, especially in the United States which 

provided the vast bulk of the environmental education research in the 1970s and 1980s. 

However, just as behaviouristic approaches in environmental education have come into 

question in recent years for their failure to consider the significance of personal 

experience and social structure on the nature and outcomes of environmental learning 

(Robottom 1993), questions have been raised about the appropriateness of the 

dominance of positivist research in environmental education (Robottom and Hart 1993).  

These questions gave rise to a �paradigm war� in environmental education in the early 

1990s with the cases for the contrasting methodologies outlined in publications such as 

Marcinkowski (1993) and Williams (1996). As a result environmental education studies 

based upon interpretive, critical and deconstruction methodologies are now increasingly 

being reported.3 

 

                                                 
3 See various issues of Canadian Journal of Environmental Education for examples.  
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This study draws upon aspects of interpretive research through its focus on the 

experiences of a group of student teachers as they undertake a course in environmental 

education using an experiential approach to teaching and learning.  However, the 

primary goal of the study is to develop a coherent theory of learning and teaching for 

teacher education that can empower teachers to achieve the socially critical values, 

lifestyle commitments and action objectives of environmental education (see chapter 3). 

Thus, this study has a strong critical interest that necessitates the use of critical 

methodology and methods. 

 

Critical Research 

Critical research can be best understood in the context of the empowerment of 

individuals. Inquiry that aspires to the name �critical� must be connected to an attempt 

to confront the injustice of a particular society or sphere within society. Research thus 

becomes a transformative endeavour unembarrassed by the label �political� and unafraid 

to consummate a relationship with and emancipatory consciousness. (Kincheloe and 

McLaren 1994, p.140). 

 

The focus on teacher empowerment of critical educational research means that it has the 

capacity to addresses "questions which are of vital concern to all teachers" by providing 

processes for analysing the "causes and consequences of problems" and exploring 

possible solutions (Fien and Hillcoat 1996, p.28). As Gibson (1986, p.2) states, not only 

does critical research attempt to explain the causes of everyday practices and problems, 

it also seeks to provide answers to "those awkward questions which ask what should be 

done". The normative nature of questions related to �shoulds� means that critical 

research is "ideologically oriented inquiry" (Robottom and Hart (1993, p.11). Fien and 

Hillcoat (1996) also suggest that critical educational research is grounded in a vision of 

social change and democratic values that � [seeks] to empower teachers and students 

to participate in research programmes that "claim to have them as beneficiaries" (p.29). 

As a result, critical educational research involves participatory research by teachers and 

learners to implement, monitor and review strategies designed to find answers to 

questions  about what we should be teaching, why we are teaching it, and how it should 

be taught.  
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Unlike critical research, positivist and interpretive approaches focus on exploring 

existing social conditions (Codd 1988; Neuman 1997). Therefore, they tend to reflect a 

reproductive view of the world. Even post-structural approaches lack an orientation to 

change despite their goal of uncovering relations of power and marginalisation. This is 

in contrast to critical research methodology where the critique of existing social 

practices and empowerment of individuals and organisations through the identification 

of new directions and strategies go hand in hand. This reflects a transformative 

approach that challenges and re-orientates our attitudes and values and can result in 

empowerment to engage in new social practices. 

 

Hart (1993) argues that the participatory foundations of critical research can place 

"control over the process of educational reform in the hands of practitioners" (p.111). 

Thus, a key feature of critical research is its participatory nature. The need for 

participatory approaches has emerged from a worldview that is essentially more holistic 

and egalitarian.  

Reason (1994) argues that it is; 

urgent for the planet and for all its creatures that we discover ways of 

living in more collaborative relations with each other and with the wider 

ecology. I see these participative approaches to inquiry and the 

worldwide view they foster as part of this quest (p.325). 

 

A number of participatory research methods have been developed, including action 

research, facilitated praxis, critical ethnography, appreciate inquiry, cooperative inquiry 

and action science/inquiry (Reason 1994, p.325). To date however, action research 

(Carr and Kemmis 1986) has been the most strongly advocated and used critical method 

in environmental education (Hart 1993 and Wals 1993) although, critical ethnography 

has been used by Fien (1992) and Malone (1996).  This thesis draws upon two up-to-

now neglected methods of participatory research in environmental education, namely 

action inquiry and cooperative inquiry, to pursue the assumptions grounded in the focus 

of this study. 

 

Research Methods 

Participatory research methods such as cooperative and action inquiry are based upon a 

view of people as capable of "co-creating their reality through participation: through 
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their experience, their imagination and intuition, their thinking and their action" 

(Reason, 1994, p. 324).  Such an assumption means that research should be viewed as a 

dynamic process that allows knowledge to evolve through experience and engagement. 

The emphasis in this thesis upon exploring reflective practice through experiential 

learning  (itself a dynamic process) and its grounding in participants� experiences of 

teacher education, makes it necessary to use research methods that are dynamic, open to 

negotiation and change, collaborative and responsive to the views and experiences of all 

involved. 

Thus, Reason (1988, p. 2) suggests that:  

 

Participatory researchers will be engaged in dialogue with groups in their 

natural settings: action researchers will be reflecting on their experiences 

of social action: experiential researchers will be setting up and working 

with inquiry groups. Others .... will borrow from all schools so as to 

develop a method to suit their particular needs. But the commonality in 

all the approaches is that they are all working openly, directly and 

collaboratively with the primary actors in their various fields of interest.  

  

The two participatory methods used in this study have been chosen to reflect these 

demands. Cooperative enquiry is used to ground data collection and analysis in the 

experience of students in the Christchurch College teacher education course and to 

provide them with a voice in the direction of the study. The insights the students 

generate from experience and reflection are used by the researcher in a process of action 

enquiry. Thus, while the study operated at two levels, both these methods are grounded 

in "the systematic testing of theory in live-action contexts" and "the idea that 

experiential knowing arises through participation with others" (Reason 1994, p. 333). 

The nature and goals of these two research methods, together with reasons for their 

selection, are explained in the following sections. 

Action Inquiry 

Action inquiry is a research method that contributes to the development of actions or 

strategies aimed at transforming the nature of institutions or practices towards socially 

critical ends. As such, it is not only inquiry into action but inquiry for action (Reason 

1994, p.330).  Action inquiry involves a systematic approach to reflection on practice 

with a view to clarifying assumptions behind problems in practice and planned 
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solutions. It also provides for the testing of such assumptions in practice and theorising 

from experience. Action inquiry provides a research-based approach for people in 

leadership positions (such as lecturers) to facilitate collaborative reflection on any 

planned actions. This participatory orientation in action inquiry enables researchers to 

engage with their "own action and with others in a self -reflective way" so they become 

more aware of the origins, impacts and implications of planned changes (Reason 1994, 

p. 332). Thus, reflective practice as a tool for transforming practice engages a socially 

critical orientation towards research.  

 

The practice of action inquiry addresses the notion that "research and action, even 

though analytically distinguishable, are inextricably intertwined in practice" (Torbert 

1981b, p.145). Action inquiry is promoted by Torbert (1991a) and is grounded in the 

earlier work of Argyris et al.. (1985) and their concept of action science. Two models of 

action science are outlined by Argyris�s et al.. (1985). The first relies on the purpose 

and outcomes being defined by the researcher in order to avoid negative results and to 

achieve specific objectives. Reason (1994, p.330) defines the first " as a defensive 

theory that limits action science".  It is controlling, limiting, avoids public scrutiny and 

relies on many customary practices. 

 

 The second model is based on a vision of open inquiry that is grounded in valid 

information, free and informed choices and internal commitment to actively seek 

information through working openly with others to find more effective ways of 

operating. However, for an individual to practice action inquiry he/she must also 

address the "question of how to transform institutions into collaborative self reflective 

communities of inquiry" (Reason (1994, p.330). Thus action inquiry addresses 

institutional outcomes and the quality of one�s own deliberations in achieving these. 

 

There are four general phases in Reason�s approach to the conduct of action inquiry 

(Reason 1994, p.332). The first phase involves conceptualising or framing the study by 

identifying the assumptions that lie behind the planned actions. The next two phases 

involve testing the assumptions behind the planned actions by advocating for them and 

illustrating their potential through a concrete example. The fourth phase involves 

reflection on the processes and outcomes of the inquiry and the application of new ideas 

and learning. Two major modifications to this approach have been made in the design 

of this study. First, Phases 2 (advocacy) and 3 (illustration) have been combined to 
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form a new Phase 2.  The reason for combining these two phases is based on the 

specific case study where the group of students enrolled in the environmental education 

course are working collaboratively with me as the lecturer. Thus, the advocacy and 

illustration phases occur simultaneously as lecturer and students test assumptions 

through concrete examples. This phase is essentially the cooperative inquiry part in the 

study and involves four steps of data collection and analysis: propositional knowing, 

practical knowing, experiential knowing and enhanced propositional knowing. These 

are outlined in detail in the next section on cooperative inquiry.   

 

Second, the final phase, "inquiry", has been re-oriented to reflect the processes inherent 

in inquiry namely; reflection, theorising and implications. Thus Phase 3 involves 

reflection on concrete experiences, theorising and identifying opportunities and issues, 

and identifying the implications in relation to the framing of the inquiry in Phase 1. The 

research steps have involved analysing this data, reflecting on key assumptions 

identified in Phase 1 and theorising from the case study. The re-orientation of Reason�s 

four-phase approach to the three phases used in this study is outlined in Table 4-2.
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These phases of action inquiry provide a framework for critically reviewing teacher 

education practice and exploring the potential of experiential learning to empower 

students as reflective practitioners. This enabled me as lecturer/researcher to articulate 

the assumptions behind my own actions (the 'framing' step) and then negotiate with 

students (the 'advocating' step) to develop participatory ways of enacting experiential 

approaches in their course (the 'illustrating' step). Processes of reflection by both the 

students and me as the lecturer/researcher were integral to these steps and provided 

insights that helped to clarify the original assumptions and action plans (the 'inquiry' 

step).  

 

Reason (1994) notes that one weakness of action inquiry is the potentially elitist nature 

in its "individualistic" focus which ignores the contribution of other people.  To counter 

this problem, a cooperative inquiry approach was used in order to engage the 

contributions of the student teachers at the Christchurch College of Education as co-

researchers.  

 

Co-operative inquiry 

Co-operative inquiry is a qualitative research method through which a group of people 

can plan, monitor and reflect on a shared experience. Co-operative inquiry was 

proposed by John Heron (1971, 1981a, 1981b, 1992) who was also instrumental in the 

development of the theory and practice of experiential learning (see Chapter 2). Heron 

saw the potential for adopting a research perspective on the experiential learning cycles 

of experience, reflection, generalisation and application. He argued that this would 

enable those involved in such learning to monitor, analyse and reflect more deeply on 

the kinds of learning and knowledge they were obtaining from the process, especially in 

terms of the relationships between propositional, practical and experiential knowing. 

The co-operative nature of this approach to research allows participants to be both co-

subjects, participating in the activity being researched, and co-researchers, whose 

thinking and decision making contribute to generating ideas, designing and managing 

the project, and drawing conclusions from the experience.  

 

Co-operative inquiry usually takes place in four steps. The first involves identifying the 

existing propositional knowledge through discussion and negotiation among the co-

researchers on a shared area of concern and some initial protocols for researching ways 
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of addressing the concern. The second step involves a cooperative consideration of their 

group experiences as they apply their ideas in their daily life and work. This is similar 

to the experiential learning phase of practical knowing. A key research task in this step 

is collecting and recording data to describe the experience or practice being undertaken. 

The third step involves reflection on the experiences and data collected and the 

development of the insights of experiential knowing while the fourth step involves a 

critical return to propositional knowledge through which the co-researchers revisit their 

original research assumptions and propositions in order to clarify and extend them as 

new perceptions on their experiences. These four steps of cooperative inquiry are 

illustrated in Table 4-3. 

 

These four steps in cooperative inquiry are grounded in Reason�s advocacy and 

illustration phases of action inquiry. As such, they provide the framework and 

boundaries for the case study aspect of this research through which the assumptions 

underlying the proposal for improving practice in teacher education at the Christchurch 

College of Education are tested in an empirical example.  
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Case Study  

Case study research has been defined in many often, ambiguous ways. For example, 

one definition sees case study as "an umbrella term for a family of research methods 

having in common the decision to focus an inquiry around an instance" (Kemmis 1982, 

p.74). Another defines case study as "the study of the particular and complexity of a 

single case, coming to understand its activity within important circumstances (Stake 

1995, p. xi). Despite this lack of clarity in such definitions, case studies have been used 

widely in educational research and, as Lincoln and Guba (1985 p.360) state, "the 

literature is replete with references to case studies" "there seems to be little agreement 

about what a case study is" even though there is agreement that case study methods in 

education allow an in-depth investigation of a particular issue, event or process within a 

specific time frame and context.   

 

Case studies can be characterised as a �portfolio� of research techniques that allows 

practitioners to draw together "myriad dimensions, factors, variables and categories" 

(Patton 1990, p.87) to explain specific links that are too complex for individual 

techniques to explain (Yin 1994). Consequently, a case study is "characterised by its 

focus"  (Roberts 1996, p.136) rather than by method or technique. According to 

Roberts, case study research "does not have its own particular techniques of 

investigation" (p.136). Rather, it draws on a wide range of techniques in the field of 

educational research. These include qualitative techniques, such as interviews, surveys, 

reflective journals and document analysis, that can provide a broad overview of the 

characteristics, processes, outcomes and implication of the situation being investigated. 

However, not all action research/action inquiry studies are by definition �case studies�. 

For example you can�t construct a �critical� survey. Nonetheless, case studies are also 

by definition quasi-experiments to the extent that they investigate the effects of an 

observation in a naturalistic setting (Cohen and Manion 1994). 

 

Therefore, the purposes of case study research is to provide insight into a particular 

setting, to highlight issues, and to refine theory (Stake 1995). In this research, the case 

study will provide an insight into the use of experiential education as a process for 

helping pre-service teachers become reflective practitioners which in turn will inform 

and guide classroom practices and teacher education. The �case� in this thesis is one 

pre-service class in environmental education (20 hours), one lecturer and forty students 
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with different pre-service backgrounds. The students� backgrounds and the lecturer�s 

emphasis on experiential education and reflective practice provide the different 

dimension, factors, and variables that are unique to this case study.   

 

The advantages of using case studies have been summarised by Roberts (1996, p.136) 

who argues that they include: sensitivity to the complexity of a case; conflicts between 

the viewpoints of participants; and the flexibility to consider unexpected developments 

crucial for changes.  Case studies are also grounded in everyday experiences and are 

strong on reality. As a result the descriptive data collected from a case study can 

provide valuable information for other practitioners. 

 

However, two issues with case study research in education may be identified (Roberts 

1996, p.137). The first is related to the nature of the knowledge generated through the 

focus on a limited number of cases. It is essential for researchers to interpret from the 

case study results rather than generalise from one setting and describe a �case� as 

typical. Thus, a �case� only provides one example of what might be happening in an 

"event or for a group of individuals" (Roberts 1996, p.137). In addition, complete 

supporting data is essential in describing the context of a case study to ensure a degree 

of accuracy and credibility (Stake (1988, p.277-278).  The second problem is an ethical 

one that emerges from possible conflict between the rights of participants to 

confidentiality and the rights of society to gain knowledge and understanding. In 

additional to this a further issue is the discrepancies between what the participants or 

observer believes should be reported (Stake 1988, p.278) in a case study. Thus, 

procedures were established in this study to protect the rights of individuals. The 

students working as co-researchers decided that they would write their own learning 

journals, check all interview transcripts, check all the pre and post course surveys and 

decide what data to submit to me as the researcher. Several students took the option not 

to submit certain data. However, the interpretation of the data submitted remained in the 

hands of the researcher. 

 

 Summary: Integrating action inquiry and cooperative inquiry. 

 

There are similarities and differences between all participative inquiry approaches, 

some complement one another to provide a pragmatic paradigm of research with 
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communities (Reason 1994). Both action inquiry and co-operative inquiry have 

emerged from "different ideological perspectives, draw on different traditions and 

emphasise different aspects of practice". However, as explained above they are  

"complementary in practice" through their similarities and differences (Reason 1994, 

p.332). 

 

There are two similarities in action inquiry and co-operative inquiry. The first relates to 

the testing of theories in real life contexts with others.  Both methods emphasise the 

importance of testing ideas/assumptions by working collaboratively. This promotes the 

idea that experiential knowing arises through participation with others. Secondly, that 

the construction of our own experiential knowing is influenced by reflective feedback 

gained from working cooperatively within communities.  Thus, reality is influenced by 

our interactions with people. This ability to participate, reflect and interact with others 

results in a change in the lived experience of those involved and provides a sense of 

empowerment and competence for future action (Reason 1994, p.333). 

 

The main difference between action inquiry and cooperative inquiry is the focus on the 

individual researcher working to re-orientate his/her practice (action inquiry) and a 

cooperative group working to re-orientate their collective practice (cooperative inquiry).  

 

Another difference between these two approaches is the nature of the data collated 

(Reason 1994). Action inquiry tends to rely on a range of personal experience that is 

often verbal (recorded).  Cooperative inquiry relies on verbal reports and storytelling to 

record the experience of individuals and groups for further reflection. Individual taped 

interviews (personal expressions), focused group interviews (cooperative discussions), 

and learning journals (personal journeys expressing ideas thoughts and feelings) are 

examples of the primary sources of data collection in this study. However, these 

differences combined provide a sound, valid and complementary method of research. 

The combination of action inquiry and cooperative inquiry as participatory approaches 

in this research are outlined in Table 4-4 to show how the two methods are integrated in 

this study Table 4-4summarized these two research methods, the three phases of action 

inquiry, the integration of cooperative inquiry as Phase 2 of action inquiry, the eight 

steps followed in the conduct of the study, the data collection and analysis techniques 

and research outputs of each of these steps. 
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The data collection techniques that were employed in the study are outlined in Section 4 

.2.3. While Section 4.3 describes the phases, steps, analysis, authenticity and ethical 

considerations of this study in further detail. 
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Table 4-4 Integration of action inquiry and cooperative inquiry with research phases, 

steps, data collection and outputs. 

Research 
Method 

Phase Steps Data Collection and 
Analysis 

Outputs 

Action 
Inquiry 

1. Framing the 
Inquiry 

1. Clarification of 
problem and 
proposed solution: 
identification and 
justification of 
assumptions 

• Literature 
review 

• Reflection on 
prior 
experience 

Assumptions  
Chapters 1-4 

2. Propositional 
knowing 
- negotiating 
access, 
boundaries, goals 
and protocols for 
the study. 
- identifying early 
conceptions. 

• Researcher 
reflections 

• Student 
reflections 

• Interaction of 
researcher and 
student 
reflections 

 

3. Practical 
knowing 
- identifying 
impacts of initial 
experiences of the 
course. 
 

• Workshop and 
researcher diary 

• Pre-course 
questionnaire 

• Learning 
journal.  

 

4. Experiential 
knowing 
- identifying 
changes in 
perceptions over 
the course. 
 

• Researcher 
diary 

• Learning 
journal 

• Interviews (14) 
• Researcher 

diary 

 

Cooperative 
Inquiry 
Integrated as 
Phase 2 of 
Action 
Inquiry 

2. Advocacy and 
Illustration 
(through ways of 
knowing) to test 
the assumptions 
through an 
environmental 
education course 
using an 
experiential 
learning approach. 

5. (Reflective) 
Propositional 
knowing 
- identifying final 
course 
perceptions. 
 

• Focus group 
• Interviews (3) 
• Post course 

questionnaire 
Researcher diary 

 
 
Chapter 6 Ways 
of Knowing 

Action 
Inquiry 

3 Reflection, 
Theorising and 
Implications 

6 Analysis of data. 
7 Reflection on 
assumptions. 
8 Theorising from 
the study. 
9. Implications 
from the study 

Coding and 
thematic analysis. 
Interpretation of 
themes. 
Theorising. 

Reflection and 
theorising  
Chapter 7 
Conclusions & 
Implications, 
Chapter 8 
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4.3.2 Research Techniques and Application 

The third of Howe and Eisenhart�s (1990) principles for ensuring that appropriate 

standards were maintained in this study identifies the effective application of specific 

data collection and analysis techniques that are congruent with research methodology 

and methods. This section is consistent with the research design in Table 4-4 and 

describes the data gathering, and analysis techniques and how these were applied in this 

study. The section also addresses issues of research ethics, validity, and reliability and 

describes how they were considered. 
 

4.3.3 Research Techniques   

The research techniques used in this study include both pre and post-course surveys, 

learning journals, a researcher journal, individual interviews and group interviews. The 

techniques were chosen by the students and the researcher working collaboratively as 

co-researchers.  

 

4.3.4 Survey: Pre Course - questionnaire 

Survey is commonly the most used method for gathering data at a particular point in 

time. According to Cohen and Manion (1994, p.83) surveys "describe the nature of 

existing conditions, or identifying standards against which existing conditions can be 

compared or determining the relationship that exist between specific events". 

 

Consequently, surveys often vary according to different "levels of complexity" (Cohen 

and Manion 1995, p.83). Surveys also vary in scope from small-scale limited accounts, 

often used by a single researcher, to large-scale surveys conducted by an organisation 

that includes multiple researchers. A small-scale survey was used in this study to gain 

data from participants that identified different relationships between pre- and post-

course perceptions of experiential education and environmental education. 

  

Three pre-requisites were considered before designing the survey questionnaires in this 

study: the specific purpose of the questionnaire, the participants on which it is to focus 

and the resources available for dissemination, (Cohen and Manion 1995).  The survey 

questions were designed and sequenced by the researcher, reviewed by two critical 

friends (my supervisor and a colleague) and changes were made before being tested on 
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three mid year students who were completing their teacher training course in June. The 

students identified minor changes related to layout and the need to simplify the 

language. The questionnaire was amended, checked again by the three students before 

their mid year graduation. The pre-course survey was finally approved by my PhD 

supervisor before implementation with the pre-service students during the first session 

of the environmental education course (see appendix 1).  

 

4.3.5 Learning journal  

Brookfield (1995) describes a learning journal as a tool for providing individuals with 

"provocative information rich in insights and implications" (p.53) for reflection on our 

own practice. Students used the learning journal in this study to record information "in" 

and "on " action (Schon 1987, p.28) throughout the five-week course. According to 

Knapp (1992a) learning journals can be structured or unstructured. Structured journals 

provide open-ended stems to guide participant�s responses towards addressing specific 

theoretical assumptions while unstructured journals resemble the concept of a learning 

log. The literature identifies and outlines the concept of 'learning logs' and 'teaching 

logs'  (Brookfield 1995, p.55). Learning logs tend to be a variation of learning journals 

and are often used to jot down notes and key ideas that seem important at specific 

events such as conferences or meetings.  A teaching log is a systematic recording of 

events that concern, enthuse, give educators insight or highlight contradictions in their 

work. The major difference between the learning and teaching logs described by 

Brookfield (1995) and the learning journal used in this study is the semi-structure and 

structured nature of the learning journal to serve a purpose versus the lack of a pre-

determined structure in the notebook style of learning and teaching logs.  

 

The learning journal (1998 version) used in this study consisted of five sections (see 

appendix 2). The first was a statement on the purpose of this learning journal, the 

second a section for students to record their pre-course goals, expectations, feelings and 

outcomes. The third and fourth sections recorded student�s specific responses to open-

ended stems that addressed experiential learning and environmental learning 

respectively. The fifth section was a graphic organizer and allowed student�s to identify 

what they had learnt about the combination of experiential education and environmental 

education. The learning journal was based on an earlier version trailed in 1996 and 

1997. The updated version (1998) was based on student feedback from the 1997 
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environmental education class. The updated version was also reviewed by three 

students, a colleague and both Griffith supervisors and changes were made before 

implementation on the first day of the environmental education course.  

 

4.3.6 Researcher Journal 

A researcher journal to record personal reflection was used throughout this study as a 

means of dealing with the issues and problems that arise in teacher education on a daily 

basis. Summary of researcher journal issues are in Appendix 2c. According to Schon, 

such issues  "do not present themselves to practitioners as well-formed structures" but 

as "messy, indeterminate situations" (p.4). These situations are often characterised by 

uncertainty, uniqueness and values conflict and are not answerable to technical 

solutions. Knowing there are issues with the way one is teaching is reflected in what 

Schon (1987) calls "knowing-in-action." One way of responding to our knowing-in-

action is to reflect-on-action by reviewing our past actions to help us discover current 

knowing-in-action. In this study I reflected on the 1997 course evaluations, and on the 

student discussions in the pre-course meeting to formulate and outline the research 

proposal. This process of reflection-on-action helped refine the assumptions that guided 

this research and identify the research questions. 

 

4.3.7 Structured Individual interviews  

Interviewing is one of the major techniques for data gathering in qualitative research. 

Interviews have been defined as "a two person conversation initiated by the interviewer 

for the specific purpose of obtaining research-relevant information, and focused by him 

(sic) on content specified by (the) research objective"  (Cohen and Manion 1995, 

p.271). However, the type of questions asked in this style of interviewing restricts 

respondents to answering specific questions with limited opportunity for deviation. 

Thus, any data collected is influenced by the type of questions asked.  This style of 

interview describes one of the forms used in this study, the structured respondent 

interview. 

 

The notion of "structured� and unstructured" interviews suggested by Cohen and 

Manion (1995, p.271) is rejected by Powney and Watts (1989, pp. 17-19) as a means of 

catergorising interview styles because they consider all interviews structured in some 
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way even if only loosely. Their alternative is to classify interviews as "respondent 

interviews" in which the interviewer maintains control  (which may be either tightly or 

loosely structured) or "informant interviews" in which participants are invited to 

contribute their own structure and purposes on the flow of the interview in collaboration 

with the interviewer. Informant interviews are termed "focused interviews" when the 

personal and power relationship of the non-directive informant is maintained but the 

focus of the interview is largely defined by the researcher. These interviews are often 

referred to as �in-depth interview� (Minichiello, Aroni, Timewell and Alexander 1990, 

pp.89-93) to find out what participants are thinking by inviting them to respond openly 

and honestly in the presence of other participants. Thus, focused group interviews were 

used with each of the three identified groups to provide open discussion based on 

specific questions.  

 

Three issues concerning the use of interviewing as a research technique were significant 

in this thesis. The first was the ambivalence of my role as both researcher and tutor. 

This was overcome by working collaboratively with the students as co-researchers and 

declaring my wish to adopt a critical perspective to my own work and thus remain open 

to suggestions and feedback that could transform my practice. Discussing this issue 

openly with students at our first meeting established a level of trust and respect that 

resulted in course feedback referring to the researcher/tutors approachability and 

openness. The second issue was the interview style and the relationship between the 

researcher and the participating pre�service teachers to minimize bias (Weigand 1996, 

p.112; Cohen and Manion 1994, p.281). However, according to Kitwood (1977) one 

should not especially reduce bias but rather see interviews as an encounter that 

acknowledges what happens in everyday life. Reason (1994, p.330) describes action 

inquiry as "scientific inquiry that is conducted in everyday life" because it is happening 

in the "midst of perception and action". However, Reason (1994) asserts that one must 

be disciplined and skilled not to allow personal ego to distort personal development. 

Thus, achieving and maintaining a positive rapport and productive interpersonal 

relationship between interview participants and researcher as co-researchers was 

considered critical to the success of the interview techniques in this study. This 

approach rejects the cautions reflected in positivist sociologists thinking which 

recommends that a distance be established between the interviewer and interviewee to 

avoid the issue of over-familiarity (Measor 1985b, p.57). The third related specifically 

to the researcher�s paradigm and the notion that the methodology used in this study 
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could influence the representations of those interviewed (Parker 1999, p.16) therefore, 

effecting the truthfulness of answers provided by interviewees.  

 

The solution to both these potential problems was found in the use of multiple research 

techniques to triangulate data across the whole study. This explains the decision to use 

two different types of interview techniques, structured individual interviews and group 

interviews. The conduct of the individual interviews is outlined below.  

 

Conducting structured individual interviews 

The use of structured individual interviews requires the content and structure to be 

determined in advance and according to Cohen and Manion (1994) this leaves the 

researcher with limited "freedom to make modifications" (p.273). A comprehensive and 

structured individual interview was conducted with fourteen student volunteers who 

completed the environmental education paper at the Christchurch College of Education 

during 1998. The students and researcher jointly decided that the individual interviews 

should represent the views of people in the three identified groups of students in the 

study. The student�s who completed the experiential education course before the 

environmental education course (group 1); those concurrently engaging in the 

experiential and environmental education courses (group 2); and those students who 

were only completing the environmental education course (group 3). The student�s 

clearly understood who was in each group and a pool of 3 individuals volunteered from 

group 1: 4 from group 2; and 7 from group 3. The fourteen interviews were conducted 

during the last week of the course before students departed on school teaching practice 

and before the group interviews to avoid student's being influenced by the views of 

others during the group interview. The interview questions are outlined in Appendix 4a 

and 5 respectively. The responses from students were recorded on audiotape for 

transcription. The transcripts were returned to respondents for checking and validation 

of their authenticity. The first three interviews conducted were also video taped and sent 

to an independent researcher for comment and feedback on the interviewer�s style. The 

feedback was supportive indicating that I was consistent in asking the same questions to 

each student, relaxed, non threatening, and listened intently. I did not guide the 

student�s answers nor challenge any responses. It was pointed out that I had to repeat 

several questions due to speaking too quickly. It was suggested that I slow down when 

asking each question to help student�s better understand the question. Further 



Page 123  

information on conducting the individual interviews is outlined in the description of 

phase 2 of the study in section 4.4 the conduct of the study. 

  

Group interviews 

According to Cohen and Manion (1994, p.287) group interviews have grown in 

popularity "within the methodology of interviewing". The practical advantage is that 

they draw together groups of people with different or common understandings in a 

given setting to share their ideas. Thus, Wiegand (1996, p.119) identifies two 

advantages in using group interviews. First, they are less inhibiting because of "the 

presence" of other people; second group interviews provide the possibility for 

discussion as individuals spark off one another. Watts and Ebutt (1987) identify one 

further advantage in that discussions are useful in situations where people have been 

working collectively on common projects. Group interview are also a quick mechanism 

to gain access to a large number of people (Cohen and Manion 1994). 

 

Two disadvantages of group interviews are identified by Watts and Ebutt (1987) and 

they include the limitation of personal issues emerging and the restraint of the 

researcher to ask too many follow-up questions to specific individuals. Furthermore, 

Wiegand (1996) recognizes that discussion can centre around the "more articulate" and 

thus limit the contributions of more reticent individuals. 

 

Conducting the group interview is further explained in the description of phase 2 of the 

study in section 4.4.  

 

4.3.8 Data Analysis 

Social settings can provide uncertainty and data collected from such a setting is subject 

to interpretation and meaning that is dependant on many factors (Neuman, 1997, p.72). 

There were five main factors that influenced the data analysis of this research: my past 

experience, my knowledge of experiential education and environmental education, my 

responsibility in planning and guiding the environmental education course, the research 

methods used in this study and my collaborative relationship with the students as co-

researchers. Thus, self-corrective techniques were used to increase the validity of 

analysis.   
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4.4 Validity of analysis  

We must formulate self-corrective techniques that will check the 

credibility of data and minimise the distorting effects of personal bias on 

the logic of evidence (Lather, 1991, p.65) 

 

Validity of analysis refers to the self-corrective techniques used to ensure that the 

search for patterns in the data is robust. The validity of analysis in this study occurred at 

a number of levels. The first occurred through the combination of two complementary 

methods of participatory inquiry research using appropriate data gathering techniques 

(an example of construct validity)4. The meta level of action inquiry provided the main 

framework for the research method and the integration of cooperative inquiry (sub-

level) provided the case study which gathered data on participants/co-researchers 

experience. Throughout the implementation of these two participatory inquiry 

approaches critical reflective practice was an integral aspect of both the theory and data 

collection (another example of construct validity).  As outlined earlier in this chapter 

critical reflection was conducted by both the researcher and the participants, as co-

researchers, to gain an insight into the thoughts and feelings that might challenge, 

embrace or re-orientate the practice of pre-service teacher education for environmental 

education. At a second level reflection on the complete range of data revealed patterns 

and emerging trends. These patterns and trends were established by a rigorous process 

of grounded theory through the coding of data (Strauss and Corbin 1990).  

 

4.4.1 Coding  

Coding is defined by Strauss and Corbin as the "operation by which data is broken 

down, conceptualised, and put back together in new ways" (1990, p.57).  Thus, it 

describes a process which researchers can use to establish and build on ideas to 

construct theories. Four key outcomes are summarized by Strauss and Corbin for using 

coding procedures: to build theory not just test it, to provide rigor in developing theory 

as "good" science, to help the researcher break through the biases and assumptions that 

are implicit in the research, and to provide the grounding, density, sensitivity and 

integration required to explain a theory that closely represents reality. To achieve these 

                                                 
4 Construct validity is the consistency in the relationship between theory and data). 
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outcomes two complementary approaches, open and axial coding, were used in this 

study. Open coding refers to identifying concepts in terms of their properties and 

dimensions and axial coding explores connections between open coding categories. 

  

Open coding was used to identify broad concepts such as: effective teaching and 

learning strategies, dilemmas and tensions and opportunities for schooling. This was 

followed by axial coding to explore patterns and converging trends in the data leading 

to possible themes. The data was sent to two critical friends for review as a corrective 

technique to validate the researcher�s own coding. The first critical friend was a co-

supervisor who understood the aims and objectives of this study. The second was a 

colleague with a background in experiential and environmental education.  Common 

and convergent themes emerged through the critical friend review process. For example 

both critical friends identified �emotional engaged learning�; �reflection�; and �learning 

grounded in student�s personal experience� as common themes while �reflection on 

personal experience�; and �student-centred learning enhancing emotionally engaged 

learning� were examples of converging themes. Further face/respondent validation of 

the themes could have been achieved if the completed data had been reviewed by the 

co-researchers (participants). However, this was not possible due to my teaching load, 

the student�s absence from College on their final teaching practice and their dispersion 

to jobs around the country eight weeks after completion. To correct this anomaly I 

asked six students from the environmental education class the following year to validate 

the themes by indicating whether they represented what they experienced (another 

example of face validity). I sent all six students a letter asking them to think of key 

themes that may have emerged as a result of their participation in the experiential and 

environmental education course during their time at College. I also asked them to think 

of both the advantages and disadvantages in using the experiential education approach 

in environmental education. I provided the six students with several examples, only one 

of the examples matched the emerging themes identified by myself and clarified by the 

two critical friends, to avoid a self-fulfilling prophecy. The six students identified a 

range of themes, the most common recognized �reflection�; �learning by experience�; 

�student ownership�; �increased motivation� alongside a number of concerns and issues 

about using experiential education in current mainstream schooling.  
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These issues identified curriculum constraints, time to implement experiential 

education, lack of environmental education programmes in schools, and the need to 

continue developing the skills of the teacher as a facilitator.  

 

The emergent themes were constantly reviewed and amended as the data sources were 

revisited during the initial synthesis of data, especially in Phase 3 of the study.  

 

In addressing the variety of self-correcting techniques that were employed to enhance 

the accuracy and trustworthiness of data analysis in this study a number of practical 

ethical issues were also addressed to protect the interests of the participants as co-

researchers. 

  

4.4.2 Research Validity  

Qualitative research techniques that utilize forms of measurement that interpret data 

subjectively to give meaning and understanding to social events are often criticized by 

positivist researchers for lacking reliability, and validity. Positivist research is more 

often concerned with objectivity and scientific neutrality than the ideological nature of 

exploring people�s thinking and feelings in qualitative data (Lather 1986b, p.64). 

However, subjectivity is an essential requirement in qualitative research as it gives 

meaning and understanding to data (Stake 1995, p.45). Thus, qualitative researchers 

have had to re-conceptualise the traditional concepts of reliability and validity in order 

to provide reliability to interpretive and critical research (Reason and Rowan 1981, 

Lincoln and Guba 1985). 

 

The notion of reliability refers to the trustworthiness and accuracy of the research study 

and data analysis (Lincoln and Guba 1985). Reliability refers to the potential of a study 

to be duplicated by independent researchers and the extent to which they draw similar 

conclusions. This is problematic for qualitative researchers for two reasons. Firstly, it 

relies on the accuracy and trustworthiness of researchers in describing events and, 

secondly, it relies on the ability of the researchers to make the findings valid, through 

interpretation and data analysis. At issue here is the extent to which the researchers� 

own subjective meanings and representations distort the research process. It also refers 

to the subjective interpretations that other readers may impose on their own effort to 

replicate the study.  
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However, individual differences and diversity in the interpretation of experience and 

events are a result of the subjective nature of human beings. This view respects the 

meanings of real people through their ability to think, feel and locate their ideas within 

a social context. According to Neuman (1997, p.74) the notion of locating peoples ideas 

in social settings is an important aspect of critical research. This study acknowledges 

the subjective nature of the human condition and incorporates reflexive approaches to 

the research process and data as well as a range of "self correcting techniques that will 

check the credibility of data and minimise the distorting effects of personal bias upon 

the logic of evidence" (Lather, 1986b, p.65). A number of procedures were incorporated 

into the research design of this study to strengthen its authenticity. These include: 

triangulation of data, face validity/respondent validity, construct validity and a detailed 

description of the conduct of the study (see section 4.4 for Conduct of the Study). 

 

4.4.3 Triangulation  

Triangulation is the process of exploring or looking at something from different 

viewpoints to gauge the accuracy of a particular position (Neuman 1997, p.151). This 

requirement ensures the trustworthiness of data analysis and interpretations as it allows 

the researcher to access multiple perspectives through a cross section of data methods 

and sources (Yin 1994, p.92). Two methods of triangulation were used in this study. 

First was the multiple research strategy that combined action inquiry and cooperative 

inquiry. Second was the use of multiple sources of data collected at the different phases 

and steps in the research design (see Figure 4.4). This included pre and post course 

questionnaire, student learning journals, a researcher diary, structured interviews, group 

interviews, literature review and a pre-course workshop meeting.  

 

4.4.4 Respondent validation 

Respondent validity (Neuman, 1997, Lather 1991) refers to the procedure of going back 

to participants with data sources to refine and further reflect on responses (Reason and 

Rowan 1981, p.248). This reduces research bias and ensures the authenticity of 

participant responses. Face validity was undertaken in a number of ways during this 

study.  The original interview transcripts of the 14 structured interviews were returned 

to students for reflection and comment.  
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A critical friend was used to review video taped recordings of the first three structured 

individual interviews to give comments and feedback on interview technique and style. 

This person was also used to conduct the focus group interviews to further enhance the 

validity by offering students a neutral interviewer to address the concerns of positivist 

sociologists who recommend a distance between interviewer and interviewee.     

 

All data instruments were vetted by critical friends before implementation. Face validity 

was further tested by asking two experienced critical friends to sample and check the 

data to authenticate possible themes. 

 

Construct validity  

Construct validity refers to the consistency in the relationship between theory and data 

and is enhanced when theoretical constructs are grounded in the experience of 

participants and followed by reflection that tests the theory in action. Construct validity 

was integrated through the use of appropriate data collection techniques eg, pre and post 

surveys, learning journals, researcher diary, individual interviews and group interviews. 

These techniques modelled the critical reflection aspect of action and cooperative 

inquiry and they best served the case study approach used in the cooperative inquiry 

approach (Phase 2 of the study). 

 

The self-reflexive and critical viewpoint of the researcher throughout this study allowed 

the logic of the data to challenge prior assumptions, knowledge and understandings.  

 

 

4.5  The Conduct of the Study 

The authenticity of qualitative research begins with a thorough description of the 

research process in the clarification of the methodology, methods and techniques used 

so that a similar study maybe replicated by researchers in another comparable setting. 

This includes a description of the context of the study that details the physical, social 

and institutional contexts that bound this study. This is outlined in this Chapter and 

provides a detailed account of the research design to establish the authenticity of this 

study. 
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4.5.1 Introduction: Phases and steps in the study 

This outline of the conduct of the study addresses the third of Howe and Eisenhart�s 

principles for research � the effective application of specific data collection and analysis 

techniques. Particular techniques were selected and sequenced to reflect the critical 

research interest and participatory research methods outlined in Section 4.3. As 

Robottom and Hart (1993) indicate, it is important in participatory research to use forms 

of data collection and analysis that reflect not only the views of participants but also 

"capture the outcomes of their critical reflections and activities" (p.60). The steps in 

data collection and analysis that were followed in this study reflect the phases of action 

and cooperative inquiry, illustrated in Figures 4.2, 4.3. and 4.4, and integrate the 

research phases involved in these two methods in order to trace the data collection and 

analysis techniques that were followed. 

 

The three major phases in the study were drawn from the action inquiry process. These 

were: Phase 1: Framing the Inquiry, Phase 2: Advocacy and Illustration, and Phase 3: 

Reflection, Theorising and Implications. Each of these phases involved a number of 

steps with the four steps in cooperative inquiry integrated within Phase 2. A summary 

of the phases and steps is illustrated in Figure 4.4.  

 

4.5.2 Phase 1: Framing the Inquiry 

The phase of �Framing the Inquiry� involved conceptualising the study by "identifying 

the assumptions that lie behind the planned actions" (Reason 1994, p.332). This is 

Phase 1 of action inquiry and involves the clarification of the research problem, 

proposed solutions and the assumptions that guided the study.   

  

Step 1- Clarification of problem and proposed solution 

This first step in Phase 1 of the study involved clarifying the nature of the research 

problem (how to empower student teachers of environmental education to become 

reflective practitioners) and the proposed solution (the use of experiential learning 

approaches in pre-service teacher education). A key aspect of framing the inquiry in this 
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way was to identify and justify the key assumptions that underpin the proposed 

solution. These emerged in the early phases of the literature review and from reflections 

on my prior experiences in teacher education. For example, my reflections on the 

student evaluations of my environmental education classes prior to 1998 helped to 

identify a number of assumptions linked to the idea of providing a socially critical 

approach to teaching and learning, especially in environmental education, and the 

potential of experiential learning theories. These initial ideas gained support from the 

literature review and led to the key assumptions that guided the research objectives and 

specific research questions outlined earlier in this chapter.  

  

Data Techniques � Step 1 

A major technique used to collect data during Step 1 was an in-depth reflection on my 

prior experience facilitating environmental education courses at Christchurch College 

of Education. This involved a review of student evaluations of the course over the 

previous three years. This was followed by a literature review that helped to identify 

and justify the assumptions that underpin this study. The literature review integrated 

three broad fields of knowledge; teacher education, experiential education and 

environmental education. Chapters 2-3 in this thesis provide the detailed review of the 

literature in these three fields. The literature review also assisted in the development of 

a pre- and post-course survey. Three student volunteers who had attended the 1997 

environmental education course piloted a pre-course survey. Feedback from these 

students was sought on survey layout, style and appropriateness of questions. The 

information gained was carefully considered and minor adjustments were made to the 

questionnaire. The pre course survey was administered to all participants in the 1998 

environmental education class. This was followed five weeks later by a post-course 

survey administered on the last day of the course.  

 

4.5.3 Phase 2: Advocacy and Illustration 

As outlined in sections 4.23, the phase of advocacy and illustration provides the 

structure for "a particular path of action" which is then "grounded in a concrete 

example" (Reason 1994, p. 332). Thus, this is the key empirical phase of the study as it 

integrated cooperative inquiry as a case study within the practice of action inquiry. This 

phase of the study involved four key steps: propositional knowledge (identifying early 
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conceptions), practical knowledge (identifying impacts of experience), experiential 

knowledge (insights and connections between practical experience and knowing) and 

returning to propositional knowledge (identifying new conceptions).   

 

Step 2 � Identifying Propositional knowledge 

This step in cooperative inquiry involves propositional knowing . This is concerned 

with negotiating access, identifying the boundaries, goals and protocols for the study. 

This was achieved by conducting a plenary workshop for students before the course 

started. The workshop served to raise ethical issues associated with the study, to clarify 

these and agree on effective strategies to ensure personal safety. As a consequence both 

researcher and co-researchers signed a research agreement prior to starting the course. 

At this workshop I outlined my assumptions and research goals and invited the group to 

participate.  When they agreed, we discussed the steps and methods of data collection. 

At this point students participating in the course signed the letter of agreement (see 

Appendix 3) to participate in the research study based on a number of protocols that 

protected both the researcher/lecturer and the students. These protocols included: 

• The data collected from the questionnaires, learning journals, and interviews would 

be interpreted by the researcher as authentic documents signed by the students. 

• Students� names and identities would not be disclosed. 

• Interview data would be clarified and checked by students before interpretation.  

• Individual and group interviews would only involve student volunteers 

• All the collected data would be for the sole purpose of the researcher�s study and 

not used for any other purpose. 

 

Students also completed a pre-course questionnaire (see appendix 1) as part of Step 2. 

The questionnaire sought to identify students� early conceptions of experiential 

education and environmental education. 

 

Step 3 � Exploring Practical Knowledge 

The third step involved exploring practical knowing. This is where students participated 

in the environmental education course as co-researchers in exploring the practice of 

experiential education. Data was collated on a daily basis through student learning 

journals and a researcher diary to identify and record the impacts of initial experiences 
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of the course. This required both the students and lecturer to engage in reflective 

practice during and after each session to explore whether their original ideas and 

assumptions did or did not accord with their experience (Reason 1994). 

 

Data techniques 

Learning journal 

The learning journal used in this study (see Appendix 2) was a structured journal that 

provided guided reflection to assist the pre-service students to focus on the research 

objective and questions. The journal was used by pre-service students during class 

sessions, at the end of each class and at home to reflect and record their thoughts. The 

journal served as a means of presenting students raw ideas, feelings and assumptions as 

presentational knowledge (this is the link between experiential and propositional 

knowledge, (Reason 1994) to use in open collaborative discussions with others (group 

interviews) and as recorded information of their experience.  

 

Researcher Diary 

The researcher diary tended to follow the idea of a learning/teaching log where I jotted 

notes to myself, recorded new ideas that captured my attention and noted personal 

feelings, concerns and contradictions.  This was not overly structured but served as a 

record of information that could be used in reflection after the course to give insight and 

meaning to specific issues, concerns and events. 

 

The analysis of the researcher diary is recorded under the same open coding structure 

used on the student learning journals. The data is presented under the three categories 

that emerge from the open coding: (1) advantages of using experiential education in 

environmental education (2) obstacles and limitation of this approach and (3) the 

identification of positive outcomes/strategies for teacher education. 

 

Step 4 �Exploring Experiential knowing  

The fourth step involved exploring experiential knowing where both the students and 

lecturer as co-researchers where fully engaged and immersed in the experience and used 

the reflective process to see what was going on for them. This allowed the co-
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researchers to separate prior beliefs and ideas and examine their current experience in 

new ways. This step allowed co-researchers to identify changes in perceptions over the 

course. This was recorded in learning journals, taped interviews (14) and the researcher 

diary. The interviews (samples in Appendix 4) were transcribed and returned to 

students for checking and validation to ensure face validity of students experiential 

knowing. 

 

Step 5 �Extending Propositional knowing  

The fifth step involved a return to propositional knowing but at a higher and extended 

level where both the students and lecturer as co-researchers review the original 

assumptions, objectives and questions in light of their experience (Reason 1994). This 

required the students and lecturer, as co-researchers to reflect, examine, discard, 

reformulate and adopt new positions based on their experience, thus increasing the level 

of proposition knowledge reached. This step allowed the co-researchers to identify new 

perceptions. This process involved three group interviews held after the course and my 

reflections recorded in the researcher diary. 

 

Group interviews are often used in situations where students have been through a 

common experience (Williams 1996) and where the researcher has been able to 

complete some form of prior analysis of the situation in which the participants and the 

researcher have operated. The group interview allowed students with similar 

backgrounds to openly discuss their shared experience in collaboration with each other.   

 

Group interviews were conducted to explore the experience of three distinct groups of 

students enrolled in the course (see appendix 5).  The first group, involved seven 

students who had already completed a course in experiential education in block 2 5 

before they attended the environmental education course in block 3. The second group 

involved eight students who were enrolled concurrently in two separate courses one in 

experiential education and another in environmental education during block 3. The third 

group involved the remaining twenty-five students who were enrolled in the 

environmental education course in block 3.  
                                                 
5 The College of Education delivers courses in a block timetable that consists of four teaching blocks of 

five weeks separated by 4 or 5 week school teaching placements. This group of students completed 

experiential education in block 2 and environmental education in block 3. 
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An independent researcher facilitated the group interview. This researcher was an 

assistant supervisor and well aware of the research objectives and questions that guided 

this study. This person was someone independent of the teaching process who could 

discuss the course with the students in an open and unconstrained way. 

4.5.4 Phase 3: Reflection, Theorising and Implications 

This final phase of action inquiry has been described as 'inquiry' where the 'listeners', as 

researchers, are invited to respond by reflecting on, and sharing their ideas about the 

course (Reason 1994). This phase was reoriented to identify the process inherent in 

inquiry; namely reflection, theorising and identifying implications (see Table 4-2 and 

Table 4-4). This study also acknowledges another limitation. The researcher alone is the 

'listener' interpreting and responding to the data generated in this study. This is a result 

of the students as co-researchers graduating from the College soon after their 

experience and taking up positions all over the country. This third phase involved three 

steps (steps 6-9) Table 4-5. 

 

Table 4-5 Research phase 3 and steps 6-9. 

Research Method Phase Steps Data 

Action inquiry  

 

Phase 3: 

Reflection, 

Theorising and 

Implications 

 

6. Analysis of Data 

7. Reflections on 

assumptions 

8. Theorising from the 

study 

 

9. Implications form 

the study 

� Coding data 

(themes) 

� Developing 

insight to 

examine, 

understand and 

question 

researchers 

practice 

� Synthesis 

through critical 

theorizing on 

outcomes 
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Step 6- Analysis of data 

Data analysis in qualitative research is the process of forming new concepts or refining 

concepts that emerge from the data (Neuman 1997).  It involves the conceptualisation 

and sorting of data into themes, concepts or common features. The analysis of data 

examines the relationship between concepts and common features that emerge from this 

conceptualisation process. Neuman suggests that researchers "form concepts as they 

read through and ask critical questions of data..." (1997, p.421) grounded in a 

theoretical framework. Thus, one aspect of the theoretical framework in this study was 

to ensure that the analysis critically examined evidence (data) and theory as 'mutually 

interdependent'.  

 

Critical reflection refers to the range of processes of analysis and interpretations 

employed by the researcher to provide an understanding of the thoughts and practices of 

participants in order to liberate and transform existing ways of working.  Central to the 

process of "critical reflection" in education is the role of the teacher/researcher/students 

as "penetrator of false consciousness" (Brookfield 1995, p.208). This is the ability to 

look 'inward' at the theories and understandings which inform practice and also look 

'outward' at the historical and contextual processes which form the ideas and social 

structures that guide current ways of knowing (Kemmis 1987).  According to Smyth 

(1986, p. 24) this allows participants to explore their own situation as a basis for 

ideological critique and also to uncover the interpretive understanding practitioners hold 

of their own actions and those of others around them in search of meaning that is 

transformative in nature.   

 

Therefore, the purpose of critical pedagogy is to analyse a particular education setting 

to identify, expose and continually examine the dominant social and economic 

structures that guide and control practice (Lather 1992; Hart 1993; Brookfield 1995; 

Fien and Hillcoat 1996; Usher, Bryant and Johnson 1997; Sterling 2000). The control of 

educational practice is a result of educational goals and practices becoming distorted by 

various structural pressures and ideological perspectives from beyond the walls of the 

classroom Smyth (1986).   

 

Critical reflection is the ideology critique stage of critical ethnography. According to 

Kemmis (1987) critical reflection involves the examination of the historical and 

contemporary contexts of educational settings and a disclosure of the interests they 
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serve. It examines the influence and relationship of social setting on teachers� intentions 

and actions.  

Thus, Kemmis argues that critical reflection: 

... involves a form of critique which is ... capable of analysing and 

challenging the institutional structures in which practitioners work.... A 

central aspect of critical reflection in education is always to examine the 

extent to which educational institutions sustain, and the extent to which 

they make vulnerable, the educational values and traditions they are 

intended to serve (pp.75-79). 

 

A process of transformative experiential learning through critical reflective practice was 

used to locate the data collected within the context of a pre-service teacher education 

class in environmental education to examine the opportunities, tensions and dilemmas 

of engaging students as reflective practitioners. However, embedded in ethnographic 

research are several common data analysis techniques. The ones used in this study 

included theoretical sensitivity, open and axial coding to develop thematic analysis 

(Strauss and Corbin 1990) and the constant comparison method.  

 

Theoretical sensitivity is used by researchers to give insight and meaning to the data. It 

is having the capacity to decide what is relevant and what is not (Strauss and Corbin 

1990). Critical research begins with a value or moral point of view and openly accepts 

that the researcher has a particular frame of reference (Neuman 1997, p.79).  In this 

study the process of theoretical sensitivity was grounded within a critical framework 

and was established by the literature review and the professional and personal 

experience of the researcher.  

 

Data coding was achieved by using two complementary approaches. An open coding 

strategy was used initially to identify concepts that can be arranged in terms of their 

properties and dimensions (Strauss and Corbin 1990, p.74), (see Chapter 6, Results). 

This was followed by axial coding which explores the data in new ways by making 

connections between open coding categories. Thus, providing the relational link 

between different forms of data and the properties and dimensions that relate to specific 

phenomenon. The phenomenon emerge as themes to provide a context for reflecting on 

assumptions and theorising from this study (see Chapter 7, Analysis of Results). The 

constant comparative method was used to identify the similarities and differences 
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among events and to explore interrelationships in the data by exploring student response 

within and between the three identified groups of students� in the study.  

 

Critical reflection guided both the researcher and students as co-researchers in this 

study. It was a crucial aspect of the experiential education method used in the 

environmental education course and the two research methods, action inquiry and co-

operative inquiry. Thus, critical reflection was a constant state of mind for the co-

researchers (lecturer and students) collecting the data and for the researcher (lecturer) in 

interpreting the data as outlined above.  During the collection of data students were 

involved in critical reflection through the process of writing their own learning journals 

and by reviewing the transcripts of their own (individual) taped interviews through 

written responses.  They were also involved in critical reflection-in-action during the 

group interviews as cooperative listeners and contributors as ideas challenged and 

engaged their own thinking.  Examples of researcher and co-researcher critical 

reflections are outlined in the case study report in chapter 5. Critical reflection was 

required in steps 7 and 8 of this phase to provide reflection on the assumptions that 

guided the research objective and questions and in the final theorising of the study to 

provide explanations and new understandings to inform the researcher�s practice. 

 

Step 7 Reflection on assumptions 

Reflection is the art of being open-minded and developing an insight into previously 

unknown areas of reasoning and acting (Brookfield 1995, p.214). The purpose of 

reflecting on the assumptions that guided the study were to help the researcher examine, 

understand and question his own teaching and learning practice in teacher education. 

Such action allowed the researcher to investigate and monitor his own work through his 

own experience and also the reflective feedback that emerged from the students as co-

researchers.  

 

The process of reflection was critical in establishing the original assumption that guided 

the study. Reflection on experience was an integral element of the case study especially 

in relation to helping pre-service students develop a sense of empowerment and 

transformation.  Furthermore, the process of reflection has been a critical aspect of the 

data analysis, notably in the development of the emerging themes (see Chapter 7).  
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Step 8 Theorising from the study 

The study is synthesized through a process of critical theorizing on the outcomes of the 

personal reflections from the researcher and co-researchers� in Chapter 6. The synthesis 

takes into consideration the theory of experiential education (Chapter 2), environmental 

education and the reflective practice aspect of teacher education (Chapter 3) that 

ultimately guides this study. The theory of experiential education highlights the need 

for learning to be emotionally engaging, critically reflective, student centred, holistic, 

meaningful, transformative and active. The teacher�s role in experiential education 

incorporates the role of a facilitator who provides direction, guidance, support, 

discovery based learning opportunities and is critically reflective. The theory highlights 

that this approach is contradictory to current methods of schooling and teacher 

education. 

 

The theory of environmental education supports the notion of an interdisciplinary 

approach to learning that addresses the awareness, knowledge, skills, attitudes and 

values required for social action to maintain and improve the quality of the 

environment. Therefore, environmental education is not just about informing people 

about the environment but is a holistic process for critically examining a range of 

objectives/strategies for ensuring a more sustainable future. 

 

The theory behind critical reflective practice in teacher education identifies the need for 

beginning teachers to be critical reflective practitioners that understand how current 

structures of power in teaching and learning "undergrid, frame and distort the 

educational process" (Brookfield 1995, p.8) and that teachers must question the 

assumptions and practices currently used in teacher education in light of what best 

serves the interest of learners and society. Thus, experiential education and 

environmental education are made the subject of critical reflective practice. This 

presents a foundation for an assessment of the relationship between critical 

environmental education and the use of experiential education in teacher education that 

has critical reflective practice as a central component. Critical reflection will also 

identify the limitations and conditions required for the successful conduct of critical 

pedagogy in environmental education in teacher education. 
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The research questions are used to structure a process that incorporates the outcomes of 

the personal reflections from the researcher and co-researchers with the theories that 

underpin this study. The process of critical reflection is a key element of the research 

design and provides an analysis of the value of critical research in inquiry based 

research methods. 

 

 Step 9 Implications from the study 

The study concludes by summarising the key findings under each of the four research 

questions. This identifies implications for teacher educators, environmental educators 

and school administrators. Thus, a number of recommendations are established as a 

result of this study to provide guidance for pre-service teacher educators, environmental 

educators and school administrators intent on developing transformative teaching and 

learning through experiential education. There are also implications and 

recommendations for those who wish to engage in the role of the critical reflective 

practitioner. Step 9 concludes with recommendations for further research. 

 

4.6  Ethical issues in the study 

Ethical research behaviour requires balancing the values of promoting new knowledge 

against protecting the emotional safety of research participants (Neuman 1997, p.445). 

One of the important ethical tasks in qualitative research is to secure voluntary consent 

from participants and refrain from releasing information that might harm their future 

well-being. At the heart of the issue is society's right to know and an investigator's right 

to inquire versus a person's right to safety and privacy, Merriam and Simpson (1995, 

p.194). 

 

In critical participatory research this requires the researcher to be reflexive and 

acknowledge the role and locations of power in their interactions with participants as 

co-researchers. It also recognises the need to establish a safe environment for feedback 

by promoting equity and well-being among participants.   

 

To achieve this several ethical checks were established. The first was to share the 

research agenda with the pre-service teachers enrolled in the environmental education 

course and inform them of the assumptions that guided the study, even though this 
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probably changed the nature of the operation of the class in important ways. Disclosure 

of the broad nature, scope and purpose of the research was an essential aspect of critical 

participatory research (Reason 1994).  This was achieved by holding a pre-course 

meeting eight weeks before the course took place. At this meeting the notion of 

participants as co-researchers was promoted. As a result they were involved in feedback 

and decision-making on the proposed research agenda and more specifically on which 

data gathering techniques they were happy to use. The second was to ensure the 

protection and identity of participant responses, negotiating the use of data between 

participant and researcher, and the need for participant clarification of the transcribed 

interviews. Participant protection, identity and the use of data were outlined in a signed 

researcher/participant (co-researcher) agreement. This agreement included permission 

to tape students� responses (Lofland and Lofland, 1995). Participants were reminded of 

this at the start of each taped structured interview. All the transcribed taped interviews 

were returned to students for verification of what they said, and what they meant. 

 

4.7 Summary 

This Chapter includes a detailed description of the data collection techniques, where 

and from whom the data was collected, how this was achieved, the method of analysis, 

the authenticity of the study and the different phases of the study (Sections 4.1, 4.2 and 

4.3). This provides a structure for framing the research design and serves to guide the 

researcher. The conduct of the study (Section 4.4) outlines the research phases, data 

collection techniques and analysis used in sequence to "capture" the outcomes of 

critical reflections from the researcher and co-researchers� to address the research 

objectives. Ethical considerations are outlined (Section 4.5) to explain how the right to 

inquire is balanced against the right for personal safety and privacy. 
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Chapter 5 Context of the Study 

 

5.1 Introduction 

Context is an important aspect of this study because it provides an awareness of the 

opportunities and constraints of the particular setting. The lecturer and students as co-

researchers were all members of a social group and therefore considered socially 

contextualised by their relationship and setting. The researcher�s chosen paradigm and 

methods of research influenced the construction of the working environment and 

relationship with students and this contributed to the representations of participants in 

this study. Furthermore, the status of environmental education in pre-service teacher 

education in New Zealand and the various reasons why individual students chose this 

course also influenced the representations of students in this study.  

 

5.2 Context of the Study 

This chapter describes the context of pre-service teacher education in New Zealand and 

the role of environmental education in this. This contextual information provides a 

frame of reference for understanding the range of opportunities and constraints facing 

the use of experiential education in the pre-service training of environmental educators. 

As such, the chapter outlines the conditions, circumstances and relationships that 

underpin the research that is reported in this thesis. The first part of this chapter 

addresses the status of environmental education and experiential education in pre-

service teacher education in New Zealand. In particular, it addresses the nature and 

scope of environmental education and experiential education within secondary teacher 

education at the Christchurch College of Education where the study took place and the 

background of students taking the environmental education course. 

 

The second part of this chapter outlines the context of framing the inquiry, the 

preparation of the researcher and students as co-researchers in establishing 
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propositional knowledge, exploring the practical experience of students, the reflection 

on experience and the emergence of new propositional knowledge. 

5.2.1 Environmental Education and Experiential Education in Pre-service Teacher 

Education in New Zealand 

 

It is important to clarify the status of environmental education and experiential 

education in pre-service education in New Zealand before exploring how these two 

areas of study have emerged as part of the pre-service programme at the Christchurch 

College of Education.  

 

Both the Ministry for the Environment, Ministry of Local Government and Ministry of 

Education in New Zealand have promoted environmental education as a key strategy 

within the broad framework of achieving a sustainable future for New Zealand. 

Environmental education is also identified as an important strategy in many national, 

local government and private sector policies that focus on the �environment� and 

�education for a sustainable future�. However, environmental education is viewed as 

one of three cross�curricular areas of study in New Zealand curriculum documents and, 

therefore, tends not to have a distinct presence in the learning experiences of many 

school pupils. As a result environmental education is not mandatory in pre-service 

teacher education in New Zealand. 

 

Similarly a comprehensive experiential education approach is perceived by pre-service 

students in environmental education (Law 1993) as an alternative approach in some 

schools and mainly used in outdoor education and adventure based learning courses 

rather than across the main curriculum learning areas. Thus, courses that promote a 

comprehensive understanding of experiential education are perceived to be on the 

margin of teaching and learning strategies in schools and teacher education in New 

Zealand. Nevertheless, principles associated with experiential education eg, reflective 

practice (Snook 2000, pp.149-150), combining theory and personal experience and the 

transition of learner to beginning teacher as emotionally engaged learning  (Rathgen 

2000, p.214 and p.202) are considered important in pre-service teacher education in 
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New Zealand and are viewed as essential in helping beginning teachers improve their 

performance.  

 

Rathgen (2000, pp.200-215) argues her position from a feminist theory perspective 

which has much in common with the principles associated with experiential education 

as discussed in Chapter 2.  However, reflective practice, as one example of a core 

principle associated with experiential education, is often used as an isolated strategy 

(Law 1993) for providing feedback on teaching performance rather than embedded in a 

coherent process of teaching and learning that grounds students emotionally and 

physically in critical experience. Brookfield (1995) also asserts that reflective practice 

is sometimes viewed as a 'catch all' to describe feedback and evaluation leading to 

assessment rather than as an approach for promoting a critical perspective on the 

process, structures and environments in which we function as teachers and learner�s.  

Thus, experiential education as a comprehensive approach to teacher education and 

more especially environmental education has not yet reached its potential as a �best 

practice� process for teaching and learning in teacher education for environmental 

education in New Zealand. 

 

5.2.2 Background to environmental education 

The development of environmental education in New Zealand has been influenced by 

policies from the Ministry for the Environment, Local Government and the Ministry of 

Education. The Ministry for the Environment released the Government�s strategy for 

the environment in 1995. �Environment 2010� provides New Zealand with a 

management strategy for addressing environmental concerns.  The document outlines a 

six-part management agenda to "help achieve the vision of a clean, healthy and unique 

environment, sustaining nature and people's needs and aspirations" (p.52) 

The six parts of the management agenda include: 

 

1. Integrating environment, economic and social policy 

2. Establishing a coherent framework of law 

3. Sharpening the policy tools 
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4. Building up the information base 

5. Promoting education for the environment 

6. Involving people in decision-making 

 

Part five 'Promoting education for the environment' outlines four proposals for action 

(p.57): 

• National approach 

• Guidelines for schools 

• Tertiary education programmes  

• Community education policies and action plans that acknowledge their roles. 

The section on guidelines for schools and tertiary education programmes are relevant to 

the study reported in this thesis. The guidelines for schools has been developed by the 

Ministry for Education which launched Guidelines for Environmental Education in 

New Zealand Schools in August 1999. This document identifies environmental 

education as an investment for the future because sustainability depends upon increased 

understanding of the environment and the ability to implement the skills of social 

decision-making and action. These guidelines highlight the essential skills component 

of the curriculum, increased understanding of the environment, effective decision 

making, positive attitudes and values and social action as critical tools for achieving a 

sustainable future. This document also provides guidance for schools and teacher 

education institutions in establishing and integrating aspects of environmental education 

into their core programmes.  

 

The aim of including tertiary institutions was "to encourage environmentally 

responsible behaviour and informed participation in decision-making by promoting 

environmental education throughout the community" (Ministry for the Environment 

1995, p.57), especially in formal education by establishing quality programmes in pre-

service teacher education.  Many universities provide environment related courses. 

However, their focus is often on knowledge acquisition and awareness and reflects an 

environmental studies or environmental science programme rather than a 

comprehensive environmental education approach. In fact tertiary education providers 

have been slow to offer programmes that comprehensively address environmental 
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education in formal qualifications. Consequently, few tertiary courses in New Zealand 

specifically address environmental education by linking biophysical, economic, 

cultural, social and political aspects in a coherent programme of study.  

 

There have been several attempts within teacher education in New Zealand to address 

the inclusion of core or optional studies in environmental education. However, 

numerous obstacles such as the over-crowded curriculum in teacher education, funding 

constraints and teacher-centred approaches to teaching and learning place major 

limitations on establishing environmental education strongly within the current system 

of pre-service delivery in teacher education in New Zealand (Law, and Baker 1994). 

However, the National Environmental Education strategy "Learning to Care for our 

Environment" (Ministry for the Environment, 1998) recognises colleges of education, 

universities and other tertiary institutions as environmental education providers.  

Implicit in this strategy is the need for teacher education institutions to acknowledge the 

course components that address environmental education in their pre-service and in-

service programmes and to link these closely with the 'Environmental Education 

Guidelines for New Zealand Schools� (1999). These �Guidelines� also state that 

Colleges of Education have a responsibility to inform beginning teachers and develop 

their understanding of the nature and scope of environmental education within the 

curriculum framework.  

 

The focus of the �Guidelines� is to encourage a holistic and integrated approach to 

environmental education. To achieve this there is a need for more holistic approaches to 

teaching and learning that are collaborative, require active participation and are relevant 

to learners. This requires a re-orientation of teaching and learning towards 

transformative approaches through critical reflective practice. However, no specific 

outcomes are identified by central government or the Teacher Registration Board for 

environmental education in teacher education. As a result few teacher education 

providers have developed courses or acknowledged an environmental education 

component within their pre-service or in-service programmes (Law and Tasker 2000). 

Furthermore, while there is an increase in reflective practice in teacher education in 

New Zealand there is a need to adopt more transfomative approaches to teacher 
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education.  Much of what happens internationally in teacher education still reflects a 

transmissive approach based on hegemonic assumptions (Brookfield 1995, p.15). The 

failure of many teacher education institutions to re-orientate their programmes to 

include environmental education and transformative approaches to teaching and 

learning is due to four key factors. Firstly, widespread and rapid changes in the 

education system over a relatively short period of time in New Zealand have seen 

teacher educators addressing changes to the curriculum framework, content and 

assessment rather than examining teaching and learning strategies and delivery 

mechanisms. Consequently, little change has occurred in how the curriculum is taught. 

The time has been spent introducing new achievement criteria and assessment 

procedures. Furthermore, the expectation of school Boards of Trustees, principals and 

teachers across the country is that beginning teachers are knowledgeable about these 

new procedures.  

 

Secondly, the autonomy held by teacher education institutions over their own 

programmes of study means that they have control of the course content, structure and 

mode of delivery as long as they meet specific Governments outputs for teacher 

training. Teacher training institutions are audited to ensure the programme meets 

government requirements. However, the decision to deliver courses that address 

environmental education or transformative approaches to teaching and learning remain 

the prerogative of lecturing staff and academic boards.   

 

Thirdly, the focus of some teacher education providers is guided mainly by what 

schools want rather than assimilating teacher training with education programmes that 

critically challenge and re-orientate the content and practice of schools. The issue is the 

dual role of teacher education to provide beginning teachers that can cope with the day 

to day functions of teaching and learning but also critically review, develop and extend 

the nature and scope of schooling to meet the changing needs of society. 

 

The fourth factor is a lack of commitment by managers in some teacher education 

institutions to support areas of study that are not mandatory or part of the core 

curriculum. The forward in the Environmental Education Guidelines for New Zealand 
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Schools (Ministry of Education 1999, p.5) states that "the extent to which 

environmental education is incorporated within the curriculum will continue to be 

determined by the board of trustees of each school". Consequently if schools decide that 

environmental education or transformative teaching and learning approaches are not 

critical and teacher education providers see their main role as meeting the needs of 

schooling, areas of study that are not mandatory are left on the fringe or not included as 

part of the core teacher training programme 

 

Nevertheless, teacher education is identified in the current agenda of the New Zealand 

sustainable development group 6as a key target area for change. The Parliamentary 

Commissioners Office for the Environment is also reviewing the state of environmental 

education programmes in New Zealand to ensure education for a sustainable future is 

part of the government�s agenda. Both reviews identify the need for pre-service and in-

service teacher education programmes to address environmental education and 

education for a sustainable future in core programmes. This research study focuses on 

the attempt of one college of education to provide an experiential approach to teacher 

education in a pre-service environmental education course for secondary school 

teachers.  

 

5.2.3 Context of Environmental Education in the College Programme 

Christchurch College of Education offers a range of pre-service teacher education 

programmes. These include a three year Bachelor of Teaching and Learning (BTchLn ) 

and a Graduate Diploma of Teaching (15 months) for primary and early childhood 

teachers. The College also provides two pathways for secondary school teachers. A one 

year Graduate Diploma of Teaching and Learning (GDipTchLn) for bachelor degree 

graduates allows student teachers to specialise in one or two teaching subjects from 

from a wide range of secondary school curriculum areas. The second pathway is 
                                                 
6  The Ministry for the Environment has a working group that is currently developing a New 

Zealand Strategy for Sustainable Development. Included in this strategy is the identification of 

key sectors of the community that could assist the government in achieving positive outcomes 

for a sustainable future. 
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delivered by the College in partnership with the University of Canterbury. This involves 

four years study and leads to a BEd, GDipTchLn qualification. Teaching specialisations 

are more restricted in this pathway with students having to major in one of physical 

education, ICT or performing arts. 

 

Students in both programmes undertake a range of coursework studies: 

• Professional Studies � a course that considers the generic skills for teaching; 

• Teaching Studies � a set of courses that focus on learning and teaching specific 

subjects, (environmental education is a compulsory course for those students 

completing the outdoor and environmental subject major) and;  

• Education Studies � a set of courses that reflect current issues in teaching and 

learning (one of the courses offered in Education studies is a 20 hour course in 

Experiential Education).  

 

A variety of Selected Study courses are also available. One of these is a 20 hour course 

in Environmental Education. Students tend to take a selected study course for interest 

and as an additional course and above their normal load. Thus, environmental education 

is available as both a Teaching Study for the outdoor and environmental education 

major and as a Selected Study for all graduates in the secondary programme. 

Interwoven with these College-based courses are three (4-5 week) teaching placements 

in schools. 

 

The 20 hour Environmental Education course is open to students preparing to teach 

across all areas of the curriculum. This includes students from the one-year GDipTchLn 

and the four-year BEd specialisation in physical education. Within both these pathways 

there are students who are completing the outdoor and environmental education major.  

 

The aim of the course7 is to provide students with the knowledge and skills to (i) 

implement aspects of environmental education within their specialist curriculum areas 

and (ii) to provide opportunities for cross-curricular learning. However, the reality of 

                                                 
7 Full details of the course are outlined in section 5.3 
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classroom practice in New Zealand secondary schools certainly highlights several 

obstacles for beginning teachers in becoming agents of change in their early years. The 

first obstacle is teacher directed delivery techniques and the pressure from established 

teachers for beginning teachers to teach the same way (Law 1993). Secondly, there is a 

lack of support in schools to assist first and second year teachers to implement new 

ideas (Law 1993, p.96). These two issues combined with timetable difficulties for cross 

curricular learning and the inflexibility of many schools systems to change limits the 

ability of many beginning teachers to become agents of change. 

 

However, course evaluations prior to 1998 indicated that students would like to learn 

more skills to assist them to become agents of change through reflective practice, 

specifically within the context of teacher education for environmental education. Thus, 

this study focuses on the integration of linking experience with reflective practice using 

experiential education to determine the impact on student�s ability to become reflective 

practitioners and, as a consequence, agents for change. 

 

5.2.4 Experiential education at Christchurch College of Education 

The nature of experiential education was explained in Chapter 2. Experiential education 

was introduced into the Professional Studies programme at the Christchurch College of 

Education in 1990. The course emerged from the background experience of two teacher 

educators one of whom is the author of this thesis. Both were involved in teaching 

Outdoor and Environmental Education and delivering the generic skills of teaching and 

learning specifically related to secondary schools through the Professional Studies 

programme. Experiential education was initially integrated into a professional studies 

course to address the issue of exploring student-centred learning that was grounded in 

experience.  A research study conducted on this course by Law (1993) highlighted three 

significant issues. The first was the impact of experiential education on students� 

motivation and enthusiasm through working collaboratively with others in open forums. 

The open forums allowed students to engage with one another in small groups to share 

their ideas about teaching and learning and this led to a broader understanding of 
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ideas, issues and strategies. This helped students to quickly understand and 

acknowledge each others ideas and concerns about teaching and learning. The 

atmosphere created by working collaboratively provided support and encouragement, 

which lead to increased student motivation.  

 

The second was the significance of reflective practice and the effect this had on 

students� ability to improve their own performance. Students identified the process of 

establishing an emotionally and physically safe learning environment for giving and 

receiving feedback as critical. This allowed them to work collaboratively to quickly 

identify their strengths and areas that required improvement. Furthermore, the feedback 

gave them specific strategies to help refine their teaching and learning skills.   

 

The third included the obstacles and limitations faced by beginning teachers who 

encountered resistance to their efforts in implementing experiential education 

techniques in schools. Feedback from students indicated this was a result of traditional 

and mechanistic approaches to formal schooling and a teacher-centred vision of what 

was 'good' for students (Law, 1993). However, the major barrier of integrating 

experiential learning was found to be the lack of a critical perspective on issues outside 

one�s own personal performance. Reflective practice resulted in feedback on personal 

performance with students in the classroom without exploring the cultural and 

organizational systems that construct and constrain thinking in the way schools are 

managed. As a result the student teachers focused their reflection on individual 

performances rather than seeing reflective practice as an opportunity to engage in 

critical debate over the broader nature and scope of schooling. As a consequence of this 

study a new 20 hr Education Course in experiential education was established as an 

elective for all secondary student teachers and proved very popular. Indeed over 40% of 

graduates successfully completed the course from 1995-2001. This course explored 

both the process of experiential learning and the importance of critical reflection in 

examining the practice of teachers within the nature and scope of current schooling.  

The rationale and key learning outcomes of this course are outlined in section 5.2. 

Feedback from students who enrolled in both environmental education and experiential 

education indicated that the process of experiential education might provide a suitable 
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approach to promote the critical transformative learning outcomes of environmental 

education eg. "Using experiential education as a means/method of teaching 

environmental education is effective. If there is to be a change in attitudes and values 

we must take responsibility for our actions. Experiential education allows us this 

opportunity. Through our actions in the environment we are connected and can get a 

feel for the environment and hopefully bring about change in our beliefs so we can be 

more proactive" (student Sub-group 2, No. 3, 1998). This is similar to comments 

reported by in-service teacher evaluations in 1996 where they stated that experiential 

education provided a "process of action for environmental education" and that "the 

reflection process subsequent to an experience is critical and leads to action" 

(Evaluations from a one day course in �experiential education in environmental 

education� for Brisbane teachers Griffith University 1996).  

 

5.2.5 The combination of experiential education and environmental education 

The combination of experiential education as a process for teaching and learning 

through environmental education emerged for two reasons. Firstly, I facilitate both the 

experiential and environmental education courses and as I developed my own 

knowledge and understanding of experiential education I have used techniques and 

strategies associated with this approach in other courses. Secondly, student evaluations 

supported the use of experiential education techniques and strategies and this has 

resulted in increased numbers of students enrolling in courses where they knew they 

could experience this approach. In addition feedback from students over three years in 

the environmental education course indicated that experiential education could provide 

a valid and appropriate process for teaching and learning in environmental education. 

Students held the perception that the cross-curricular nature of environmental education 

with its focus on awareness, knowledge, skills, attitudes and values required for 

effective social action for/with the environment demanded an education paradigm that 

reflected a participative, holistic and critical reflective approach to teaching and 

learning. Such an educational paradigm is referred to by Sterling (2001) as an 

ecological view and as critical for what he calls 'sustainable education'. His notion of 

sustainable education is based on the need for a paradigm change in education that 
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embraces "both humanistic and ecological values" (p.14). Many of the features 

associated with Sterling's notion of a sustainable education are inherent in experiential 

education. These include a view of teaching and learning that is "transformative, 

process and action oriented, functional, critical, creative and has teachers as learners 

and learners as teachers" (Sterling 2001, p.59).  He also states that learning needs to be 

"meaningful, negotiated" and based on a "strong sense of emergence in learning" 

related to the environment (p.59). He identifies participation, inclusiveness, 

cooperation, collaboration, responsibility and the need for integrative learning 

communities as essential core values of an ecological view of education (p.58).  

 

Therefore, there was a strong feeling from students that the process of experiential 

education could provide a suitable teaching and learning approach for environmental 

education.  

 

The emergence during the 1990�s of action oriented approaches to teaching and 

learning in teacher education through critical reflective practice also influenced the 

development of experiential education (Law 1993). The process of reflective practice in 

teacher education (Valli 1992 and Brookfield 1995) encouraged students and lecturers 

to work cooperatively and collaboratively to seek feedback on performance, ideas, 

strategies and organizational structures that widened and deepened their understanding 

of teaching and learning. Furthermore, beginning teachers were encouraged to become 

reflective practitioners so they could become agents of change. The notion that teachers 

should operate as agents of change recognizes and supports the idea that education is a 

transformative process. Transformative pedagogy recognizes that learning must be 

meaningful, constructed and negotiated in collaboration with others, critical, reflexive, 

and recognize current beliefs, feelings and values (Sterling 2001).  

 

The assumptions that guided this research were founded on the summary feedback of 

students who had participated in both the environmental education and experiential 

courses prior to 1998 (Figure 5-1). Therefore, an aim of this research is to describe the 

journey undertaken with the forty participants who enrolled in the environmental 



 

 

Page 153 

education course in 1998 to test the assumptions of the researcher and his former 

students, namely: 
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• Combining experiential learning with environmental education has provided 'a spark' in discovering how 

effective meaningful learning can lead to action. 

• The importance of how to process the experience by encouraging students to reflect, describe, analyse and 

communicate with each other. 

• There must be some flammable material within me, because I'm alight with new ideas and new challenges to 

introduce to my students. I have thoroughly enjoyed the experiential learning process. 

• I'm not good at thinking on my feet so I felt today that I was allowed to participate at my own level. This non-

threatening approach (experiential learning) means that I can happily go away and 'process' what I've learned 

and apply these techniques to my teaching. 

• Today I learnt that experiential learning in environmental education isn't a big mystery. It's just good teaching.  

• Experience without reflection is not going to fulfil the objectives and outcomes of environmental education. 

• The experiential education process in environmental education helped create a classroom of social cohesion 

built on a strong emotional relationship. Students were able to become passionate about topics. They became 

involved, heard and appreciated within the classroom.  

• Experiential education has given me a greater connection with the environment. It has made me not accept 

issues at face value but critically look at things behind it.  

• Experiencing things will cause students to own their own ideas and actions more readily and this will give them 

more impetus to take further action. 

• This course has been fantastic in helping me come to terms with my own philosophies and where I stand. I've 

had a lot of conflict this year concerning the school system and major social issues. This course has really 

helped in framing and reframing my own ideas and where I stand on issues. It has made me a lot happier about 

going into schools with my ideas and realising that changes can be made even if it is slow and frustrating, thank 

you! 

• Experiential education involved using different strategies to get students working co-operatively. 

• Experiential education makes you more involved in issues so you think more about your attitudes and values. 

• Makes you think through the process more deeply. 

• Experiential education creates energy and momentum that leads to motivation for action. It also encourages 

approaches that support collective ownership.  

• Experiential education makes learning holistic, student centred and helps you reflect on your own actions. This 

makes learning more relevant. 

• Reflective practice encouraged thinking skills, open discussion, new ideas and stimulated our motivation to 

learn more. 

Special Note: Students also commented about the need to explore ways to use an 

experiential education approach in other learning areas eg. science, social studies, 

economics. 

 

Figure 5-1 Summary feedback from students who had participated on both the 

environmental and experiential education courses prior to 1988.
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5.2.6 Student Background 

The background of students taking the Environmental Education course is significant 

for two reasons. Firstly, the students came from the two major secondary education 

programmes in both the one year post graduate diploma in teaching and the four year 

Bachelor of Education Degree. Secondly, students enter the one-year programme based 

on quota system representing a wide range of curriculum areas.  Consequently, their 

qualifications cover different fields of study and they obtain these from a different 

tertiary providers8 

 

The number of students who enrolled in the Environmental Education Course was 

forty-nine. Fifty-two students turned up to the pre-course meeting (three additional 

students had heard about the research and wanted to be involved). Forty-one students 

were officially accepted to participate in the environmental education course with eight 

students missing out in a ballot. The paper was an optional paper for 26 students and a 

compulsory paper for 15 students who were completing the outdoor and environmental 

education major in the secondary graduate programme. Nine students enrolled in the 

course from the fourth year BEd major in Physical Education, five males and four 

female.  One female student gained special entry from the three year BEd primary 

programme. The remaining students (thirty one) enrolled from the one-year secondary 

graduate programme and included twelve males and nineteen females. One female 

student withdrew from the course after week one leaving forty students to finish the 

course.  

 

The subject backgrounds (entry qualifications) of the one year graduate students 

covered the following major learning areas; language, maths, science, social studies, 

physical education/health and technology. The majority of students who entered the 

course (85%) had either a background in science, social science, outdoor education or 

physical education. When students were asked in the pre-course survey about why they 

                                                 
8 Tertiary providers refers to Universities, Polytecnics and College�s of Education that provide 

degree qualifications. 
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chose the environmental education course, the students indicated the following reasons 

(Figure 5-2). 

 

• to gain an improved knowledge about the environment  

• to share a concern and passion for the environment 

• to develop a career path in environmental education 

• to learn effective strategies for integrating the curriculum through environmental 

education 

• to develop students awareness in environmental issues 

• to prepare for teaching by connecting students to the world outside the classroom 

• to develop a theoretical base and understanding of environmental education 

• to explore new ideas and resources for teaching environmental education 

• to complete the outdoor and environmental education �major�9 as part of the 

secondary programme requirements 

 

Figure 5-2 Students reasons for participating in the environmental education course 

 

A number of students also provided anecdotal evidence that they wanted to explore 

experiential education (ie, reflective practice, student-centred learning experiences, 

cooperative and holistic learning) within a specific context and environmental education 

provided this opportunity for two reasons.  First, environmental education was taught 

by the same lecturer who facilitated the experiential education course and secondly the 

environmental education course was based on a holistic cross curricular approach.  

 

Three distinct groups of students entered the course as a consequence of students 

representing the two different secondary programme qualifications and meeting 

different course requirements. The first group consisted of seven students who had 

previously completed a 20 hr education course in experiential education and clearly 

understood the theory and practice behind this approach. A second group of eight 
                                                 
9 A �Major� is a combination of 5 courses that reflects a learning area offered by schools as a 
course of study. Outdoor and environmental education is one such area. 
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students were completing experiential education and environmental education 

concurrently during the same five-week block of course work but on alternate days. The 

third group involved twenty-five students enrolled in the environmental education 

course who had not enrolled in any experiential education course. The environmental 

education course was their first opportunity to participate in a class that modelled an 

experiential approach. 

 

Consequently, a small number of students (7) started the environmental education 

course with some knowledge of reflective practice and by the start of the course had 

already begun to develop and implement some of the skills of the reflective practitioner. 

However, the majority of students had not experienced the process of experiential 

education before and certainly not within the context of formal pre-service teaching and 

learning.  

 

5.2.7 Framing the inquiry with students  

A special meeting was held eight weeks before the course started to help make an 

informed choice on the key assumptions that promoted and guided this research. At this 

point the students were invited to participate in a process of co-operative inquiry to test 

the research assumptions. Information on the nature of the experiential learning 

processes in the course, the rationale for it and student feedback and evaluations from 

previous years were presented to the new group of students..  

 

 

Figure 5-1 provides a summary overview of the kind of feedback received from 

students in previous courses (1994-97) that informed the directions and assumptions of 

this study. The feedback outlined in Figure 5-1 helped the researcher and the students 

(as co-researchers) to reflect on the assumptions that were influencing and guiding the 

development and teaching of environmental education at Christchurch College of 

Education. The assumptions represented the strong regard that past students had for the 

benefits of experiential education, especially in relation to the role of reflective practice 

in enhancing their own teaching and learning. However, while the comments supported 
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this approach, the students also expressed reservations about implementing experiential 

education strategies in their first years of teaching. These reservations centred around 

perceptions of: 

• The conflict of introducing new ideas that challenged existing teaching and learning 

practices and school systems. 

• The negative attitudes towards new approaches to teaching and learning combined 

with the low status of environmental education in schools. 

• The emphasis on content learning in schools for external exam success rather than 

focusing on the learning process and the pressure from parents, students and other 

teachers to ensure exam good results. 

• The current lack of time in schools to meet curriculum objectives plus the additional 

time it takes to use reflective practice techniques to promote deeper understanding 

provides a dilemma for beginning teachers trying to fit in. 

 

These student reservations reveal their concerns about the nature and structure of 

schooling rather than concerns about using experiential education in environmental 

education as a teaching and learning process. Their feedback reflects the earlier study 

(Law 1993) that highlighted the beneficial impact of experiential education on the 

generic skills for teaching and learning in secondary education.  

 

The new group of students (1998) agreed to become co-researchers with me to 

investigate the value and utility of these perceptions as a result of disclosing, clarifying 

and discussing the benefits and limitations of experiential education based on the 

feedback from the students involved in the 1993 study. They helped develop the 

research plan by identifying the data gathering techniques and roles they wished to play 

in collecting data. They identified pre and post surveys, learning journals and individual 

and group interviews. The students all agreed to the fill out a learning journal and 

participate in both a pre and post course survey as long as this was substituted for one 

of the assessment items to compensate for the extra workload. The course had three 

assessment items and this was reduced to two. As a result only two assessment items 

were marked and graded. No grade or mark was given for completion of the data 

gathering tasks.  
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The boundaries of the research were clarified and a timeframe was established for 

collecting data, transcribing interviews and returning these to individuals students for 

checking. The timeline was established over a six month period including the pre-

course meeting, held eight weeks before the course started (May), the five-week long 

course (July-August) and the follow up meetings to check the interview transcripts 

(October) before students graduated in December. The students agreed to hold the 

individual interviews and group interviews during the last week of the course (August) 

and the week immediately following the course. The recorded interviews were 

transcribed during September and returned to students for checking and validation by 

the middle of October. 

 

During the pre-course meeting the students also raised several ethical issues eg, who 

has access to the data, how will this be used and how will students identity be protected. 

Thus, a research agreement (appendix 3) was drawn up to establish the purpose of the 

research, identify the data gathering techniques, outline my role and that of the students. 

All forty-one students who enrolled in the course signed this agreement. Once this was 

achieved students indicated their willingness to participate in the individual interviews 

but not before discussing the need to have volunteers representing the three distinct 

groups of students who had entered the course. Group one students who had already 

completed the experiential education course; group two students who were completing 

experiential education and environmental education concurrently and group three 

students who were only completing the environmental education course. As a 

consequence it was agreed that only fourteen students would participate in the 

individual interviews. This decision varied the role and input that each student had as a 

co-researcher.  

 

5.3 The Course 

The Environmental Education course at Christchurch College of Education was first 

developed in 1984 and delivered with little modification for many years. However, over 

the last eight years it has been revised and re-developed extensively, and is now a core 

component within the outdoor and environmental education teaching study major in 
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secondary programmes. The course is also open to students preparing to teach subjects 

across the key learning areas of the school curriculum.  

 

The aim of the course is to provide students with the knowledge and skills to implement 

effective teaching and learning strategies for environmental education within their 

specialist curriculum areas and provide opportunities for cross-curricular learning. The 

new course integrates experiential education in four ways. The first by grounding 

student learning in personal experience to increase ownership, enthusiasm and 

motivation and secondly by using critical reflective practice to develop awareness, 

meaning and clarity of attitudes and values. The third is by functioning as a cooperative 

and collaborative group to seek and identify strategies for transforming thinking and 

practice. The fourth is by following up on individual and collective ideas by engaging 

in personal social action.  

The course covers a range of learning outcomes that enable participants to: 

• Display an understanding of the guiding principles of environmental education as 

set out in the Tbilisi recommendations of 1977. 

• Recognise the influence of politics, culture, economics, ethics and the bio-physical 

environment in defining environmental education. 

• Describe the difference between environmental education, environmental studies, 

environmental science and sustainable development. 

• Recognise appropriate opportunities for introducing environmental education in 

established curriculum areas. 

• Develop effective teaching and learning techniques that address a critical 

perspective and incorporates education in, about and for/with the environment. 

• Understand the concepts behind 'action competence' and how to develop 

Environmental Education experiences that enable school students to develop these 

concepts. 

• Develop sequential learning activities that enhance the 'affective' aspects of 

environmental education. 

• Describe appropriate methods of assessing and evaluating student learning in 

environment education. 
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• Relate a cultural perspective to Environmental Education in particular the spiritual 

significance of the land to the �Tangata Whenua�10. 

 

This study focuses on the teaching and learning approach and strategies used to 

implement the environmental education course in 1998. As indicated above I had met 

with students eight weeks before the course started in order to outline the key teaching 

and learning assumptions that guided this study. At the first meeting I outlined the 

objectives and context of the course. This focused on the core aspects of the course that 

were non-negotiable and were to be facilitated by the lecturer; aspects that would be 

planned cooperatively by lecturer and students planning together; and aspects of the 

course that the students would guide and direct themselves. Figure 5-3 outlines the 

result of this initial planning matrix. A more detailed outline of each class over the five-

week course is included in appendix 6. 

                                                 
10 Tangata Whenua refers to the indigenous population of New Zealand. 
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Environmental Education Course 1998 

Block 3 

 

 Monday 10-12 Wednesday 8-10 

 

1 

 

 

 

Session 1 

� Course outline 

� Introduction 

� NZ environmental issues - Brainstorm 

� What is environmental education 

Session 2 

� Aims and objectives of EE 

� Clarification of education in, about and 

for the environment 

� Introduce Social action model 

 

2 

 

 

Session 3 

� Social Action process 

� Action competence 

 

Session 4 

� Sequencing and processing learning 

through reflective practice 

� Effective teaching and learning 

strategies for EE. 

 

3 

 

 

Session 5 

� Continuation of effective teaching and 

learning approaches for EE 

Session 6 

� Whole school approach to EE 

� Learning through landscapes 

 

4 

 

 

Session 7 

� Cooperative planning with student�s 

� Highlighting environmental issues 

� Clyde Dam � Dealing with attitudes 

and values 

Session 8 

� Social action projects 

 

 

5 
Session 9 

� Social action projects 

Session 10 

 �Course evaluation 

 

Additional 

� Environmental resources  

� Exploring the barriers to effective EE in NZ and strategies for coping 

� Inquiry based teaching in EE 

Figure 5-3 Environmental Education Course Planning Matrix 
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5.3.1 Establishing propositional knowledge 

Propositional knowledge relates to ideas, theories and constructs already known and 

outlined. This type of knowledge is most often described in a text format. This is the 

ontological aspect of knowledge acquisition. The propositional knowledge presented to 

students at the pre-course meeting was summarised in the form of assumptions gained 

from my own reading, prior students course evaluations and my own experience as a 

teacher educator. These were grounded in three core values. The first was the need for 

critical reflective practitioners in pre-service teaching to review and transform aspects 

of their own practice from a mechanistic/transmissive (traditional) approach towards a 

holistic and transformative critical and reflective paradigm, thus creating a teaching and 

learning approach that embraces values of interdependence, equity, democracy and co-

operation that serve environmental education. The second was to use an experiential 

approach to establish the key elements that provide students with the tools to become 

agents of change specifically in environmental education. The third was to identify 

perceived obstacles and limitations that effect pre-service teachers abilities to 

implement the process of experiential education specifically reflective practice within 

the context of environmental education. These three core values underpinned the 

research questions that guide this study. 

 

The students also brought prior propositional knowledge to the course of the 

environment and aspects of learning through experience. Their prior knowledge of the 

environment was gained through their interactions with family, friends, school (formal 

learning) and tertiary education (theory-driven learning). The student�s knowledge was 

further influenced by the lecturer's summary of feedback from previous courses at their 

first meeting, eight weeks before the course started, that helped form the research 

assumptions. The completion of a 20 hour course at Christchurch College of Education 

in experiential education by seven students attending the environmental education 

course also influenced their prior understanding of reflective practice and the place of 

experience in teaching and learning. 
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The prior knowledge and understanding gained from these interactions merged to create 

their own individual propositional knowledge of environmental education and 

experiential education. To gauge the nature of this knowledge a pre-course survey was 

administered (see appendix 1). The results of this survey are outlined in Chapter 6.  

 

Students propositional knowledge was enhanced throughout the course by readings, 

listening to other participants, lecturer presentations and representations of ideas, 

models and theories grounded in research from a variety of local, national and 

international sources. Students recorded their understanding of the readings, 

presentations and group discussion in the form of notes and through the co-researcher 

learning journal.  

 

5.3.2 Exploring practical knowledge 

Practical knowledge refers to knowledge that is gained through the acquisition of skills 

and 'knowing how' (Burnard, 1988). It is the ability to perform a practical or 

interpersonal skill and is the methodological dimension of knowledge. Practical 

knowledge was gained throughout the course by active participation in activities, field 

trips, group work, action tasks and student-centred and initiated tasks. 

 

The course explored a range of practical and interpersonal skills identified by 

participants and the lecturer as important in addressing the aims and objectives of 

environmental education. These included tools and techniques for: 

• cooperative group work;  

• effective communication;  

• active listening; 

• facilitating student learning; 

• critical reflective practice; 

• action tasks which included; writing proposals, designing questionnaires, 

developing  interview skills, organisational and planning skills and a range of 

essential skills. 
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These skills were addressed through a range of practical course activities. A summary is 

provided in Figure 5-4. 

 

 

 

 

 

 

 

 

 

 

Figure 5-4 Summary of practical course activities. 

 

These course activities engaged students in the learning processes that enhanced their 

practical knowledge of how to structure experiential learning and how to use a variety 

of tools, techniques and strategies for engaging their pupils in critical reflection on 

personal experience. The learning journals, individual and group interviews and post-

course questionnaires that were used to collect data on this aspect of the course reveal 

the extent to which student practical knowledge was enhanced. The full details of 

participants' practical knowledge are outlined in the results (Chapter 6) and data 

analysis (Chapter 7).  

 

5.3.3 Reflecting for experiential knowledge 

Experiential knowledge is often described as personal knowing (Burnard 1988 and 

Sterling 2001). As described earlier in chapter two it is gained through engaging with a 

subject, person or thing and relies on perception, awareness and intuition. The critical 

aspect of experiential knowing is the "affective nature of that encounter that contributes 

to this [experiential] sort of knowledge" Burnard (1988, p.128). This relates to feelings, 

values and attitudes that we might have that cannot be expressed adequately in terms of 

propositional or practical knowing.  

• Experiential games and activities 

• Practical field trip experience to the beach � inquiry based learning 

• Student-centred action plans on College re-cycling options 

• Reflection task in groups and as individuals � during and after each 

session 

• An survey of student and staff feeling towards the environment 

• Co-operative planning of the course direction 

• A visit to the refuse centre at Burwood � environmental awareness 
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During the course �experiential knowing� was expressed by the students' and lecturer 

during sessions in various forms as our feelings guided our actions, expressions, 

perceptions, values and attitudes towards ideas, each other and our reactions towards 

activities and other personal encounters. Time was allocated at the end of each session 

to share our understanding and ask questions. Students often took time during sessions 

to engaged in reflection in action by asking questions or recording ideas. Students used 

the learning journal to write brief notes to record ideas, express their feelings and 

thoughts and record their experiential knowing. The journals also provided a prompt to 

help students reflect further during the individual and group interviews where students 

again shared their ideas, values and feelings. The interviews allowed students to say 

things verbally that they found difficult to express in written words. 

 

However, the recording of experiential knowledge in words according to Burnard 

(1988, p.129) reduces experiential knowledge to propositional knowing. The practical 

problem in this thesis is acknowledging participants thoughts and feelings (experiential 

knowing) and presenting it in a way that helps the reader understand the affective 

influence of reflection and how this helps creates perception, awareness and intuition. It 

is also acknowledged by Burnard (1988, p.129) that "some of our experience is usefully 

reduced to propositions and that some [because of the nature of the experience will 

always] remain unexpressed. Indeed it is important that some experiential knowledge is 

converted into propositional knowledge" so that we can share our experiential 

knowledge with others and modify our ideas, feelings, perception, awareness and 

practices. Therefore, this thesis reflects the participants experiential knowing in a 

propositional form. Thus, the full extent of the personal experiential knowledge, gained 

throughout the course by the participants and the researcher remains unexpressed.  

However, experiential knowledge emerges in student�s feelings, values and attitudes 

throughout the data especially where participants express the affective impact of this 

course on their learning. 

 

Critical reflection on practical knowledge gained through course activities led to 

expressed experiential knowledge and challenged students previously held views of the 
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environment and the use of experiential education. This led to alternative ways of 

knowing as new propositional knowledge. The feelings, values and attitudes of the 

lecturer/researcher have also been influenced by the personal experiential knowledge 

gained through this research study and this will have some influence on the analysis and 

interpretation of data lead to new knowledge. 

 

5.3.4 New knowledge that influences propositional knowing  

Combining the head (propositional knowing) with the hands (practical knowing) and 

the heart (experiential knowing) is a holistic approach to understand knowledge 

acquisition. Sterling (2001, p.260) refers to this as a "whole systems view of thinking 

/knowing". Thus, the notion of holisim in experiential education refers to the 

combination of propositional, practical and experiential knowledge and how this 

contributes to the development of new ways of knowing and thinking.  

 

Students expressed new knowledge throughout the course and this was recorded in the 

learning journal. New knowledge was also recorded at the end of the course through the 

individual and group interviews and the post course survey.  

 

5.4 Summary  

This Chapter had two main sections; the context of the study (5.1) and a description of 

the environmental education course (5.2) in relation to this study. Section 5.1 described 

the context of pre-service teacher education in New Zealand and the role of 

environmental education in this. In particular section 5.1 outlined the conditions, 

circumstances and relationships that underpin the research in this thesis. Thus, the 

background to environmental education in New Zealand in teacher education is outlined 

in relation to pre-service teachers along with a description of the context of 

environmental education and experiential education at the Christchurch College of 

Education. This was followed by an explanation of why experiential education could 

provide a pedagogical approach for quality environmental education in teacher 

education. The end of section 5.2 provided a description of the background of the 
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students who participated in the environmental education course and an outline of how 

the researcher and students worked collaboratively in framing the inquiry.  

 

Section 5.2 described the context of what happened during the environmental education 

course organised under four sub-headings. First the process of establishing 

propositional knowledge; second exploring students practical knowledge; third the 

process of reflecting for experiential knowledge and finally the process for identifying 

new knowledge that influenced and transformed propositional knowledge.    
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Chapter 6  RESULTS �Ways of Knowing 

 
 

6.1 Introduction 

 

This chapter presents the results of an analysis of the impacts of an experiential 

education based course in environmental education on a group of forty pre-service 

teachers education students. These students came from a variety of subject backgrounds 

(see Section 5. 24) and represented the two major secondary programme qualifications 

at Christchurch College of Education: the four year Bachelor of Education Degree and 

the one year Post Graduate Diploma in Teaching. This class comprised three distinct 

sub-groups of students. The first group consisted of seven students who had previously 

completed a 20 hr education course in experiential education. The second Sub-group of 

eight students were completing separate experiential education and environmental 

education courses concurrently while the third Sub-group involved twenty-five students 

enrolled in the environmental education course who had not enrolled in an experiential 

education course.  

 

Chapter 5 established the scene for this chapter by outlining the context of teacher 

education in New Zealand (see Section 5.21) and the objectives of the 20 hour course in 

environmental education that is the focus of this study  (see Section 5.3). An 

understanding of this context is important because it provides an awareness of the 

opportunities and constraints of the particular setting. The contextual information also 

provides a frame of reference for understanding the opportunities and constraints facing 

the use of experiential education in the pre-service training of teachers. 

 

The course, sought to develop the capacity of students to use experiential learning 

processes such as: using personal experience to emotionally engage students in their 

learning, collaborative student centred group-work, critical reflective practice and using 

an integrative and holistic approach to environmental action. All these were explored in 

relation to the New Zealand Curriculum Framework.  
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As indicated in Chapter 4 (Research Design) students in the course agreed to adopt a 

research perspective on their experience in the course by engaging in cooperative 

inquiry as co-researchers. The data used in the study were collected at the beginning of 

the course (pre-course survey), as the course progressed (student learning journals and 

researcher diary), and at the end of the course (post course survey, individual interviews 

and group interviews).  Section 4.3 outlined the range of data that was gathered with 

each of these instruments in order to identify the impacts of the course on students, 

particularly in relation to any changes in their perspective of experiential education in 

environmental education. The surveys and learning journals were the major sources of 

data for describing these impacts. Data from the individual and group interviews and 

the learning journals, were analysed to explain the factors/reasons behind these 

changes. 

 

This chapter presents the results of this investigation while the following chapter 

provides an interpretation of these findings by identifying a range of themes.  The 

findings are presented in three sections: (i) students propositional knowledge at the 

beginning of the course, (ii) students practical and experiential knowing during the 

course and, (iii) reflection that influenced students� changing propositional knowledge 

of environmental education in teacher education.  

 

6.2 Student Propositional Knowledge at the Beginning of the Course  

A survey was used to explore students� understandings of environmental education and 

experiential education before they commenced the environmental education course. The 

full details of the questionnaire and samples of student responses are included in 

Appendix 1. Forty questionnaires were completed at the beginning of the course. Two 

students were absent from the first class, either sick or returning from their mid-term 

holiday break (1 from Sub-group 2, and 1 from Sub-group 3). Examples of the pre-

course questionnaires are included in Appendix 1. 

 

The results presented here focus on the following seven themes: 

 

1. Knowledge of environmental education 
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2. Knowledge of appropriate teaching and learning strategies for environmental 

education 

3. Understanding of environmental education  

4. Knowledge of experiential education 

5. Knowledge of key elements in the process of experiential education 

6. Knowledge of obstacles to learning using an experiential education approach 

in pre-service training in environmental education 

7. Knowledge of advantages in using an experiential education in your pre-

service training in environmental education. 

 

 

6.2.1  Knowledge of environmental education 

Figure 6-1 summarises student perceptions of their knowledge of environmental 

education at the beginning of the course according the three Sub-groups in the class. 

Figure 6.1 shows an average score of 2.53 (on a scale between 1-5) in student self-

assessment of their knowledge of environmental education. Sub-group 1 (7 students) 

scored 2.7; group 2 (7 students) scored 2.5; and Sub-group 3 (24 students) scored 2.4. 

These figures indicate no significant difference in the group�s pre-course knowledge in 

that all students expressed a perception of relatively low understanding of 

environmental education. 
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Figure 6-1 Pre course knowledge of environmental education 

 

6.2.2 Perceptions of appropriate teaching and learning strategies for environmental 

education 

Figure 6-2 depicts the students� self-assessment of the level of their knowledge of 

appropriate teaching and learning strategies for environmental education at the 

beginning of the course. The responses are again broken down into the three sub-

groups. 
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Figure 6-2 Pre course knowledge of appropriate teaching and learning 

 

Figure 6-2 shows an average score of 2.13 (on a scale between 1-5) in the students� 

self-ranking of their knowledge of appropriate teaching and learning strategies for 

environmental education. The scores for the three sub-groups were 2.2 (Sub-group 1), 

2.5 (Sub-group 2), and 1.7 (Sub-group 3). Again, this represents no significant 

difference between Sub-groups 1 and 2 but a slight drop in the pre course knowledge of 

appropriate teaching and learning strategies in Sub-group 3. This may be due to the fact 

that Sub-group 3 contains a large number of relatively young physical education 

students in the four year BEd degree whose major interest is outdoor not environmental 

education.  
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6.2.3 Understanding of environmental education 

In contrast with the self-assessment focus in the first two questions, this question asked 

student to rank five statements about their understanding of environmental education in 

order from 1-5 with 1 being the most important and 5 the least important. The 

statements include: Environmental education is �learning about the environment�, 

�environmental awareness�, �involving field trips�, �environmental attitudes and values�, 

and �social action for the environment�. The results are displayed in Figure 6-3.  
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Figure 6-3 Pre course understandings of environmental education (combined rankings of 

al three Sub-groups) 

 

Overall, the students ranked attitudes and values as the most important statement with a 

mean score of 2.06. Among the three sub-groups, 71% of Sub-group 1 ranked �attitudes 

and values� as either 1 or 2; 57% of Sub-group 2 ranked �attitudes and values� as 1, 

while 70% of Sub-group 3 ranked this element as 1 or 2. The total of 24 students in 

Sub-group 3, compared with a combined total of only 14 students in Sub-groups 1 and 

2, reduced the overall significance of attitudes and values as the defining characteristics 

of environmental education. 
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The other highly ranked elements overall were �environmental awareness� and �social 

action� with mean scores of 2.41 and 2.46, respectively (see Figure 6-3). Sub-group 2 

(71%) and Sub-group 3 (62.4%) ranked awareness either at 2 or 3, while Sub-group 1 

(71%) ranked awareness at either a 3 or 4 (see Figure 6-3). As stated above, these two 

sub-groups had ranked awareness the most important statement. Sub-groups 1 and 2 

(both 71.3%) ranked social action either a 1 or 2 while 62.4% of Sub-group 3 ranked 

social action between 1-3. Sub-groups 1 and 3 ranked social action third while sub 

group 2 ranked social action second equal with attitudes and values. 

 

Environmental field trips were ranked fourth by all students with a mean score of 2.9 

(see Figure 6.3). Significant in this result were the differences among the mean scores 

for these sub-groups � 2.5, 3.0 and 3.2 for Sub-groups 1, 2 and 3, respectively. Four 

members of Sub-group 1 (7 total) were completing the outdoor and environmental 

education major and had significant outdoor experience.  This could account for the fact 

that 56% ranked �field trip� experiences either 1 or 2 in level of importance. The 

members of Sub-groups 2 (85%) ranked field trips between 2 and 4 while 53% of Sub-

group 3 ranked field trips at either 4 or 5.  

 

A belief that environmental education was best described as learning about the 

environment was rated as least important by all three sub-groups, with a mean score of 

3.8 (see Figure 6-3). The major difference was that 42% of Sub-group 1 ranked learning 

about the environment between 2 and 3 compared to the majority of students who 

ranked this statement between 4 and 5 (e.g. Sub-group 1 - 54%, Sub-group 2 - 57%, and 

Sub-group 3 - 70%). 

 

6.2.4 Understanding of experiential education 

 

There was a noticeable difference between the ability of the students in the three sub-

groups to explain experiential education.  Students in Sub-group 1 had completed an 

experiential education course prior to commencing the environmental education course 

and thus were able to provide a sophisticated explanation of the nature of experiential 
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education. For example, they were able to identify the following elements of 

experiential education: 

• that students were involved in taking ownership of learning through "student 

centred activities in which each learning experience builds on the previous 

experience"; 

• that the teacher adopts a facilitators role and "learning is often facilitated rather than 

formally directed"; 

• that learning is grounded in practical experience and "it was an action oriented way 

of learning" where "students were doing something"; 

• that "reflection is very important and is required for learning to take place"; 

• that experiential education was "a cyclic process of experience, reflection and 

another experience"; and 

• that experiential education "provides the opportunity for teachers and students to 

share responsibility for learning".  

 

By contrast, students in Sub-groups 2 and 3, who had not completed the experiential 

education course, were able to identify a much smaller range of features and, thus, 

displayed a less sophisticated understanding of experiential education. For example, 

they identified: "learning through doing", "hands on experience" "action based 

learning", "practical activities" and "using one�s experience for learning" to describe 

experiential education. Two students mentioned "reflecting on experience" and 

"learning from one�s mistakes". While another student identified experiential education 

as a "process for learning". However, the majority of students did not identify 

experiential education as a cyclic process that involved reflective practice. Furthermore, 

they did not mention the facilitation role of the teacher, student ownership and the idea 

of experiential education builds on prior experiences or the shared responsibility 

between teachers and students in establishing a student-centre approach to learning.  

 

Many provided irrelevant statements also, for example "being part of what you are 

studying", "interacting in the environment", "divergent teaching", "soaking up learning 

stimuli outside the realm of chalk and talk", "providing awareness in schools of what is 

happening around us" and "learning through life and it�s pitfalls, highs and history". 

Clearly Sub-group 2 and 3 did not have the same understanding of experiential 

education at the start of the course as Sub-group 1. 
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6.2.5 Views of the key elements in the process of experiential education 

It is not surprising that Sub-group 1, with a more sophisticated understanding of 

experiential education, were better able to identify the key elements involved in this 

approach to teaching and learning than Sub-group 2 or 3. Sub-group 1 identified: 

�experience through active hands-on learning� (71%), �reflection by sharing, giving 

feedback and debriefing� (71%) and �linking new ideas to the next experience� (57%) as 

key aspects of the cyclic approach to experiential education as discussed in Section 2.6 

(Kolb, 1984; Joplin, 1986; Burnard, 1989 and Heron, 1990). Sub-group 1 also identified 

positive student/teacher relationships (42.8%), the teacher as a facilitator (71%), 

understanding theory through practice (14%), cross curricular process (14%) and 

student ownership of their learning (42.8%) as key elements. Four students (57%) in 

Sub group 1 used graphic organisers to show their understanding while the remaining 

three students (42.8%) used bullet point descriptions. However, only 42.8% gave an 

accurate description of the cyclic approach described by Kolb et al.. 

 

Student�s ability to identify the key elements of experiential education in Sub group 2 

and 3 varied considerably.  �Hands on experience� (38%), �reflection� (22%) �sharing 

ideas through debriefing� (16%) and �trying new things� (9.6%) �changing ideas� 

(9.6%) and �participation and cooperation� (9.6%) were the most common. Only 25.8% 

used graphic organisers to identify the key elements of experiential education and none 

of these represented the cyclic model outlined by Kolb et al. described in section 2.6 

(Chapter 2) of this thesis.  

 

Consequently, many of the elements identified by Sub-groups 2 and 3 were general and 

tended to relate to "good teaching" but not specifically to experiential education. For 

example: "interactive learning", "seeing and doing", "showing and understanding", 

"participation", "developmental learning" and "learning from mistakes". Many also 

provided irrelevant statements for example: "live life to the fullest", "give things a go" 

and "have an in-depth understanding of history". Three students (12.5%) from Sub-

group 3 didn�t complete this section because they were unsure about the elements of 

experiential education. 
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6.2.6 Perceived obstacles using an experiential education approach in pre-service 

training in environmental education 

The obstacles highlighted by Sub-group 1 were quite specific to experiential education 

while again Sub-group 2 and 3, with no background understanding, tended to be less 

sophisticated in their responses. Sub-group 1 identified time constraints surrounding the 

nature and structure of their teacher education programme, large class sizes and a lack 

of facilitation skills as the major obstacles. The issue with large class size was that "too 

many people can dilute the experience" thus, effecting the quality of feedback. This 

group also indicated a concern about safe learning environments and the support needed 

to encourage individuals to step outside their comfort zone. They also mentioned that an 

experiential education approach may not suit all styles of learning and therefore could 

be viewed as inappropriate, for example one student indicated that: "some students 

prefer notes rather than stepping outside their comfort zone". Two students in Sub-

group 1 did not complete this section of the questionnaire. 

 

The students in Sub-group 2 and 3 continued to provide less sophisticated responses 

due to their lack of understanding of experiential education. However, students Sub-

group 2 and 3 did mention time constraints (29%) and class size (19.3%) as major 

obstacles. Neither Sub-group 2 or 3 mentioned facilitation skills as an obstacle. They 

did identify emotional safety (12.9%) as an obstacle for students sharing ideas and 

suggested that "an openness and trust was required between students and teachers".  

Resistance from students and teachers to non-traditional methods of teaching (22.5%) 

was also viewed as an obstacle. However, a significant issue in the pre-course 

questionnaire was that 25% of students in Sub-group 2 and 3 did not identify any 

obstacles. One reason that could account for this is their lack of understanding of 

experiential education and therefore a lack of confidence to identify obstacles. 

 

Furthermore, students from Sub-group 2 and 3 tended to identify general obstacles that 

face all pre-service teacher trainees and these varied from student to student, for 

example they identified: funding (12.9%), equipment (12.9%), lack of experience 

(16.1%) and planning skills (16.1%).  
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6.2.7 The advantages of using an experiential education approach in pre-service 

training in environmental education. 

The students in Sub-group 1 identified the advantages of using experiential education 

under four headings: reflective practice (71%), having the skills and strategies to 

implement experiential education (57.1%), learning that is relevant and in-depth 

(42.8%) and providing a positive learning environment (42.8%). Two other comments 

were worth mentioning, one suggested that experiential education provided an 

interesting approach to explore learning in environmental education and the other 

comment referred to an interest in the lecturer/researcher style of teaching and learning 

and seeing it in action. 

 

Approximately a quarter of Sub-group 2 and 3 (23.3%) did not complete this section of 

the survey. However, 76.6% did write something based on their limited understanding 

of experiential education. The most common advantages identified were: that it was 

relevant learning (16%), a chance to learn about a new form of teaching (16%) and it 

was hands-on learning (16%). Others comments cited advantages as: learning with 

others, developing experiential activities, learning how to learn and sounds fun and 

interesting. The lack of understanding of experiential education in Sub-group 2 and 3 

made it difficult for them to identify any sophisticated advantages in using this 

approach in pre-service training in environmental education. 

 

6.2.8 Summary of student knowledge and understanding of environmental 

education and experiential education at the beginning of the course 

There was no significant difference between Sub-group 1, 2 and 3 in their knowledge of 

environmental education and only a minor difference between Sub group 3 and Sub-

groups 1 and 2 in their knowledge of appropriate teaching and learning strategies for 

teaching environmental education. There also was a marked consistency between all the 

Sub-groups in placing field trips and learning about the environment at 4 and 5 

respectively when ranking key statements that described their understanding of 

environmental education. The ranking of social action (3), developing awareness (2), 

and developing attitudes and values (1) was much closer, with Sub-group 1 and 2 

ranking �developing awareness� ahead of �attitudes and values�.  
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Students were not as insightful about experiential education as they were about 

environmental education.  In fact, their ability to provide sophisticated explanations of 

experiential education, identify the key elements of this approach and highlight the 

obstacles and advantages in using this approach were clearly dependant on whether they 

had completed the experiential education course prior to starting the environmental 

education course. Consequently, students in Sub-group 1 provided more sophisticated 

responses about experiential education than students in Sub-group 2 and 3. 

 

6.3 Students Practical and Experiential Knowing During the Course 

 

Students� developing understanding and knowledge during the course was recorded in a 

learning journal, a researcher diary, and from individual interviews. Data from these 

sources have been coded into three categories: (1) advantages of using experiential 

education in environmental education, (2) obstacles to and limitations of this approach, 

and (3) the identification of positive outcomes/strategies for teacher education.  

 

6.3.1  Student learning journals and researcher diary 

As explained in chapter 5, the students agreed to maintain a learning journal throughout 

the course for two reasons: to facilitate reflective feedback on their growing 

understanding of environmental education and experiential education and thus enhance 

their skills in reflective practice, and to provide data for analysis in this thesis. I 

completed my own researcher diary to identify issues related to the course, to 

participants and the method of research used in this thesis.   

 

The results presented here are drawn from the open coding of the data from thirty-four 

learning journals (7 from Sub-group 1, 6 from Sub-group 2 and 21 from Sub-group 3). 

The data from the researcher diary is merged with the student learning journal feedback 

at different times to either highlight related issues or provide alternative perspectives. 

Examples of these learning journals and the researcher diary are included in Appendix 

2. It was not possible to include all of them in the appendix due to the size and number 

of learning journals. The learning journal examples were randomly selected by a 

colleague as a representative sample of student responses.  
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The results of the analysis of the learning journals of students in the three sub-groups in 

the class are presented under the three categories that emerge from the open coding: (1) 

advantages of using experiential education in environmental education (2) obstacles to 

and limitations of this approach and (3) the identification of positive 

outcomes/strategies for teacher education. 

 

6.3.2 Advantages of using experiential education as a teaching and learning 

approach for environmental education 

 

Sub-Group 1 (7 learning journal submitted) 

 

This Sub-group of 7 students had previously completed a 20 hour course in experiential 

education and had a relatively sophisticated understanding of experiential education at 

the start of this course. 

 

The most common advantages of using experiential education as a teaching and 

learning approach for environmental education identified by Sub-group 1 related to: 

change through transformative practice, student ownership and empowerment, 

reflective practice, connection to experience through emotionally engaged learning and 

enhanced understanding through social action.   

 

The learning journal revealed that the students came to see experiential education as "an 

excellent vehicle for promoting environmental values and attitudes" helping students to 

"become more receptive to change and take responsibility for their own actions". Five 

of the seven students in this sub-group also stated that, "experiential education can help 

change attitudes and behaviours towards the environment in a positive way". 

 

Six students in Sub-group 1 identified the importance of student ownership of their 

learning as a characteristic of experiential education. For example, they noted in their 

learning journals that experiential education "helped students to take ownership of their 

projects and encouraged debate on issues", "it helped me feel strongly about ownership 

of learning experiences", "experiential education creates ownership, it is a useful tool"; 
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and ownership "empowered individuals to deal with environmental problems". Personal 

ownership was noted in the researcher diary as a key outcome of the session held at the 

beach where students built a large landscape and then debated a major environmental 

issue. It was noted that the construction of this landscape linked with a practical role-

play that explored a major environmental issue provided an emotive response that 

challenged some established attitudes and values. 

 

Four students in Sub-group 1 identified reflective practice as a characteristic of 

experiential education. For example, they noted that reflective practice "initiates 

thinking, resulting in discussion and incorporated problem solving"; "reflection 

involves thinking about how things went and how it could be done better next time"; 

and "I really liked the emphasis on reflection after experiences" as this allowed for 

"discussion of difficulties and obstacles". The researcher diary provides evidence that 

one student from this group commented that "his head hurt" after participating in the 

environmental course in sessions where reflective practice through class discussion was 

a key aspect. This comment was made in reference to having to think, be confronted 

with other views and re-construct your thoughts quickly to participate in reflective 

practice discussions.    

 

Five students in Sub-group 1 mentioned that connections made between experience and 

what they had learnt contributed to a better understanding of issues at a personal level. 

For example, experiential education "through first hand experience links the mind, the 

body and the heart" thus "learning connected to real life experiences moves to a deeper 

level of understanding, is more effective" and enables "the learner to relate to the 

environment on a personal level". Developing connections "between content and 

process" were also identified as an advantage for using experiential education in 

environmental education.  

 

Strong connections were made between the process of experiential education and the 

content outcomes of environmental education. All seven students commented on how 

the process of experiential education in some way enhanced their understanding of 

environmental issues. Extracts from the learning journals on this point indicate that they 

believed "experiential education activities demonstrated the complexity of 

environmental issues and social action" and experiential education "provided a strong 
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strategy for stimulating feelings and highlighting issues", thus "giving students a sense 

of hope and achievement". One student suggested that the process of experiential 

education can be "implemented in a stage by stage approach in which complex material 

can be broken down" reflected on before "adding new stages" and drawn "together in an 

understandable way". This process was seen as critical for engaging students in learning 

and action for the environment. The students also identified the fact that they "liked the 

high participation rate in class" because the process of experiential education "provides 

enthusiasm for both teacher and students".   

 

Student enthusiasm and motivation was attributed to the student centred learning 

approach, reflected in experiential education that allowed students to have ownership 

and responsibility for their learning. Motivation was also created through the process of 

reflective practice, which allowed students to make important learning connections at a 

personal level, thus, contributing to high-class participation. 

 

The students commented on the strong interdependence of all key advantages outline 

above. For example, they saw that connecting personal experience with reflective 

practice increased student ability to identify the complexity of environmental issues 

highlighting attitudes, values and behaviours, and that personal experience also 

increased student ownership and motivation leading to positive strategies for action. 

 

Sub-group 2 (6 learning journals submitted) 

 
The eight students in Sub-group 2 were completing experiential education and 

environmental education concurrently in the same semester and many students used the 

learning journal to write detailed reflective feedback on both courses. Although, as 

section 6.18 indicates the students in Sub group 2 had a less sophisticated 

understanding of experiential education at the start of the course, than Sub-group 1, the 

learning journal helped to correct this imbalance by the end of the course. Six members� 

of Sub-group 2 handed in learning journals at the completion of the course. These 

students were able to identify all of the advantages outlined by Sub-group 1 plus two 

more. 
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The advantages identified by Subgroup 2 were: change in attitudes and values; student 

ownership, empowerment and responsibility; reflective practice; connection to 

experience; enhanced understanding and social action; plus student-centred, 

meaningfully (emotionally engaged) learning; and the development of effective 

facilitation skills.  

 

Six students in Sub-group 2 identified that experiential education "challenges students 

attitudes, values and beliefs" by encouraging "students to take some personal 

responsibility" that leads to a "change in ideas and behaviours". Three students in this 

group specifically talked about the impact of emotional investment on attitudes and 

values. The impact of using the process of experiential education to change attitudes, 

values and behaviours was identified as an advantage by all the respondents in Sub 

group 2. 

 

Five students in Sub-group 2 identified that the experiential education process 

contributed to ownership of learning by allowing "students to have some input into 

decision-making" into course objectives and by encouraging "students to take 

responsibility for their own learning". Personal responsibility, student ownership and 

"learner input and control over the learning experience" was critical in providing a 

course "that was meaningful for students".  

 

Five students in Sub-group 2 stated that reflection was an essential element of 

experiential education and contributed to "critical thinking and testing of new ideas". 

Reflective practice was described by one student as "just so good for the soul! I don�t 

do enough". Five students indicated that the process of reflection allowed them to 

question their actions.  

 

Connecting experience to learning through reflective practice was viewed by five out of 

six students in Sub group 2 as critical in establishing an "affective learning" setting that 

focused on meaningful learning connections for students. The notion of meaningful 

connections related to student�s ability to link practical experience and prior knowledge 

to new cognitive understanding emerging from critical reflective practice. 
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The use of experiential education as an effective teaching and learning approach for 

environmental education was viewed by all students in Sub-group 2 as a positive aspect 

of the course. Four students specifically mentioned that experiential education provided 

an effective process to engage in "environmental awareness, attitudes and actions". 

 

There were two additional advantages identified by Sub group 2. The first was the 

impact of experiential education on student�s willingness to learn. The student-centred 

approach promoted in experiential education had the pre �service students using words 

like "motivational", "enthusiasm", "fun", "stimulating", "more effective" and "positive 

learning" to describe the learning environment. "The class is really responding well to 

the issues and activities we are doing in class" was one student�s perception of the 

learning environment. Another described it as "a pleasant change from �other� classes" 

and " it keeps you interested, wondering and I guess thinking". The second advantage 

was the importance of "learning effective facilitation skills". Half the student in Sub-

group 2 indicated this was an important aspect of experiential education. This 

advantage was also described as an obstacle or issue in relation to students "concern 

about being able to facilitate effectively". One student identified a list of the critical 

skills of a �good� facilitator and these included; "flexibility, prior knowledge, thinking 

on your feet, creating a safe learning environment, good time allocation, creating 

affective experiences, guiding (rather then directing) students to self-inquiry , 

encouraging self reflection, being able to learn from you mistakes, empathy, 

enthusiasm, effective listening and questioning skills and involving students in 

decision-making". 
 

Sub group 3  (21 learning journals submitted) 

 
The 21 students who submitted learning journals in Sub-group 3 had not completed the 

experiential education course and their only exposure to this approach to teaching and 

learning was through the environmental education course. As indicated in section 6.18 

the students in Sub group 3 did not have a sophisticated understanding of experiential 

education at the start of the course. 
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Six students from the Bachelor of Physical education programme while completing the 

learning journal did not write very much and show a very limited understanding of 

experiential education and environmental education, therefore limiting the quality of 

responses from Sub-group 3. However, the remaining fifteen learning journals 

demonstrate that students in Sub-group 3 were able to identify all of the advantages of 

using experiential education that were outlined by Sub-group 1 and 2. 
  

The advantages identified by Subgroup 3 were: a change in attitudes and values; 

motivational, interesting and empowering; reflective practice; connection through 

meaningful experience; being involved in social action; student-centred learning; 

holistic learning and the development of effective facilitation skills.  

 

Thirteen students in Sub-group 3 identified that the experiential education approach 

contributed to a change in student�s attitudes, values and beliefs. Examples state that 

experiential education; "fosters feelings that contribute to attitudes and values", "deals 

with attitudes and values", "has a great impact on attitudes and values" and "encouraged 

reflection on attitudes and values and challenged thinking". One student commented on 

the reflective class discussions and stated that this was "an excellent open minded 

approach where we heard different peoples attitudes and could express our own 

feelings". Furthermore, while other students didn�t specifically mention attitudes and 

values they wrote about the need to �change� and that experiential education "creates 

change" and that this approach has challenged their own ideas about teaching and 

learning. One student commented that this gave him "a real buzz" another stated that it 

"bought students to life". 

 

Twenty students in Sub-group 3 identified experiential education as motivational, 

interesting and empowering. Learning journal responses highlighted words such as; 

"interactive", "fun", "innovative", "inclusive", "inspires and motivates" and encouraged 

students to take "individual responsibility". One student�s response stated that " it seems 

critical that students are drawn into learning about the environment in a way that they 

don�t resent ( ie boring traditional teaching where they are made to listen and learn) but 

in a way that inspires them". Another student stated that; "the idea of inclusion and 

motivation to learn that was part of this class" led to " student interest, active 

participation and learning was high". There was a common thread throughout the Sub-
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group 3 journals that experiential education was empowering for teachers and learners. 

The reasons identified for motivating and empowering students were; encouraging 

student ownership, student centred learning and reflection because "this approach 

inspires and motivates a critical consciousness in students and teachers". 

 

Fourteen students in Sub-group 3 specifically identified student ownership created 

through student centred learning as a key advantage of experiential education. 

Examples from the learning journal responses indicate that students liked the "learner 

centred approach", "it was more real than learning something from a book", "it doesn�t 

discount the student�s experience and knowledge they already have", "everyone got a 

chance to contribute at different levels as much as they would like or felt like", "I was 

surprised to find that by performing tasks I was able to understand the content and 

remember it better" and I really like the supportive attitude of the people in this class. 

Involving all members of the class was an integral part of each session, activity and 

experience". However, the students indicated that using experiential education in 

environmental education "requires a positive student/teacher relationship" where 

"student centred decision making is critical and students are responsible for and have 

control over their own learning". A consistent message that emerged from Sub-group 3 

was clearly described by three students who stated "experiential education was less 

teacher centred and empowered the students more than traditional methods" because "it 

allowed for a lot of personal input and participation" and this "created student 

ownership through emotional engagement". Furthermore, "environmental education is 

more than just factual knowledge. We must reach students emotions to get them 

interested and get them feeling as well as thinking". 

  

The importance of emotional engagement also emerged through the notion of 

�meaningful learning connections� made by learners through personal validity in 

experience.   Thirteen students in Sub-group 3 described the importance of meaningful 

learning connections made during the course. Seven students mentioned the importance 

of the holistic nature of experiential education. For example; "the key is to make 

environmental education real rather than a paper creation" and "it about people�s 

interconnections with the environment � so getting kids/students interested in a fun 

way by learning through experience seems critical".  Sixteen students in Sub-group 3 

mention the strong connection between the process of experiential education in helping 
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to achieve the aims, attitudes and values, skills, knowledge and social participation 

objectives of environmental education. Examples include: "a strong link between 

experiential education and environmental education", "I see a connection between 

experiential education and environmental education issues, concepts and content", " I 

truly believe that an experiential education approach best suits environmental education 

as it addresses active personal involvement". One student wrote, " I like how 

experiential education activities really bring home the point and how pre-service 

teachers related to the activities at different levels ie the experience, the issues and their 

interest in learning this way".  
 

Fourteen students in Sub-group 3 identified reflection as a critical aspect of experiential 

education in environmental education. The students described debriefings, discussions, 

reflective journals, reflection tasks on issues, reflection on attitudes and values, and 

critical reflective thinking as essential advantages of experiential education. Examples 

of students responses state that; "reflection on the learning experience could substitute 

for actual learning, It was really interesting to see how much the group could learn 

about eco-systems from evaluating what was good and what wasn�t from our group 

activity", " I like the way experiential education encourages students to be reflective, 

nothing is fixed in concrete rather, mistakes made during experiences are seen as fuel 

for future development", "discussing and reflecting was an essential aspect after the 

experience. It was essential that we analysed experiences", "I liked the idea of students 

being involved in critiquing issues and working out ways to do things that will be 

better". Three students described how the process of reflection "fostered critical 

thinking", "opened your mind to new things" and "it personalises things and challenges 

our values and attitudes about the environment". The process of reflection also helped 

students make comments like "I need to walk the talk" and "address social change". 

 

Seven students in Sub-group 3 identified social action as a critical objective of using 

experiential education in environmental education. Student responses indicated that 

"experience, reflection/discussion and change leads to action", "taking ideas from 

everyone led to discussion and social action" and "experiential education creates 

individual responsibility, tools for change and it addresses social change" through either 

personal or group action.  
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Many of the student�s in Sub-group 3 were able to provide a sufficient understanding of 

experiential education at the end of the course to highlight the connection between 

personal experience, reflective practice and the influence this had on their attitudes, 

values and behaviours. They were also able to identify that student centred learning led 

to student ownership and this increased motivation and their willingness to engage in 

change. 
 

 

6.3.3 Issues and obstacles in using experiential education in environmental 

education 

 

The open coding of the learning journals revealed that students identified several 

obstacles and issues related to using experiential education in pre-service teacher 

training for environmental education. They attributed many of these obstacles and 

issues to the nature and scope of schooling. Thus, they refer to teachers, school students 

and schools in many of their comments. They also identified obstacles and issues 

related to using experiential education and to implementing environmental education. 

Sub group 1 

The students in Sub-group 1 identified six obstacles related to using experiential 

education in environmental education for teacher education. First, the time constraints 

of the formal structure of the teacher education curriculum left little time to implement 

experiential education approaches in College and in schools while they were on 

teaching experience. Second the lack of support from other College lecturers and 

teachers in schools was a significant factor in limiting experiential education strategies. 

Third, was a lack of facilitation skills to implement experiential education. Three, 

students noted that "a high level of facilitation skills" were needed to address critical 

issues that challenge peoples attitudes and values. The fourth issue was identified by 

two students who indicated that some students may not appreciate learning through 

experiential education because it was challenging and required students to think and 

actively participate in their learning. Fifth was the portrayal of some environmental 

issues using only experiential games and activities could appear to offer a very 

simplistic example for some students thus, limiting its effectiveness. The sixth obstacle 

identified by two students revealed a level of frustration with the mixture of student 
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backgrounds across the three sub-groups. Their frustration, was described clearly by 

one student who stated "everyone in the environmental education course needed to 

complete the experiential education first". The reason given was that "everyone would 

have been at the same point". This frustration was also noted in the researcher journal. 

The issue focused on student willingness to get on with implementing experiential 

education in environmental education without having to go back over the key concepts 

of the experiential education approach. This translated into a concern that students 

wouldn�t "learn enough about specific environmental issues to implement an 

experiential approach". 

 

Two strategies for overcoming obstacles for experiential education were identified by 

students' in Sub-group 1. The first was to "explain the benefits of experiential education 

to other tutors and teachers" and second to "set goals at small achievable levels to 

introduce experiential education" in College based courses and in schools.   

 

Sub group 2 

The students in Sub-group 2 identified three of the same obstacles related to using 

experiential education in environmental education as Sub-group 1. The three common 

obstacles were: First, "it takes time to involve students in experiential education". One 

third of Sub-group 2 referred to the time it takes to provide practical experience and the 

time it takes to facilitate the reflective practice aspect.  Second, a lack of support from 

tutors in College and teachers in schools to support experiential education approaches. 

One student described this as "banging my head against a brick wall in secondary 

schools". Third was the need "to learn more about facilitation and how to turn activities 

into meaningful learning experiences". This is mentioned by over half the students in 

Sub-group 2. 

 

The two remaining issues referred to the pressure to conform to current teaching 

strategies used in school and having the confidence to try out a new approach. One third 

of the students in this group identified the fourth obstacle, which is the pressure of "an 

exam driven curriculum and market driven attitudes" combined with "traditional 

teaching methods" that leads to a "resistance to change" in implementing both 

environmental education and experiential education. The fifth obstacle was identified 
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by one student who was concern that, "some experiential activities might backfire" on 

him.  

 

The students in sub-group 2 identified four strategies for overcoming obstacles for 

experiential education and this included the need to "be prepared to get out there on a 

limb, take risks and move away from the norm"; spend more time to "develop effective 

facilitation skills to implement experiential education"; "have students involved with 

teachers in deciding on learning objectives"; and finally "develop ideas slowly and go 

through a testing phase first".  

 

Sub-group 3 

Over half the students in Sub-group 3 identified the same three common obstacles 

related to experiential education in environmental education in teacher education as in 

Sub-group 1 and 2. The first was the "time available within current curriculum 

constraints to implement this approach" and "fitting experiential education activities 

within the limits of a tight lesson plan"; second the "schools may not permit such open 

time consuming experiences to occur because of the impact on traditional teaching and 

learning practices" and the experiential approach could cause "resistance from older 

more traditional staff" and "un-receptive students"; and third the students felt they 

needed more "personal skills to deliver effective experiential education (the skills of 

effective facilitation)". Sub-group 3 had not completed the experiential education 

course, therefore, it was understandable that they would identify the need to develop 

more personal skills. 

 

Four additional obstacles were identified by individual students and these included: first 

a "concern over experiential education being suitable for other curriculum areas"; 

second a "concern that the problem solving techniques used in experiential education 

cannot be tested or examined"; third some "students may abuse the freedom this 

approach gives to teaching and learning by encouraging group-work and co-operative 

learning"; fourth an "over reliance on experiential education could lead to a lack in 

other important areas, for example, a good base of knowledge through research and 

information gathering". 
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Students in Sub-group 3 identified four strategies for overcoming obstacles for 

experiential education in environmental education in teacher education. The first 

strategy involved establishing cooperative discussion groups and "asking questions of 

teaching peers, other members of education community" and also "students to highlight 

how they best learn" to help implement experiential education. The second involved 

"careful planning so I won�t fall into the same mould as older teachers" and "build up 

over time and use small changes to introduce experiential education". The second 

strategy also included developing a "student centred approach" to learning 

cooperatively between the teacher and learners. The third involved "finding areas of the 

curriculum that are applicable for using experiential education" and environmental 

education was mentioned as an example". Students also suggested that they "needed to 

be flexible and adapt (experiential education) strategies to meet the needs and 

objectives" of different teaching areas. The fourth strategy was "advocating for (in-

service) experiential education courses for teachers" so people could continue their 

professional development. 

 

6.3.4 Positive outcomes/strategies for teacher education 

 

Sub-group 1 

Students in Sub group 1 reported that experiential education had contributed to their 

professional growth as teachers.  Five students mentioned that they wanted to lean more 

about experiential learning. Their reasons included: "this approach has motivated me to 

come to class", "I can�t wait for the opportunity to open minds", "I want to empower 

students to act", "this involves real life strategies that students can use to action real 

change" and "I want to make a difference to teaching and learning for environmental 

education". 

 

Another outcome was that students had made a connection between experiential 

education and other curriculum areas, and now believed that experiential education was 

an effective approach to use across the curriculum. This led to statements like "I�m 

going to sell experiential education by showing how it works" and "I hope I will be able 
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to educate my colleagues and that I might be able to gain some support to promote a 

whole school approach to environmental education".  

 

Sub-group 2 

The students in Sub group 2 identified the same positive outcomes in using an 

experiential education approach as Sub-group 1. They stated that the experiential 

education approach had contributed to their professional growth as teachers and their 

reasons included; increased "emotional investment", "challenged my attitudes and 

values",  "encouraged group work", linked "indoor and outdoor" learning experiences 

and helped develop "self awareness through self and peer feedback". They also stated 

that they wanted to be able to "incorporate experiential education into (their) teaching 

strategies" because "it�s good all round, valuable and stimulating for the students and 

teachers". One student indicated that the experiential education approach "challenged 

the �market school� philosophy towards education and stimulated free critical inquiry 

necessary for education �for� the environment". Four students reflected statements that 

indicated that they wanted to use teaching and learning approaches in schools that 

encouraged their own students to think about how they learn, not just what they learn. 

They referred to the "process of learning" and "learning to learn" as critical aspects of 

effective teaching and learning.  

 

Sub-group 3 

The students in Sub-group 3 identified similar outcomes in using an experiential 

education approach in teacher education as Sub-group 1 and 2. Furthermore, they 

included that they wanted to learn more about experiential learning because they had 

not participated in any experiential education course and three students specifically 

mentioned personal growth.  

 

Fourteen students stated that they wanted to use experiential learning strategies in other 

curriculum areas. Learning journals comments stated that: "experiential education could 

be incorporated into a number of different subject areas", I can use this approach 

(experiential education) in other curriculum areas" and there is "potential to use 

experiential education in other curriculum areas".  
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Eight students mentioned the need to introduce environmental education in schools. For 

example: "I would like to cultivate a positive approach to environmental education in 

my school/community", "I want to incorporate environmental education into other 

subjects", "this course has enthused me about environmental education and makes it 

real, fun and positive" and "I am going to facilitate environmental awareness in school 

through reflection in action". 

 

Eight students also suggested that they would like to learn more about experiential 

learning techniques. For example students stated that they wanted to; "take a greater 

interest in experiential education methods", "I now want to learn more about how to 

include/incorporate experiential education into my classroom teaching", I�m going to 

re-evaluate my teaching strategies after this course", "I�m going to take the experiential 

education paper at the Christchurch College of Education in block 4", " I don�t feel 

prepared to teach using experiential education I need more practice using this 

approach", " the course was too short I need more depth",  and "I want to learn more 

about interdisciplinary cross curricular teaching and planning strategies".  

 

Four students in sub-group 3 identified personal growth in participating in this course 

and their statements follow: "through this experience I hope I will listen more to other 

people�s opinions", "I know have a commitment to continue to participate in personal 

social action", " I need to become more reflective, good and bad" and  "I want to 

become more reflective in my own learning and continually build on developing these 

skills". 

 

6.3.5 Individual interviews 

Fourteen individual interviews provided an in-depth snapshot of students thinking, 

understanding, and concerns about experiential education as a teaching and learning 

approach for environmental education. The fourteen students (acting as co-researchers) 

were all volunteers. Three students interviews represent Sub-group 1, five student 

interviews represent Sub-group 2 and six student interviews represent Sub-group 3. The 

results are summarised below under the key interview questions in each sub-group.  The 

transcripts of all fourteen interviews are included in Appendix 4. 
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Sub-group 1 

What are some of the key things that you have learnt from the environmental education 

course?  

Responses referred to "the student-centred approach" to get "students interested in 

ecosystems rather than giving it (information) as written theory". They described that 

by "actually experiencing it" it was "more emotive". They also acknowledged the 

"interdisciplinary" and "whole school approach" to environmental education. One 

student specifically referred to "learning ideas from other people, sharing" and 

understanding "what other people think". 
 

What importance has the experiential teaching and learning component of the course 

had on you own learning, and what have been the highlights for you as a pre-service 

teacher? 

Students identified "reflection on learning activities during the experiences and during 

the course and being able to apply this later in the course" as important. They stated that 

the student-centred approach and "ownership of learning" while involving risks was 

essential and helped students "make connections to their own personal lives" and the 

learning was more realistic. Furthermore, student understanding was enhanced by 

"modelling certain issues or ecosystems" in practical experience. 

 

How does the experiential education approach meet the aims and objectives of 

environmental education?  

Student "problem solving", "getting people to think critically" and reaching "people�s 

inner values, attitudes and feelings rather than just purely using the mind" were 

identified as essential contributions to environmental education. The students also 

identified "individual responsibility" and "personal change" as essential components of 

action for the environment.    
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What are some of the critical issues associated with using an experiential approach? 

One student described experiential education as "an activities based approach with 

students experiencing learning through prior knowledge, students taking control of their 

learning, taking responsibility, teachers letting go and being more of a facilitator. 

Making your lessons as interesting and innovative as possible, getting kids really 

interested".  Students identified that it required "the facilitator and learner to have a 

certain relationship" base on "a fair amount of trust and responsibility".  

 

Two students mention that experiential education was about getting students thinking 

more. One student stated "a lot of students find taking hold of their own learning a bit 

frightening. A lot of students tend to like getting notes and not having to think very 

much. I�ve had this experience with my section. I personally think that students should 

think more and be in control of their own learning. Also the school system is set up so 

students are spoon fed and just given notes and not given control of their own learning 

perhaps because of time constraints it�s much easier to do that. And it�s very hard to try 

and change that I tried to change that and it�s very hard. Some students enjoyed it but a 

lot of students found it hard to seek solutions and participate in activities and try and 

problem solve". 

 

The students also mention they did not "want to go into schools and start stepping on 

toes" by using different techniques because they valued the support of other staff. One 

student suggested that it would be important to "warm kids up slowly" by "easing them 

into it (experiential education)". Another student stated that they "actually prefer this 

approach, but sometimes it�s very hard to adopt that approach in schools". 

 

What values and beliefs form your assumptions about experiential learning?  

The students all stated that it helped them realise that "it worked" for them as learners. 

They referred to the "impact it had on people", the "stimulation" of being actively 

engaged and having to take "responsibility for learning and not just unquestioningly 

accept what the person up front says as a truth". One student referred to the teacher�s 

role as that of a facilitator who helps students to connect with prior knowledge and 

engage in problem solving.  
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How has the experiential approach to learning impacted on your professional 

development as a teacher of environmental education this year? 

The students all indicated that it had affected how they would teach in the future and 

that they had gained new skills. One student stated "I have attempted to devise lessons 

and learning activities which use experiential methods". However, the student�s realised 

that experiential education was one method and it was also effective to use other 

methods/approaches as well. "I�d like to incorporate experiential education into 

teaching environmental education as much as I can but I do believe I�d like to have a 

balance, you can�t do experiential education every day" was one students response. 

 

What teaching and learning techniques employed in the environmental education 

course have you tried with your peers at College? 

Two students indicated that they had used activities from the environmental education 

course in science and biology classes and field trips. They both commented that it was 

"really good, a lot of students like it (experiential learning) and it seemed to work". 

However one student commented that other students didn�t always like "working in 

groups". The other student commented that students in her class were concerned that 

"they hadn�t been exposed" to this approach in other classes in College. 

   

What changes are you going to make to your own teaching and learning strategies as a 

teacher/facilitator of environmental education as a consequence of completing this 

course? 

The students all mentioned using more "experiential education activities", using a 

positive approach that actively involves students in "doing something about it 

(environment)" and "emphasising education for the environment". Two mentioned the 

need to involve students more in class decision-making and the importance of 

"reflection on activities". One student stated, "I think if you debrief at the end of an 

activity and you discuss what you�ve learnt, and how you felt during this activity, your 

sort of sharing how people feel.  Different people are going to have different feelings, 

so you ask questions like why did you feel that way, or how come you have this 

attitude? I guess it�s the exposure to different people�s feelings through the debriefing 

process. I think it�s important, you do the activity but without the process of looking at 
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what they just did or how they felt and what they learnt, they might not come away and 

process what they�ve just done".  

 

What conditions would you like to see change at College, in schools or the wider 

community as a direct result of your participation in this course? 

 

The students mention the need for the College to "become more environmentally 

friendly" and model appropriate sustainable practices. Two students mentioned the need 

for environmental education to gain more status in the College programme and for it to 

become part of the core curriculum in schools. Another mentioned that experiential 

education should be more "accessible" and students should be "more aware that it�s 

available".  This student also commented that "I�m not sure people know what it�s 

about, or aware of the strategies and processes it (experiential education) incorporates", 

"They don�t realise they�re missing out". 
 

Sub-group 2 

Five students from Sub-group 2 volunteered to participate in individual interviews. The 

following results (statements and ideas) represent their thoughts under each of the key 

interview questions. 
 

What are some of the key things that you have learnt from the environmental education 

course? 

The student�s responses identified an increased "awareness" about education "for the 

environment" and action oriented learning. The students referred to "hands on 

experience", being "involved in the community", "how we action what we are going to 

do" and "encouraging students to act" in describing the process of engaging participants 

in their learning. Three students identified the importance of environmental education 

as "cross curricular learning". One student stated it has the "potential to be brought 

across into many subjects". Three students commented on the appropriateness of using 

experiential education as a learning process. "It�s the connection with experiential 

education that�s quite profound for me" and, "you can use experiential education very 
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well �by having students engage in hands-on experience using the environment as a 

source".  

 

What importance has the experiential teaching and learning component of the course 

had on you own learning, and what have been the highlights for you as a pre-service 

teacher? 

All five students identified that experiential education had an impact on their learning. 

The students used words like "dramatic", "great deal", "greater awareness", "a lot more 

by doing things", "I had so much fun" and "I found it a really good way to learn 

myself." Four students responded in great detail. One student stated that: "It�s being 

able to experience it and become involved in it, and part of the whole issue, the whole 

situation is quite a rewarding thing." Another student stated "It�s almost as if it�s a 

double shot at learning, you get the learning of whatever you�re doing, but also with 

that, once facilitated and debriefed all these skills emerge. So for me in my experience 

it has been the facilitation, the communication skills, your listening skills, the group 

work that�s going on whilst the experiential process is going on". The third student 

stated "I came through a system where it was all very much teacher directed and I think 

for my own education that perhaps this wasn�t the right way. So I�ve certainly 

discovered for myself a lot, an alternative way of approaching my teaching style. I 

certainly want to work with it a lot more and discover it a lot more and certainly try my 

best to incorporate it into my classroom. I know it�s going to be really hard initially, but 

I�m going to give it my best shot and really try and work with it". The fourth student 

stated "I even find myself thinking about it at home and I hear myself asking my friends 

�well what did you learn from that experience?�� I have always thought that the 

process was more important than the content �this has just reinforced this for me". 

 

How does the experiential education approach meet the aims and objectives of 

environmental education? 

The students identified "problem solving", "connection with the learning environment", 

"taking responsibility" and "using prior knowledge" as key elements in meeting the 

aims and objectives of environmental education. Three students identified that 

experiential education helped meet the aims and objectives of environmental education 
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by "critically challenging" participants through engaging them in "reflection" and 

"social change�. One student specifically mentioned "essential skills" and the 

importance of "emotional investment" impacting on attitudes and values. Another 

student mentioned the importance of creating student "ownership" and establishing 

"essential skills �to become socially active".  

 

What are some of the critical issues associated with using an experiential approach? 

One student described the need to have appropriate facilitation skills. "I think for it to 

work you need to be very skilled in that area. The whole process or experience has to 

have meaning for the students and if you don�t facilitate it that well, guide it, then 

obviously the whole learning process isn�t going to happen, so the whole point of 

experiential education isn�t going to be as good as it could be". 

 

Four students were concerned about "taking the risk in using student-centred learning", 

"this goes completely against some of the learning settings I�ve come across" in 

schools, " maybe using experiential education too much, portraying the idea of using 

this all the time" and " as beginning teachers fitting it into the school system (this is 

difficult)� it needs to be done properly" to gain the support of other teachers. 

 

What values and beliefs form your assumptions about experiential learning? 

All the students commented on the importance of learning through experience and the 

enjoyment they gained from this approach. "Debriefing" was seen as critical by two 

students because it helped your think and this led to "taking responsibility for your 

actions and that�s where change is hopefully going to happen". 

 

One student stated that "my schooling was a blur, nothing seemed to have happened, I 

wasn�t engaged let al.one challenged and I wasn�t interested in being engaged" � 

however the experiential approach is a "hands on approach where I�d be challenged, 

stimulated, made to think about something that affected me, would have engaged me 

and I think would have given me the inner motivation to want to learn".  
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How has the experiential approach to learning impacted on your professional 

development as a teacher of environmental education this year? 

The student used statements like "hugely and cautiously", "a great deal", �realising that 

it was right for me" and "it�s had a major impact on me". "Hugely and cautiously" 

refers respectively to the impact on their own learning and to the concern about 

implementing something perceived to be radical in your first years teaching. The "major 

impact" identified by one student was the importance of completing the learning 

journal. This "helped me process (the learning) � a bit deeper". 

 

Four students identified that they gained ideas on how to engage students by grounding 

learning in experience/practical activities. One student stated that this gave them a 

"chance to stimulate students and to challenge their values and beliefs (and) would get 

them thinking". Another student stated, "experiential education goes through a process 

which sort of echoes and speaks of the kind of things you�re trying to do in 

environmental education". This referred to connecting students to their learning through 

reflective practice and challenging their attitudes and values. 

 

Debriefing had an impact professionally on four students with one student stating that 

they gained "more confidence in knowing that it�s not only going to be a good learning 

experience for me (teacher), it is for the kids as well". Debriefing through critical 

reflection was viewed by one student as an essential aspect of experiential education 

because it helped to "make meaning" and identify "where to go from here with what 

you have learnt". 

 

What teaching and learning techniques employed in the environmental education 

course have you tried with your peers at College? 

Three students indicated that they had used experiential education in other College 

courses. One student stated that participants developed  "greater awareness of what was 

going on". Another student indicated that he had used experiential education in health 

education and indicated that, "the holistic models fits well with health education". The 

third student used experiential education in social studies and stated it "worked really 

well".  
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One student indicated that they didn�t get a chance to introduce new ideas because 

"some people (tutors) are very much trying to teach us how to do things" and "it 

depends quite a lot on who�s taking the class". Another student who didn�t have the 

opportunity at College was able to use experiential education during their teaching 

section. I used experiential education "on section with my class, the sand models were 

fantastic. The feedback from my class "was at the top of their list as well as the 

activities they enjoyed the most". 

 

What changes are you going to make to your own teaching and learning strategies as a 

teacher/facilitator of environmental education as a consequence of completing this 

course? 

All the students in Sub-group 2 identified that they would like to introduce a more 

student centred classroom where participants had "more choice, more input" and were 

involved actively in "decision making". One student stated that this would "make the 

kids more responsible for their learning" and the "kids would understand what was 

going on". Another student stated that they wanted to be "more flexible" in their use of 

teaching and learning approaches, and they wanted to include more "choice" for 

students and engage in "reflection". 

 

One student indicated that input from the students "relates it (learning) back to their 

own values" and as a consequence it will "challenge their own thoughts".  

Another student stated that experiential education "affected (students) core values with 

regard to the environment". Thus, consultation with students and involving them more 

in the learning process was viewed as important especially for developing positive 

attitudes and values and environmental decision-making.  

  

What conditions would you like to see change at College, in schools or the wider 

community as a direct result of your participation in this course? 

One student commented that they would like to see the College of education model 

better environmental practices by engaging students more in social action. 
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Two students recommended that other students needed to go through the course because 

"it�s (experiential education) definitely something that can be used in every curriculum 

area". One of the student stated, "I�d like to see a lot of other subjects take on the idea 

of using the experiential approach. This has been the only class I�ve been in where 

we�ve got the opportunity to have a go at doing these things. I�d get a lot out of 

professional studies if there was a component in there which allowed you to get out and 

do it. Other subjects � (are) classroom based and there doesn�t seem to be much room 

for any sort of varied approach. They seem fairly set in their ways".  

 

Important additional information 

The students in Sub-group 2 also identified additional information that reflected their 

understanding and concerns about experiential education in environmental education. 

All the students mentioned facilitation during their responses to the interview questions. 

Effective facilitation skills were seen as critical to implementing experiential education 

in environmental education. One student described facilitation as "nurturing and 

creating a safe environment" and followed this up by stating that they "wanted to do 

that". However, there was a concern about using a facilitation-style in schools and how 

this could be perceived by other teachers. 

  

The course also contributed to personal learning outcomes and the following statements 

reflect two students� views. "It�s really helped me in my own self discovery, really 

found myself getting out other books and doing a lot of further reading" and "I think a 

total radical reorganisation of what is important in terms of education" is required "in 

terms of what we do as teachers".  

 

Sub-group3 

The students in sub-group 3 had not completed the experiential education course 

therefore were unable to provide the same sophisticated responses as Sub-groups 1 and 

2. The responses of the six students interviewed in Sub-group 3 are outlined under the 

key interview questions.  
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What are some of the key things that you have learnt from the environmental education 

course? 

Four students gave simplistic responses stating that; "you have to make students change 

their values to act on their awareness"; there is "a movement of people that supports 

environmental education"; and "a network of people involved in the field". "I�ve learnt 

how to deliver environmental education relevant to the school system and how I would 

like it to be" and "as well as increasing my knowledge about environmental education 

I�ve learnt that experiential education is a really good tool". Two of these students 

mentioned the importance of using experiential education strategies. One of the four 

students indicated that: "there were some parts of the course I found a little difficult, 

because I was begging for more depth and more detail" (in experiential education). 

 

Two students gave more sophisticated answers. One describing that "the major element 

was different methods of teaching, as opposed to sitting around talking, a lot more 

interactive activities than I�ve been exposed to which has been interesting to see how 

that can be done". The student followed this up by stating: "it seems the course has been 

about educating us to educate about the environment". The second student talked about 

the "whole school approach" to environmental education and, the "holisitic attitude 

towards it" through experiential education. Furthermore, the student commented on the 

importance of placing "abstract ideas" into activities to allow participants to "actually 

picture and see" how things work. Both the students who gave the more sophisticated 

responses have a background in outdoor education and were familiar with some of the 

concepts of experiential learning.   

 

What importance has the experiential teaching and learning component of the course 

had on you own learning, and what have been the highlights for you as a pre-service 

teacher? 

One student stated "I don�t think it�s had much impact on my own learning but I can see 

where it can be useful in the classroom". This student suggested it was okay to use with 

students but not something they thought was important to model for themselves. 

 

Five students indicated that the experiential component had been a highlight for them. 

The following statements provide the reasons why: 
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• "I�ve learnt about impacts and how humans have modified the environment to suit 

their own needs. I think my own personal education with the environment has been 

beneficial".  

• "It�s had a big impact because I�ve already sussed out quite strongly what kind of 

teacher I�m not and that�s a chalk and talk sort of person" 

• "Quite a lot. In that being a student doing experiential activities in an environmental 

education context has shown me that I can do those activities as someone who is not 

the most physically able person and who sort of shies away from the outdoorsy 

stuff". 

• "Importance has been huge. I think the whole school system scares me because I 

don�t necessarily think it�s been effective" Important things for me about 

experiential education in environmental education are " it is innovative, creates 

energy, and uses experience as a tool". 

• "It�s really been the main part of the course for me. I�ve never seen an experiential 

approach before. I�ve learnt a lot of valuable skills from it because it just adds 

another dimension to teaching. Personally in the past I have done quite well by 

reading and writing, very traditional methods of learning, and if I hadn�t been 

shown anything else, I would probably have continued to do that with my students 

because you do what you know, I suppose. It�s good to see another approach that 

will be valuable to use because everyone works differently. What works well for me 

may not work well for other people. I think experiential education won�t work well 

for everyone, but it�ll work well for some people, so it should be a component for 

the course. I think it�s been very useful".  
 

How does the experiential education approach meet the aims and objectives of 

environmental education? 

This question received a limited response from students. One student stated that 

experiential education met the aims and objectives of environmental education through 

"developing ownership", engaging "emotions", "critical thinking" and creating  

"interest". Another student indicated that "it (experiential education) focuses too much 

on the physical stuff and not enough on the other bits but, I think the potential of using 

experiential education in environmental education is huge especially the social action 

aspect and reflection that recognises prior knowledge". 
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A third student suggested: "it (experiential education) incorporates a holistic approach" 

and addresses "essential skills that gets people thinking". A fourth student indicated it 

was about "changing values" and they referred to the beach activity as an example. One 

further response from a student suggested that they "struggled to see how you could 

introduce people into environmental education without experiential learning" because 

they believed that experiential education "addressed the aims and objectives of 

environmental education by inspiring people and creating interest by 

showing/experiencing what it�s all about". 

 

What are some of the critical issues associated with using an experiential approach? 

Three students mentioned that experiential education "takes time" to implement and this 

is a concern when teachers have to meet specific "curriculum objectives". One student 

indicated that experiential education is "so emotive � you are dealing with real issues, 

this could cause problems" in managing some students. Another student was concerned 

about "changing peoples attitudes and values. I�m happy about giving them knowledge 

and awareness but I�m not sure about focusing on attitudes and values. As a facilitator 

you�re guiding students, it�s a very emotional way of learning. It�s quite hard for the 

facilitator to stay neutral". 

 

One female student was concerned about "how many women are involved in 

experiential education. I am concerned about the gender roles. It is extremely 

challenging to let everyone have their input and have their experiences (deemed) valid 

in an environment where men often get a lot of air time". 

 

Two students indicated that they where concerned that teachers didn�t "just deliver the 

experience without the discussion (reflection)"aspect.  Two more students where 

concerned about the "opposition from associate teachers who are very traditional in 

their approach to teaching and learning" and students who are hesitant to get out there 

and do it (experiential education)" especially "Asian students who prefer a more formal 

approach." 
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What values and beliefs form your assumptions about experiential learning? 

The assumptions that guided the six students in Sub-group 3 reflected such things as 

"having fun" and being "active rather than a passive watcher, listener, and learner." One 

student stated that "meeting different student�s learning styles" was critical. Other 

students stated such things as: 

• "It is hands on learning and using practical activities to explore abstract concepts." 

• "It explores the concepts of justice and equity leading on to critical thinking for 

social action." 

• "It�s about using a process the encourages change." 

 

The concepts of �change� being an �active� learner and engaging in �social action� were 

the most common values and beliefs that guided their assumptions/ understanding of 

experiential education.  
 

How has the experiential approach to learning impacted on your professional 

development as a teacher of environmental education this year? 

One student responded by stating that experiential education in environmental 

education reinforces the fact that we need to "deal with all the different needs (of 

students), and different ways of teaching instead of just the whiteboard. I want to use a 

lot more role plays as a teacher - it�s transformational, it�s inspired me to get out there 

and do it". 
 

Two students indicated that they intended to use experiential education in other subjects 

and it had given them "more ideas on how to teach in a more fun and interesting way". 

Another student stated that they were pleased to see "that teaching can be interactive 

and enjoyable for both parties". 
 

One student gave a detailed response that indicated it had given her a label "to put to 

things I would normally have done in the class but I wouldn�t have been able to label 

them. And it�s given me something I can use to justify using those things. So getting 

students to be as open as they want to be, engaging their emotions, engaging their 

minds, engaging their spirituality if they want to deal in that sort of realm. Experiential 

learning has given me that label. I can say this is all part of this teaching methodology 
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and way of teaching and it�s okay and it�s been approved and it�s part of the mainstream 

now. You don�t have to be scared or frightened by it. And I think particularly that will 

be a useful tactic to employ with your Head of Department or with your principal- look 

they teach it at the Christchurch College of Education, it�s not scary, I�m not trying to 

subvert the authority of the school or whatever". 
 

What teaching and learning techniques employed in the environmental education 

course have you tried with your peers at College? 

One student indicated that he had used one of the experiential education activities 

related to ecosystems in his professional studies class. The comments he received from 

his peers were "that�s just brilliant", "that�s fantastic". He believed they "really enjoyed 

the experience" and were "receptive". Another student commented on using appropriate 

"group skills to help other students learn from each other". Three students did not reply 

to this question and indicated that they had no opportunities. 

What changes are you going to make to your own teaching and learning strategies as a 

teacher/facilitator of environmental education as a consequence of completing this 

course? 

Four students focused on changing the way they teach by adopting many of the key 

strategies of experiential education. Individual students identified such things as: using 

"experiential learning as well as abstract learning to get a more in-depth and insightful 

learning experience", "involving the students in taking more responsibility, less teacher 

centred learning and more student-centred learning"," being able to do a lot more group 

work � and use more activities" that engage students "emotionally" to understand "the 

embodiment of knowledge" and "I want to change to a more facilitator style of teaching 

and weave experiential education and environmental education into social studies and 

geography". One student identified that to adopt many of these strategies requires the 

teacher and students to establish a "safe" learning environment that allows students to 

become "emotionally" engaged. 

 

One student focused on environmental education and suggested that they wanted "to see 

a whole school approach to environmental education" and believed it should be 

integrated into different subjects. This student was going to include more environmental 

education in outdoor education and physical education. 
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What conditions would you like to see change at College, in schools or the wider 

community as a direct result of your participation in this course? 

Three students commented on the need for more opportunities to experience different 

approaches to teaching and learning at College. One student stated that there needed to 

be more "debate on effective teaching and learning approaches" while another student 

stated that more tutors should respect the experiential education approach and not see it 

as "goofing off". The third student suggested that respecting other approaches would 

develop a "a greater sense of community and participation in learning". 

 

Four students indicated that they would like to see the College implement better 

environmental practices and model what was being taught in the curriculum 

programme. They mentioned things like recycling and developing an environmental 

policy.  

Important additional information 

One student stated: "I don�t think it�s been a course on learning environmental 

education - it�s been a course learning how to teach environmental education". This 

comment reflected the view of three students in this group, some worried that they 

needed more information on the environment rather than learning how to use effective 

strategies for teaching environmental education. However, another student suggested 

more time was need hence, the course should be longer to address teaching and learning 

approaches and focus on specific issues. Twenty hours was not considered enough time 

to do justice to this course. Despite this five students indicated that they were keen to 

implement environmental education into a school programme and four students 

specifically mentioned the impact of using experiential education strategies in other 

subject areas.  

 

Two students commented that they had found the course hard because they had not 

completed the experiential education course, it made them "think" and one student 

found "talking and writing about their feelings" difficult. Another student stated that the 

class was over-crowded (40 students) "but it was also wonderful to see so many people 

with so much passion and that was really exhilarating". The overcrowding issues 
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limited some student�s ability to "get involved" in some discussions and this extended 

the time it took to create trust and a safe learning environment.  

 

The most significant issue was the impact that experiential education in environmental 

education had in such a short time on the students in Sub-group 3. They all felt their 

participation had been beneficial in terms of experiencing a new teaching and learning 

approach and in gaining a new insight into environmental education. 

 

6.3.6  Summary of experiences of students during the course as seen  in two data 

instruments. 

1a. Summary of the learning journals 

The learning journals highlighted an interesting trend in student perceptions of 

experiential education during the course. The pre-course summary indicated that Sub-

group 2 had a less sophisticated understanding of experiential education than Sub-group 

1 prior to the environmental education course starting. However this was reversed 

during the course as Sub-group 2 completed both experiential education and 

environmental education concurrently. Both Sub-groups 1 and 2 clearly identified a 

sophisticated understanding of the key elements of experiential education. They 

identified: change through transformative practice, student ownership of learning, 

personal empowerment, reflective practice, connected to experience and emotionally 

engaged learning leading to social action as key elements of the course. They also 

identified that experiencing all these elements contributed to a change in their attitudes 

and values towards the environment and to their role as a teacher. In addition Sub-group 

2 added two further points not mentioned by Sub-group 1. These included the impact of 

experiential education on student�s willingness to learn and the importance of learning 

effective facilitation skills. Sub-group 3 students had not completed the experiential 

education course and many had not completed a learning journal before hence, six 

students from the BEd programme struggle to complete all sections of the journal. 

However, the remaining fifteen students completed the journal and managed to identify 

all of the advantages outlined by Sub-groups 1 and 2 but in a less sophisticated way. 

Participation in the course certainly had an impact on the students in Sub-group 3 and 

many of them described how the course had either changed their perceptions of 
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teaching and learning or provided them with another strategy to add to their range of 

approaches. 

 

However, when it came to identifying the obstacles to using experiential education in 

environmental education. Sub-group 3 identified more issues regarding how they could 

use it. Sub-groups 1 and 2 identified three common issues: the time it takes to engage in 

experiential education; acceptance of and support for this approach in schools; and the 

need for more effective facilitation skills to guide reflection. However, Sub-group 3 

identified all of these and in addition how you use experiential education in other 

subjects, how you test or assess environmental outcomes through an experiential 

education approach and a concern over the need for knowledge through research and 

information gathering. Their responses reflected a lack of understanding and knowledge 

of how to use experiential education. 

 

1b Individual interviews 

The individual interviews reflected the learning journal responses in relation to using 

experiential education in environmental education for teacher education. There is a 

strong correlation between the interview responses from students in Sub-groups 1, 2 

and 3 to the comments in their learning journals. The key elements to emerge included 

critical reflection practice through debriefing to make meaning; student centred learning 

linked to ownership of learning and taking responsibility; the importance of experience 

and connection with the environment; and emotionally engaged learning and a chance 

to stimulate and challenge attitudes and values.  

 

Additional aspects to emerge from Sub-groups 1, 2 and 3 include the notion of 

"thinking critically" and "critically challenging" experiences; the need for the facilitator 

and the students to have a relationship based on trust, responsibility and nurturing was 

put forward by a third of the students interviewed. The students also noted that learning 

was fun, students felt motivated and the experiential education approach had a positive 

impact on individuals as learners.  

 

The overall comments from the individual interviews indicated that experiential 

education was an effective and enjoyable way to learn in environmental education and 
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radically different from other experiences at College. However, the student�s identified 

that experiential education was one method within a range of teaching and learning 

approaches that should be considered for environmental education. 

 

The main obstacles identified by Sub-groups 1 and 2 were concerns that experiential 

education "goes completely against some of the learning settings I�ve come across in 

schools" and the need for experiential education "to be done properly to gain the 

support of other teachers".   

 

Sub-group 3 individual interviews were similar but less sophisticated when compared 

with Sub-groups 1and 2 however, they identified: developing ownership of learning; 

engaging emotions; critical thinking that challenges values; student-centred learning; 

and creating interest as key elements of experiential education. They also highlighted 

the concepts of �change�, �active learning� and �social action� as the most critical 

outcomes of experiential education. One student from Sub-group 3 reported that 

experiential education was "transformational, it�s inspired me to get out there and do 

it". The only difference between Sub-group 3 and Sub-groups 1 and 2 were three 

student�s concerns over the emotive aspect of experiential education and the role of 

women. The emotive aspect referred to beginning teachers having the skills to deal with 

the challenge of incorporating a critical pedagogy to address �real� values, attitudes and 

behaviours. The second was a concern about the gender roles of women and their 

ability "to input and have their experience deemed valid in an environment where men 

often get a lot of air time".  

 

6.4 Students Reflective Propositional Knowing at the End of the Course  

 

This phase presents an analysis of student�s responses at the completion of the 

environmental education course. Two data gathering methods were used in this phase of 

the study; the post-course questionnaire and the group interviews. A copy of the post-

course questionnaire and an outline of the group interview questions are in Appendix 7 

and 4 respectively. 
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6.4.1 Post-course Questionnaire 

The post-course questionnaire was used to explore students� understandings of 

environmental education and experiential education after they completed the 

environmental education course. Thirty-two questionnaires were completed at the end 

of the course. Examples of the questionnaire and student responses are included in 

Appendix 7.  
 

The results presented in the post-course questionnaire focus on the same seven themes 

analysed in the pre-course questionnaire (Section 6.1). 

 

6.4.2 Student�s knowledge of environmental education 

The seven students in Sub group 1 collectively ranked their knowledge of 

environmental education after the course at 3.6 on a scale of 1-5 (see Figure 6-4). This 

result showed a significant shift from 2.7 in the pre-course questionnaire. All the 

students in this Sub-group 1 indicated that they had achieved many if not all their aims 

and objectives. They identified developing "personal philosophies for teaching 

environmental education", "implementation" skills, "positive approaches", "action skills 

for environmental education " and cross �curricular perspectives as key objectives. 

However, two students mentioned that they wanted more information on key 

environmental issues. This was a noted in the researcher journal and was grounded in a 

wider issue regarding the length of the course.   

 

The six students in Sub-group 2 ranked their knowledge of environmental education 

after the course at 3.3 on a scale of 1-5. This result showed a shift from 2.5 in the pre-

course questionnaire (see Figure 6-4). The students identified that they gained new 

ideas and knowledge about environmental education. The students used statements like 

"inspired me to take action", "more in-depth understanding", "good ideas about what 

environmental education involves", "picked up a lot and now have a better awareness" 

and "shown me how to implement environmental education".  One student mentioned 

that while the course certainly met their aims and objectives there was some 

"confusion" participating in experiential education and environmental education 

concurrently. The issue regarding taking both courses concurrently was mentioned by 

other students at different times and was noted in the researcher journal.  
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Figure 6-4 Post-course knowledge of environmental education 

 

The nineteen students in Sub-group 3 ranked their knowledge of environmental 

education after the course at 3.18 on a scale of 1-5. This result showed a shift from 2.4 

in the pre-course questionnaire (see Figure 6-4). Twelve students in Sub-group 3 stated 

that all their main objectives for taking the course had been met. The remaining seven 

students identified specific objectives. Specific comments from students in Sub-group 3 

identified that they had a "more in depth understanding of environmental education" 

more "awareness" of environmental issues, they understood how to "develop 

environmental education programmes" and gained "new insight into teaching 

environmental education". Eighteen students in Sub-group 3 identified a better 

understanding of implementing "social action skills" ten students gained better  

"awareness of environmental issues", nine students mentioned an increased 
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understanding regarding the importance of developing "positive attitudes and values 

towards the environment".  

 

6.4.3 Students knowledge of appropriate teaching and learning for EE 

The students in Sub-group 1 ranked their knowledge (collectively) of the most 

appropriate teaching and learning strategies for environmental education at 3.64 on a 

scale of 1-5 (see figure 6-5). This showed a major shift from ranking their knowledge at 

2.2 in the pre-course survey. Written responses from the seven students in Sub-group 1 

identified that students had gained "practical experiential teaching and learning 

strategies", "ideas for teaching environmental education" , "useful strategies for creating 

a feeling of responsibility and empowerment" and "implementation skills". They also 

mention how effective experiential learning was in meeting the aims and objectives of 

environmental education. 
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Figure 6-5 Post course students knowledge of appropriate teaching and learning 
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The students in Sub-group 2 ranked their knowledge of the most appropriate teaching 

and learning strategies for environmental education at 3.6 on a scale of 1-5 (Figure 6-5). 

This shows a major shift from the 2.5 ranking outlined in the pre-course survey. All six 

students identified that they gained new knowledge and a range of strategies to 

implement environmental education. They all mentioned strategies directly related to 

experiential education but often framed these within broader issues attributed to 

innovative teaching and learning. For example "experiential education has helped me 

incorporate environmental education into my other subjects", " experiential learning 

gives meaning to affect students lives", experiential education helps "students take 

responsibility for attitudes, values and behaviours" and it provides "student involvement 

in learning activities". Two students specifically mentioned the importance of the cross 

curricular nature of both experiential education and environmental education and also 

the importance of a whole school approach to environmental education. 

 

The students in Sub-group 3 ranked their knowledge of the most appropriate teaching 

and learning strategies for environmental education at 3.2 on a scale of 1-5 (Figure 6-5). 

This shows a significant shift from the 1.7 ranking outlined in the pre-course survey. 

Student feedback identified gaining "new ideas for teaching environmental education", 

"new effective teaching and learning strategies", "a better understanding of cross-

curricular approaches", ideas for "motivating students towards social action" and a 

better understanding of the "effectiveness of the experiential education in 

environmental education as important outcomes that enhance their knowledge of 

appropriate teaching and learning strategies for environmental education.   

 

6.4.4 Statements best fitting your understanding of environmental education 

This question asked students to rank the same five statements outlined in the pre-course 

survey about their understanding of environmental education in order from 1-5 with 1 

being the most important and 5 the least important. The statements included: 

Environmental education is �learning about the environment�, �environmental 

awareness�, �involving field trips�, �environmental attitudes and values�, and �social 

action for the environment�. The results are displayed in Figure 6-6  
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Figure 6-6 Post course understanding of environmental education (combined rating 

between all three groups) 

At then end of the course the students still ranked attitudes and values the most 

important statement with a mean score of 1.8 compared to 2.06 in the pre-course 

questionnaire. Sub-groups 1 and 2 both ranked attitudes and values the most important 

while Sub-group 3 ranked attitudes and values second closely behind social action 

skills.  Social action was identified as the second most important statement with a mean 

score of 2.4 compared to 2.46 in the pre-course questionnaire. The third most important 

statement was becoming sensitive to environmental issues through developing 

awareness 2.5 compare to 2.41 in the pre-course questionnaire. These three statements 

were clearly the most defining characteristics of environmental education and there was 

no significant change between the pre-course and post-course questionnaire. However, 

each group did place a different emphasis on each statement in the post-course 

questionnaire (this is highlighted in Figure 6.8 further in this chapter). The emphasis 
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was dependent on two issues, their sophisticated level of understanding of 

environmental education and secondly their background experiences. Many of the 

students in Sub-group 3 were BEd physical education students with limited curricular 

experiences in environmental education. Many of the students in Sub-group 1 and 2 

came from either a science, social science or outdoor education background and were 

more aware of environmental issues.  

 

The two remaining statements related to learning about the environment and field 

studies/learning outdoors. While both these areas were considered important they were 

ranked fourth (mean score 3.6 post course and 3.8 pre-course survey) and fifth (mean 

score 3.9 post-course and 2.9 pre-course) respectively. While the first three statements 

had relatively close mean scores there was a gap between the mean scores of the first 

three statements and those of the fourth and fifth ranked statements in the post course 

surveys.  The significant change was the 2.9 ranking of field trips in the pre-course 

survey and the 3.9 ranking in the post course survey. Many students made a direct link 

between establishing attitudes and values, awareness and applying social action skills to 

practical hands on experiences, field trip and outdoor experiences. However, the 

concepts of developing attitudes and values, awareness and social action was viewed as 

more important than just experiencing a field trip or going outdoors. Furthermore, 

students did identify the need to gain knowledge about specific environmental issues as 

critically important in developing awareness, attitudes and values. 
 

What are the key teaching and learning strategies that you think are most effective in 

delivering quality environmental education? 

Sub-group 1 students identified the following strategies as the most effective for 

delivering quality environmental education: 

• �Experiential learning that allows students to get personally involved� was identified 

by 6 out of 7 students. This included such things as problem solving activities, co-

operative learning activities, students engaged in practical hands on experience, 

holistic approaches and role plays. 

• �Social action planning activities� (3 out of 7 students). 

• �Student centred learning opportunities� (3 out of 7 students). 

• �Field trips� (3 out of 7 students). 
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• One student also mentioned �student involvement in local community projects� and 

�student research projects�. 

 

Sub-group 2 students identified the following strategies as being most effective for 

delivering quality environmental education: 

• Experiential education that involved practical activities, reflection and was student 

centred  

• Student directed learning that involved reflection, the teacher working as a 

facilitator and using a whole school approach  

• Student-centred role plays, debates and field trips 

• Student-centred learning makes learning fun and helps develop connections through 

meaningful topics 

• Hands on and local community based learning experiences. 
 

In Sub-group 2, four out of six students specifically mentioned experiential education 

and using a student centred approach to teaching and learning for environmental 

education. Reflective practice based on practical experience was the key strategy 

identified in experiential education. 

 

Sub-group 3 students (19 students) identified the following strategies as the most 

effective for delivering quality environmental education: 

• Experiential education was mentioned by 10 students 

• Hands on practical experience was mentioned by 14 students 

• Student centred learning activities by 6 students 

• Co-operative group learning by 6 students 

• Research investigation by 6 students 

• Reflective practice was identified by 5 students 

• Other strategies mentioned included; cross-curricular learning, teacher using a 

facilitator model, project based learning and practical representation of abstract 

ideas. 
 

It was obvious that Sub-group 1 and 2 had a better understanding of experiential 

education and could describe specific strategies within experiential education to support 

their views. Both these Sub-groups were also able to identify the importance of student 
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centred learning as an effective strategy for quality environmental education. Sub-group 

3 did not have the same sophisticated response but was still able to identify practical 

hands on learning, experiential learning, student centred learning, co-operative learning 

and research projects as effective strategies for quality environmental education. Five 

students in this Sub-group 3 were also able to identify reflective practice as important. 

 

6.4.5 Students understanding of experiential education  

The students in Sub-group 1 demonstrated a sophisticated understanding of experiential 

education. Six out of the seven students in this group identified experiential education 

as a cyclic approach based on practical experience, reflection/debriefing, leading to a 

better understanding/discussion followed by action. Additional ideas suggested that 

teachers operated more as facilitators and encouraged a more student-centred approach 

to learning. The students also indicated that experiential education embraced affective 

learning. The notion of affective learning referred to learning that engaged students in 

ways that changed their attitudes and values. 

 

The students in Sub-group 2 also demonstrated a sophisticated understanding of 

experiential education. Four out of six students in this group identified experiential 

education as a cyclic approach based on experience/activity, reflection/debriefing and 

developing new understandings and testing these in new situations.  One student 

identified all the key elements above (and more) in a list. Another student provided a 

graphic organiser identifying key outcomes of experiential education. The students also 

identified additional aspects of experiential education and these included: "learner 

control of the experience", "involvement of each individual in their own learning where 

full attention is engaged", effective "questioning skills", "learning from mistakes", "free 

thinking" and the teacher providing "guided discovery" learning. 

 

The students in Sub-group 3 had a less-sophisticated understanding of experiential 

education. Nobody in this group provided a graphic organiser that showed experiential 

education as a cyclic approach based on experience, reflection/debriefing and 

developing new understandings and testing ideas in new situations. Seven of the 

nineteen students in Sub group 3 did provide a graphic organiser however, these were 

simplistic models that identified experiential education as "fun", "learning through 
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doing", "start simple and later get complex", "enjoyable", "involves sensory 

understanding", "must be relevant", "active participation", " self and peer evaluation", 

"inclusion for all students", "individual responsibility" and "discussion". One student 

did identify "student life experience" that leads to "learning knowledge and growth". 

Four students out of nineteen identified reflection as a critical component of 

experiential education, while another four students indicated that experiential education 

was about changing attitudes and values. The remaining students identified experiential 

education as hands-on learning requiring the teacher to assume the role of a facilitator 

by guiding student learning. 

 

6.4.6 Obstacles in using experiential education in pre-service training in 

environmental education 

The students in Sub-group 1 did not identify any obstacles in using experiential 

education in pre-service teacher education but did identify the following obstacles in 

using experiential education in schools.  

• Schools not supporting your style ie using experiential education techniques 

• Concern over experiential education not meeting the specific curriculum objectives 

• Students not keen on a non-theoretical approach and students not wanting to 

participate in practical activities 

• Not knowing enough to implement experiential education 

• Experiential techniques are often unwelcome in schools 

 

The students in Sub-group 2 identified five obstacles in their pre-service training and an 

additional four obstacles in schools. In their pre-service training they identified: 

• The need to develop better facilitation skills  

• Time to implement properly in a structured programme 

• Having a few hopeless lessons in a row and knocking my confidence in front of my 

peers 

• Teachers/colleagues not prepared to accept this approach to teaching  

• Peers not responding to feedback 

 

In schools the four obstacles identified were: 

• Teachers/colleagues not prepared to accept this approach to teaching  
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• Experiential education not considered part of the school approach/ideology 

• Students unfamiliar with the process and not prepared to give it a go 

• Time to implement experiential education approach. 
 

The main concern in Sub-group 2 was the amount of time it takes to establish effective 

experiential education programmes given the busy nature of College courses and school 

programmes. The support of colleagues and maintaining confidence were also seen as 

major obstacles considering the perceived lack of support for experiential approaches to 

teaching and learning in College and in schools. 
 

The students in Sub-group 3 did not participate in the experiential education course 

prior to the environmental education course, thus they identified a large number of 

obstacles in their teacher education programme.  

• The continuing support for students developing experiential education in and 

beyond College 

• Credibility of experiential education with peers 

• People not understanding what they were doing (lack of understanding about 

experiential education � Reflection techniques) 

• Things not going as planned (student choice changed course directions) 

• This approach appears to be to daunting to bring about social change 

• Seven students identified time to implement experiential education approach as a 

critical obstacle  

• Lack of confidence of beginning teachers 

• Lack of structure to follow  

• Five students identified that beginning teachers need to be innovative  

• Pre-service teachers not being able to use or experiment with experiential education 

in other areas of the College 

• A lack of personal experience and understanding of experiential education. I don�t 

have enough knowledge of how I can use experiential education. For example 

reflective practice and facilitation skills..  

• The appropriateness of using �student experience� for learning. Some students don�t 

like this approach.   

• Three students identified the lack of time to develop positive relationship with all 

students.  This is necessary for good experiential education 
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• Teachers/colleagues not prepared to accept this approach to teaching. 

 

The major concern for Sub-group 3 was their lack of understanding of experiential 

education. They also lacked knowledge of reflective practice and the skill to use 

�experience� in teaching and learning. As one student stated "the way you are educated 

at school and university doesn�t leave you open for this new age hippy group". The 

students also indicated that a lack of confidence (in understanding experiential 

education) was a critical obstacle for them to use this approach with peers in College or 

students in school. They also identified time to implement experiential education 

including developing positive relationships with participants as a limiting factor. Three 

students mentioned they found the student-centred approach daunting and this included 

student choice, a perceived lack of teacher structure in experiential education and using 

student experience as a tool for learning. Five students were also concerned about the 

need to be innovative to use experiential education.  

 

Despite the obstacles identified by all three groups the students did identify many 

advantages of using experiential education in their pre-service environmental education 

programme.  

 

6.4.7 What are the advantages of using experiential education in environmental 

education. 

Students in Sub-group 1 identified the following advantages in using experiential 

education in environmental education. 

 

•  Using experiential education made the learning more enjoyable, interesting and 

better than teacher talk. 

• Experiential education involves problem solving. 

• Students have more control over their learning and learning experiences. 

• The learning environment created a sense of responsibility and students took more 

responsibility for their own learning. 

• Involves students working closer with community projects. 

• Using our own experience provided better understanding. 

• We can use this in our classroom teaching.  
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• Experiential education is more hands on, being involved in learning. 

• Experiential education reaches hearing, mind and spirits. 

 

Students in Sub-group 1 identified four key advantages: first, a student-centred 

approach using problem-solving promoted more student responsibility; second using 

experience was an enjoyable interesting and fun way to learn; third it was holistic by 

promoting learning that connected the head the hands and the feelings dimension: and 

fourth it had an application component because students perceived experiential 

education to be a useful approach for classroom teaching and to promote closer working 

relationships with community projects. 

 

Sub-group 2 students identified: 
 

• To teach environmental education effectively you need to connect students to the 

environment through practical experiences and an experiential approach is essential 

if students are going to confront and changed attitudes and values and take 

responsibility for their actions. 

• It�s fun and creates a relaxed atmosphere - I can use this. 

• Happier learners because they are enjoying more student involvement. It also 

creates a more humane society as people learn to get on and help each other. 

• Huge learning potential across all curriculum areas. 

• Experiential education meets the outcomes of environmental education, it addresses 

a critical perspective based on independent thought, grounded in experience and 

promotes key skills for change. 

• The process was �alive� for me as a teacher because it involved good quality 

education. 

• The questioning and debriefing skills (reflection) was essential. 

• A new and interesting way to learn. It is a process that can link education with work 

and personal development by having fun. Experiential education was effective in 

using other people�s input and knowledge in different areas to build on our own 

understanding. 
 

Two students in Sub-group 2 identified the link between the process of experiential 

education and the outcomes of environmental education and indicated that they were 
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compatible. Three students mentioned it was an interesting or fun approach for learners 

and also for teachers. Other advantages identified the debriefing (reflection) skills, the 

positive use of student experience in learning and the potential of the experiential 

approach across other curriculum areas. One student mentioned that experiential 

education provided a critical perspective on learning. 
 

Sub-group 3 identified the following advantages of using experiential education in their 

pre-service course in environmental education.  

• Learning is enhanced by practical experience. 

• Experiential education engages many facets of an individual thus provides learning 

in many ways. 

• Experiential education builds on knowledge and doesn�t presume you are an empty 

vessel. 

• Experiential education is interesting and fun for students by learning through 

activity. 

• Experiential education can enhance attitudes.  

• Experiential education deals with peoples feelings and enhances social skills. 

• Students take responsibility. It is not teacher directed, students are empowered. 

• Experiential education models what we want to be doing in schools. 

• Grounding students learning in experience was perceived to be active rather than 

passive and reflection on something you�ve experienced was better than reading 

about it.  

• Students are accountable for their own learning but learn from each other. 

• Experiential education is a participatory approach so it gets everyone involved. 

• Seeing experiential education in action in this course has been positive. Being 

exposed to this style in our pre-service teaching means we can add this to our 

personal style of teaching. 

• A different approach to many other pre-service courses at College, you are taking a 

more active part in the role of the learner. 

• Exposure to the experiential approach highlights that traditional (transmissive) 

education methods are not always the best. 

 

The key advantage for students in Sub-group 3 was the exposure to a new way of 

teaching that was different from what they had experienced in other courses. Three-
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quarters of the students in this group said that experiential education was fun because it 

gets people involved in their learning through practical experience. Three students 

mentioned that experiential education dealt in some way with emotional learning 

(feelings, attitudes and values) and enhancing people�s social skills. Learner 

accountability, building on their knowledge base and providing an active learning 

environment were all seen as advantages in the pre-service environmental education 

programme. 

 

6.4.8  Summary of the comparison of student perceptions before and after the 

course 

The post course questionnaires indicate that student�s knowledge of environmental 

education in all three Sub-groups increased on average .82 on a five-point scale. The 

change was similar in each group with Sub-group 1 recording an increase of .9, Sub-

group 2 increased .8 and Sub-group 3 increased .78 (Figure 6-7).  
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Figure 6-7 Pre and post course knowledge of environmental education 

There were two significant changes in the overall ranking of the important statements 

related to environmental education with student ranking statements 1-5 in order of 

importance (Figure 6-8). �Attitudes and values� remained first, however, a change in 

order of importance occurred in the post course questionnaire between �social action� 

and �developing awareness�. �Social action� shifted to second in importance from three 

in the pre-course questionnaire and �environmental awareness� slipped to third. The 

other change was �education about the environment� shifting to fourth and �field trips� 

to fifth. The only minor change was the greater emphasis placed on the first three 

(attitudes and values, social action and environmental awareness) and less emphasis on 

the last two (education about the environment and field trips) in the post-course survey. 

The biggest shift was the reduced emphasis on field trips (2.9) in the pre-course 

questionnaire to 3.9 (less important) in the post course questionnaire. However, 

students in all three groups indicated that both field trip experiences and learning about 

the environment were all interrelated to attitudes and values, awareness and social 
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action. The only difference was the importance they placed on each one in relation to 

their understanding of environmental education.  
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Figure 6-8 Pre and post course Understandings of environmental education (combined 

rating of all three Sub-groups) 

 

The post-course questionnaires indicated that in all three Sub-groups students 

knowledge of teaching and learning approaches for environmental education increased 

on average 1.3 on a five-point scale. Sub-group 1 showed an increase from 2.2 to 3.65 

and Sub-group 2 increase from 2.5 to 3.6 (Figure 6-9). They attributed most of the 

change to "practical experiential teaching and learning strategies" and "experiential 

education gives meaning to affect students lives". Sub-groups 1 and 2 identified such 

things as "personal philosophies for teaching" and "action skills for environmental 

education" along with a clear understanding of the core principles of experiential 
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education". This included describing experiential education as cyclic process of 

experience, reflection, critical thinking and action. In the pre-course questionnaire only 

Sub-group 1 students were able to describe experiential education effectively. The 

significant change from the pre-course questionnaire was the change in Sub-group 2�s 

understanding of experiential education having completed both experiential education 

and environmental eduction concurrently. Sub-group 2 responses were similar to Sub-

group 1 and in some cases more elaborate as they made defining links between the two 

courses. 
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Figure 6-9 Pre and post course knowledge of appropriate teaching and learning 

 

In comparison Sub-group 3 results indicated the biggest increase from 1.7 ranking of 

their understanding of effective teaching and learning for environmental education in 
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the pre-course questionnaire to 3.2 in the post course questionnaire. Their statements 

describing appropriate teaching and learning through experiential education were more 

advanced in the post course questionnaire than in the pre-course questionnaire. 

However, their feedback was still less sophisticated than Sub-groups 1 and 2 as they 

described experiential education as "fun", "learning through doing", "inclusion of all 

students", and "involves sensory understanding". Only five students in this group 

identified critical reflection as important. Instead the rest of the students identified 

"discussion" and "self and peer evaluation" as a process to describe reflection.  

 

All three groups in the post-course questionnaire identified experiential education, 

student centred learning and practical hands on experiences as three effective strategies 

for delivering quality environmental education. In comparison in the pre-course 

questionnaire most of the student�s in all three groups left this section blank. 

Thus, the students were much more insightful about experiential eduction in the post-

course questionnaire than they were in the pre-course questionnaire.  

 

The post-course questionnaires highlighted a significant change in students� perceptions 

of the obstacles to using experiential education in pre-service training in environmental 

education. In the pre-course questionnaire only Sub-group 1 were able to identify 

specific obstacles related directly to experiential education. For example: time 

constraints, a lack of facilitation skills and the need for safe learning environments 

because students could be outside their comfort zone. Sub-groups 2 and 3 did mention 

time to implement such an approach but they mainly focused on generic obstacles faced 

by all teachers. For example: funding, equipment, lack of experience and planning 

skills. In comparison in the post-course questionnaire obstacles were identified by 

students in all three Sub-groups.  

 

However, in contrast to the pre-course questionnaire, the post course questionnaire 

indicated that Sub-group 1 focused their obstacles on schooling in general and 

identified no specific obstacles for using experiential education in pre-service teacher 

education for environmental education. However, Sub-group 2 and 3 identified 

obstacles for both schooling and pre-service teacher education in the post course 

questionnaire. 
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In pre-service teacher education for environmental education Sub-groups 2 and 3 

identified the common obstacles as: the need to develop better facilitation skills; time to 

implement experiential education; lack of support from other tutors; and fellow students 

not engaging in feedback (reflection). Furthermore, Sub-group 3 did have a much more 

detailed list that reflected their lack of understanding of experiential education. For 

example a common response from students in this group was "I don�t have enough 

knowledge of how I can use experiential education" especially effective facilitation 

skills to implement reflection. 

 

In the post course questionnaire all three Sub-groups identified a wide range of specific 

school based obstacles and the common issues identify: a lack of support for 

experiential education in schools; not being able to meet curriculum requirements; 

students in schools not accustomed to this style of learning; and the time is takes. 

 

Despite the identified obstacles in using experiential education in both pre-service 

teacher education and in schooling the students identified a number of advantages in 

using this approach specifically for teacher education. In the pre-course questionnaire 

only Sub-group 1 identified key advantages under four headings. These included: 

reflective practice; learning new skills and strategies; learning that is relevant and in-

depth; and positive learning environments. In contrast the post-course questionnaire 

identified four key advantages that were consistent across all three Sub-groups and they 

included: student-centred learning; using personal experience was enjoyable, interesting 

and fun; holistic approach that engaged students emotionally in change; and it promoted 

closer working relationships between teachers and students (students are empowered, 

teacher as learner, less teacher directed). The consistent message was that experiential 

education despite perceived obstacles was an effective way to learn environmental 

education in pre-service teacher education. 

 

6.5 Explaining the impact of the course through the group interviews  

This section outlines the responses from students who attended the three separate group 

interviews. The key findings from each of the three Sub-group interviews are outlined 

first followed by a synthesis of the findings. This section provides significant insights 

into student experiences gained from participation in the course.  
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Sub-group 1 Interview 

The key outcome of using experiential education in environmental education in pre-

service teacher education was the students understood it was more than learning about 

the environment. Environmental education involved "stimulating children�s knowledge 

and minds as well as their attitudes, heart and soul" because they can "relate to what 

they are learning" in relation "to their own lives and lifestyles" and student-centred 

"ownership" helped develop more individual "responsibility". Students in Sub-group 1 

felt that personally it had helped them create "empathy for" and an "insight into how 

children might feel" using experiential education.  

 

In exploring how the experiential education approach helped meet the aims and 

objectives of environmental education, students indicated that it drew out certain 

"awareness, understanding and values" through active "participation". It was a 

"foundation vehicle or strategy for carrying out environmental education". They 

indicated that thinking/reflection and working out solutions was critical. The interview 

discussion also explored the notion that experiential education was a positive approach 

to environmental education and looked for positive outcomes rather than focusing on a 

"shock and doom and gloom approach". 

 

The students in Sub-group 1 also identified a set of assumptions that formed their 

understanding of experiential education. Student responses included: 

"That whole idea about being student centred and that the students are there to learn not 

the teacher there to teach. So it�s up to the students to be involved, not just you chalk 

and talking. That underlies experiential education really"; and "students taking control 

of their own learning, that�s really important. They enjoy it better that way as well, they 

can push themselves and handle their own learning at their own speed". 

 

Other responses indicated that the teacher should work as a facilitator allowing more 

student-centred learning to occur; a more activities/practical experience based approach 

to learning; dealing with emotive feelings and attitudes because this made learning 

more interesting and students were more energetic. 
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One student also suggested that experiential education was a cyclic process of 

experience and analysis (reflection): "Doing it more than once, we did all those games 

more than once and we changed them, so it�s when that learning cycle goes round and 

round in circles we get to analyse it and look at it differently and how can we improve it 

and what would happen if we did this. So I would say things are not experiential 

learning when information is just given once and that�s the answer, rather it should be 

cyclic". 

 

The students in Sub-group 1 discussed several issues during the group interview. The 

first issue highlighted that all students taking the environmental education course 

should take the experiential education course beforehand. The reason given was: 

"If everyone had done experiential education first, before they did environmental 

education then they wouldn�t have had to go over what experiential education was and 

doing some of the activities we did in experiential education and then we could have 

focused more on the environmental issues". This highlights a conflict between the 

(transmissive) perception that teachers should already know the issues rather then 

having the process skills to engage students in identifying the issues and teachers using 

the experiential education process to help students, gain ownership and work through a 

process to develop action competence skills (transformative).  

 

The second issue was related to a concern that experiential education shouldn�t be the 

only method/approach used in environmental education. One student stated: 

"It is only a method, it�s a useful (powerful) method but then it�s not the only method"  

Thus, the ensuing discussion indicated that while experiential education was an 

extremely effective approach for in pre-service teacher education in environmental 

education it should not be considered the only method for effective teaching and 

learning in environmental education. 

 

Sub-group 2 Interview 

The key outcomes for students in using experiential education in environmental 

education in pre-service teacher education in Sub-group 2 were: that environmental 

education was more than environmental awareness "it�s a whole process", "it�s getting 

people to think about themselves and the environment". Two students explained that the 
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aims of environmental education which include: increasing awareness; critical thinking; 

and action skills, and their understanding of the aims of experiential education suggest 

there is a synergy between the focus of environmental education and the process of 

experiential education. However they also highlight a caution by indicating that the 

main focus of this course was exploring the experiential approach and that there may 

well be other equally effective approaches not yet explored. 

 

In discussing how the experiential education approach met the aims of environmental 

education in pre-service teacher education the students identified "increasing 

awareness"; "critical thinking" and "having the action skills" through working 

cooperatively in groups as key aspects. Student also noted that, challenging students 

awareness and critical thinking engaged their emotions as this led to changed attitudes 

and values. They wondered whether other pedagogical approaches would achieve the 

same results as effectively as experiential education. 

 

Students also discussed the personal impact that experiential education had on their 

development as environmental educators. The students highlighted: "taking 

responsibility is the major thing, you�re not sitting in a classroom like a sponge soaking 

it all up, you�re actually thinking for yourself and becoming responsible"; "it�s a 

challenge"; "this approach is process orientated and it�s really important"; and "it�s 

actually valuable to know you�re doing you�re bit to make the classroom a bit more 

stimulating and having an impact on a child�s life rather than environmental education 

being just another subject". 

 

The students also acknowledge the impact of critical reflective practice by indicating 

that: "the [experiential education] process has got to make us reflect on our performance 

as teachers, we have to learn the process for the students as well. We�ve got to be 

thinking how we are doing.  We�ve got to be thinking about how the facilitation is 

going, our development, what we�re trying to do and what do we really want to achieve. 

The whole process is making us think about what we want to be". Another student 

followed this by stating: "Yeah, critical. It�s also bringing up new ideas and ways we 

can teach rather than just using the sponge teaching method. I�ve got all this variety of 

different ways that we can get students to learn". Thus, one student noted that it was 

great to use this approach in their pre-service training because they were able to "spin 
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ideas" off one another and give each other "feedback". One student suggested that: "it 

would be great if we could all as a group stick together and help each other through it. I 

could see that working, getting all our ideas and things, feed off each other". Reflecting 

on "where we are, what we are doing and why we are here was essential" said one 

student at the end of the interview  

 

However, the students in Sub-group 2 identified two critical issues that concerned them 

about using the experiential education approach in environmental education for teacher 

education. The first issue was a concern about the focus on teaching and learning for the 

environment and not on current environmental issues. One student highlighted this by 

stating: "I think there�s been a lot of emphasis on environmental education not being 

just about the environment, but I think we have to have that knowledge about the 

environment because if you haven�t got that, what is a good environment, how can you 

have the action to make it a better environment if you don�t know what you�re aiming 

for, so you do need that. I feel like the emphasis has been on social activity and social 

change, and that�s where the emphasis has been and not so much about the physical 

environment". 

 

The second issue centred around the different levels of knowledge and understanding 

regarding experiential education. One student identifies the issue by stating: "There�s 

definitely been a lot of confusion some repetition, but it�s definitely been much better 

than for people who�ve done just environmental education. They�ve done a little bit of 

the experiential education in the environmental education course but we�ve done a 

whole block of it so we�ve been more immersed in it". This was followed by a solution 

from another student who states: "I�d go for the experiential education one first, just 

because you�d feel a lot more comfortable doing the activities after you�ve done the 

experiential education course, you can see how it relates more, how you can use those 

activities for the environmental education course". 

 

The group 2 interview finished with one student saying that, "there�s obviously a lot of 

interest in the course because there were a hell of a lot of people in this class. For me 

maybe too many".  
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Sub-group 3 interview 

The key outcomes for students in using experiential education in environmental 

education in pre-service teacher education in Sub-group 3 were: "that environmental 

education is not purely about the physical environment it also involves social action, 

skills and social justice" and this includes "looking at people�s attitudes and beliefs" 

towards the environment. 

 

The students in Sub-group 3 identified a wide range of benefits in using experiential 

education in pre-service teacher education for environmental education and these 

included: "I think it takes people out of their framework and puts them into a different 

position"; "It creates ownership, emotions and social action"; and the "emotions and 

feelings leave people quite energised". Integral to experiential education has been the 

debriefing [reflection] at the end of experiences to explore what has happened allowing 

students to understand "what other people think, taking the time to see the whole 

picture, and what other people think in relation to what you might think". 

 

The impact of working cooperatively and listen to what other students thought resulted 

in students believing they had learnt "a lot more in this course than in other courses at 

College", because the "holistic approach allowed us to work with all the collective 

aspects of an issue". Thus, experiential education was perceived to be a "student centred 

approach" that was "fun and enjoyable learning".  

 

However, the major focus of the Sub-group 3 interview was the students concerns 

regarding how useful this approach would be to them in schools. They agreed it was an 

effective method in pre-service teacher education but wondered whether it was 

appropriate given the difficulties of using it in schools. The students concerns fell into 

three categories: first their lack of knowledge and understanding of experiential 

education left them feeling that some aspect of experiential education "can be 

threatening" and it "takes a while for students to work through the process of 

experiential learning"; second experiential education would be "difficult to implement 

in schools" therefore, how valuable is the environmental education course using 

experiential education to them as pre-service teacher when both environmental 

education and experiential education are not perceived as essential in schools. One 

student stated that: "a teacher twenty years older than me might think what we are doing 
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is fairly radical and might like the ideas, but think the approach is �off the wall�. Third 

was a concern from six students that the emphasis in environmental education was on 

teaching and learning strategies and not on environmental issues. Several students felt 

they wanted more knowledge of environmental issues. 

 

However, despite their concerns over half the class wanted to enrol in the experiential 

education course in the next teaching block, because as one student stated "I think the 

whole thing has stirred the imagination a lot, it makes you want to be a more effective 

teacher". 

 

6.6 Conclusion 

 

This chapter presented the results of this investigation. The findings were presented in 

three sections. Section one presented students' propositional knowledge at the beginning 

of the course. Section two presented students practical and experiential knowing during 

the course. Section three presented students reflections that influenced and changed 

their propositional knowledge of environmental education in teacher education. Chapter 

7 provides an interpretation of these findings by identifying four emergent themes and 

discusses the findings in relation to the four research questions.  
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Chapter 7  Reflection, Theorising and Explanation 

 

Reflection, theorising and explanation represents Steps 7 and 8 in phase 3 (Chapter 4 

Table 4-4) of the study. This chapter combines Steps 7 and 8 to allow the researcher to 

reflect and theorise on student feedback throughout the course. Reflection on student 

feedback allows for a critical review of the data, ways of knowing, outlined in Chapter 

6 of this study. Theorising on student feedback provides an explanation of the synergies 

between, and limitations of, experiential education in teacher education for 

environmental education and the role of the reflective practitioner in achieving this. 

Thus, chapter seven has two sections. The first section (7.1) addresses the researcher�s 

reflections on four emerging themes that identify key characteristics of experiential 

education. This section also outlines a synergy between experiential education and 

environmental education, which addresses the first research problem: In what ways is 

experiential education an appropriate pedagogy for meeting the aims and 

objectives of environmental education in teacher education? To address this 

problem answers to the following questions are sought: 

1. What characteristics of experiential education did the pre-service teachers 

portray as a result of their participation in the course? 

2. What aspects of experiential education were effective and to what extent were 

these relevant for teacher education in environmental education?    

 

The second section (7.2) explains the role of critical reflection in addressing the 

possibilities and limitations of experiential education in teacher education for 

environmental education. This addresses the second research problem: To what extent 

can the experiential model of teacher education provide for the pre-service 

development of teachers as reflective practitioners within the context of 

environmental education. To address this problem answers to the following questions 

are sought: 

3. What characteristics of the reflective practitioner did the pre-service teachers 

display? 

4. What other factors of experiential education were problematic for pre-service 

teachers? Were these issues theoretical or practical? How might the experiential 

education course be revised as a result of these findings? 
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7.1 Reflections on emerging themes   

Reflection on student assumptions throughout the pre-service environmental education 

course are based on their propositional, practical and experiential knowing and the 

identification of the approaches that had the biggest impact on their changed 

understanding as a result of their participation. Sub-group 1 were the only students who 

had completed the experiential course before the environmental education course so 

their propositional knowledge was more sophisticated at the start of the course. 

However, during the course the learning journals and individual interviews show that 

students in all the Sub-groups quickly gained new practical and experiential knowledge. 

Sub-group 2 completed both experiential and environmental education courses 

concurrently and  quickly developed more knowledge and understanding than Sub-

group 3. Thus, while Sub-group 3 were able to identify key aspects of experiential 

education in the pre-service course in environmental education during the course it was 

Sub-groups 1 and 2 that provided more sophisticated responses. Key themes started to 

emerge through the learning journals and individual interviews during the course 

(practical and experiential knowing) and they were confirmed at the end of the course 

through the post-course questionnaire and group interviews (experiential and new 

propositional knowing).  

 

Thus, the pre-service teachers in all three Sub-groups identified four key aspects of 

experiential education that contributed to changed understandings of environmental 

education. The four aspects are outlined separately as key themes. The individual 

themes highlight the assumptions students made regarding the appropriateness of 

experiential education in meeting the aims and objectives of environmental education. 

The four themes include:  

1. Reflection (Reflective practice and critical reflection)  

2. Learning connected to personal experience  

3. Emotionally engaged learning 

4. Student-centred learning and empowerment for action 

 

However, the four themes are also interdependent, and combined they lead to a holistic 

concept of teaching and learning for pre-service teacher education in environmental 

education. Each of these themes will be explored in turn in the following sections.  
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7.1.1 Theme 1 � Reflection (Reflective Practice and Critical Reflection) 

The first theme is reflection and according to the pre-service students it served two key 

purposes: reflective practice and critical reflection. First, the students liked the way 

experiential education encouraged students to be reflective about the environment and 

about teaching environmental education. For example in Sub-group 1 learning journals, 

students commented that "reflective practice was a key aspect" because it allowed 

students to "confront other views and reconstruct their thoughts" about the environment 

and teaching environmental education. The students in Sub-group 3 believed that 

reflection "opened their mind to new things" and "challenged their attitudes about the 

environment". Thus, the first purpose of reflection was reflective practice and this 

involved student reflection �in� and �on� action (Schon 1983) regarding their own 

attitudes and values about the environment and their personal skills as pre-service 

teachers to teach environmental education.  

 

Second the students identified that critical reflection (Brookfield 1995; Hart 1993) 

fostered "critical thinking skills" (Sub-group 1, 2 and 3 Learning Journals) and this 

approach inspired and motivated "a critical consciousness in students" (Sub-group 3 

learning journal). The five students involved in the Sub-group 2 individual interviews 

noted that students were "critically challenged" [by] "engaging in reflection" and this 

led to considerations for "social change" in schooling and in attitudes towards the 

environment. Thus, the second purpose of reflection was to critically reflect on 

discursive social practices that effected their ability to meet specific pedagogical 

objectives for environmental education  (Usher, Bryant and Johnston 1997, p.115).  

 

7.1.1.1 Reflective practice  

The students in Sub-groups 1, 2 and 3 describe reflection as central to the process of 

experiential education in teacher education for environmental education. Sub-group 3 

students had less sophisticated responses but still indicated that reflection was an 

essential aspect of experiential education in environmental education. The students in 

all three Sub-groups placed emphasis on reflection because it allowed them to "discuss 

difficulties and obstacles" in implementing environmental education. Reflection also 

helped develop "connections between content" aims and objectives of environmental 

education and "the process of experiential education" (Sub-group 1 Learning Journal) 
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and "did not discount students� experience and knowledge they already had" (Sub-

group 3 learning journal). Thus, as one student in Sub-group 2 (learning journal) stated 

"reflective practice was good for the soul, I don�t do it enough", while another 

commented in their learning journal that "reflective class discussions were an excellent 

open minded approach where we heard different peoples attitudes and could express our 

own feelings" (Sub-group 3). This was essential in the environmental education course 

because students� participation in reflective practice helped them become more 

"receptive to change" because it "encouraged personal responsibility" (Sub-groups 1 

and 2 learning journals and interviews) towards teaching environmental education. 

 

The student�s perceptions and understanding of the importance of reflection in teacher 

education are consistent with Brookfield (1996) and Valli (1992) who describe 

reflection as grounding teaching in students� learning and helping learners make 

meaningful connections between past understanding and present ideas. The students� 

views are also consistent with Heron (1989) Proudman (1992) Wyatt (1997) and Beard 

and Wilson (2002) who describe reflection as an examination of experience and 

existing knowledge within a specific context that allows individuals to explore personal 

relevance, develop new ideas and establish new propositional knowledge and 

understandings. The purpose of reflection is to assist students to improve their practice 

by exploring feelings, attitudes, values and behaviours that emerge as result of 

"knowing in and on action" and that result in new constructions and changes in what we 

do and how we feel about our teaching Schon 1987, p.28). The students in all three 

groups asserted that the process of reflection helped them make connections to their 

personal lives, improved their teaching and improved their willingness to teach 

environmental education. 

 

7.1.1.2 Critical reflection  

Critical reflection is not the same as reflective practice. Reflective practice examines 

individual or organisation performance in environmental education (Brookfield 1996; 

Usher, Bryant and Johnston 1997; Beard and Wilson 2002). While critical reflection, 

according to Huckle (1991a, p.61) helps pre-service teachers "reflect on the structural 

and ideological forces" that distort and confine implementing effective teaching and 

learning strategies for environmental education. 
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The students indicated that critical reflection developed increased awareness by 

"challenging" attitudes and values (Sub-group 2 interviews) and this resulted in a 

"critical perspective on learning" (Sub-group 2 post questionnaire). Thus, students made 

claims that they needed to "challenge the market school philosophy towards education 

and stimulate free critical inquiry necessary for education �for� the environment" (Sub-

group 2 learning journal). This is consistent with Fien (1993a, p.60) who argues that 

education for the environment "should promote the power of personal autonomy in 

students through the development of a critical or discursive environmental 

consciousness".  

 

The students in Sub-group 3 had a less sophisticated understanding of reflection but 

they believed that the process of critical reflection "fostered critical thinking skills", 

"opened minds to new things" and "it personalised things and challenged values and 

attitudes about the environment". This led students to make the following comments: "I 

need to walk the talk" and "I need to address social change" for the environment 

(learning journals). Near the end of the course students in Sub-groups 1 and 2 believed 

that critical reflection was essential in addressing the complexity of environmental 

education in schooling because it considered social action skills (Sub-group 1 post 

course questionnaires) needed for a "radical reorganisation of what is important in 

terms of education" and "in terms of what we do as teachers" (Sub-group 2 post course 

questionnaire). Furthermore, discussion in the Sub-group 2 group interview indicated 

that students believed a collaborative community of beginning teachers reflecting 

together would be helpful. "I think here in College we have got each other to spin ideas 

off" but out in school it is much different. "It would be great if we could all as a group 

stick together and help each other through it [introducing experiential education in 

environmental education in schools] I could see that working, getting all our ideas and 

things and feeding off one another". This statement is consistent with what Robottom 

(1987b) calls the need for a community of critically reflective environmental education 

practitioners working collaboratively to review practice. Thus, Hart (1993, p.124) 

suggests the environmental educators embracing the notion of critical reflection could 

function as a critical community of "reflective practitioners" in environmental education 

to help align practice with "its now aging rhetoric". The notion of pre-service students 
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operating as a community of reflective practitioners within the context of environmental 

education is further discussed in Section 7.2.  

 

One further aspect of both reflective practice and critical reflection identified by 

students in Sub-groups 1 and 2 was the role of the teacher in the process of reflection. 

Central to the success of engaging learners in reflection are effective facilitation skills. 

Burnard (1988) refers to the teacher�s position in experiential education as a facilitative 

role. He asserts that a "facilitative tutor encourages the student to explore, question, 

doubt and criticise their own perceptions and to draw out their own meanings" from 

experience (Burnard 1989, p.131). Heron (1989) and Warren (1993) add that the 

facilitator also needs to draw together learners ideas and thoughts in cooperative and 

self directed learning environments. According to Robottom (1987b) and Hart (1990, 

pp14-15), the cooperative learning environment is essential to the notion of a critical 

community of reflective practitioners in environmental education to challenge "the 

political nature of human interpretation of the ecological process of change". 

 

The students in Sub-group 2 identified "creating and nurturing a safe learning 

environment" (individual interviews) and in Sub group 1 developing a positive 

"relationship based on trust and responsibility" (individual interviews) as essential 

requirements between facilitator and learner. The positive relationship and safe learning 

environment were critical for: "guiding students in self-discovery"; "flexibility" to work 

with a range of students; encouraging "empathy, enthusiasm, effective listening and 

questioning skills"; and "involving students in decision making" (Sub-group 2 learning 

journals). The students also noted that environmental education facilitators needed to be 

self-reflective by "learning from their own mistakes" (Sub-group 2 learning journals). 

However, Sub-group 3 students indicated they felt the need for more knowledge and 

experience in facilitation skills and did not appear as confident identifying with this role 

due to their non-participation in the experiential education course. Thus, many students 

in Sub-group 3 viewed a lack of facilitations skills as a limitation and a barrier for 

further implementation of experiential education in environmental education. 

 

However, despite the lack of facilitation skills in Sub-group 3, the students in all three 

Sub-groups indicated that the teacher�s role in reflection was one of guided discovery 

based on students� personal experience. Thus, the process of using personal experience 
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for reflection was identified by students in all three sub-groups as essential in making 

meaningful connections for learners. Learning connected to personal experience is the 

second theme. 

 

 

7.1.2 Theme 2 - Learning connected to personal experience  

The second theme is grounding students� learning in experience. Connection to 

experience contributed to better understandings of issues at the personal level because it 

"developed connections between content and practice". Thus, "learning connected to 

real life experiences moves to a deeper level of understanding, is more effective" and 

"enables the learner to relate to the environment on a personal level" (Sub-group 1 

learning journals). The notion of learning connections between content and practice 

related to real life experiences is consistent with the views of Dewey (1926), Joplin 

(1981), Heron (1989), Boud, Cohen and Walker (1993), Bell (1993), and Usher, Bryant 

and Johnston (1997) who argue that experience is central to personal understanding and 

knowledge acquisition. In environmental education Jensen and Schnack (1994) argue 

that it is the connection between experience and action through critical reflection that 

develops better understandings of new ways of living. 

 

The pre-service students talked about three different types of connectedness through 

experience that resulted in increased understandings. These included: connections to 

specific issues (Sub-groups 1 and 2 Learning Journals and Group interviews), 

connections to emotional feelings (Sub-groups 1, 2 and 3 Learning Journals) and a 

connection to the environment (Sub-groups 1, 2 and 3 Learning Journals and Individual 

Interviews). The students believed that the notion of connectedness created "interest, 

enthusiasm, concern, respect and ownership" because it was "participative" (All Sub-

groups Learning Journals and Interviews). Students in all the Sub-group learning 

journals and individual interviews identified the participative and active process and in-

depth practical understanding of engaging in experience, followed by reflection as 

"critical in helping to make meaningful learning" (Sub-group 2 Learning Journals) 

connections for themselves as learners. Meaningful connections derived from personal 

experience is advocated by Chapman, McPhee and Proudman (1992) and Beard and 
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Wilson (2002) who assert that learning is meaningful when new insights are drawn by 

reflecting on what happened during experience.  

 

However, Usher, Bryant and Johnson (1997) argue that, while learning through 

experience is important, any meaning derived from experience will vary according to 

discursive practices and thus, meaning is only contextually significant and is limited by 

the social constructs in which it is presented. Thus, the key issue is whether the pre-

service teachers in this study could critically challenge the social structures that limited 

or controlled their experience. The students asserted that grounding their learning 

experience in pre-service teacher education for environmental education gave them a 

reference point for reflection through "personal validity " (Sub-group 3 Individual 

Interviews). Furthermore, personal experience also included drawing on their "prior 

knowledge and experience" of schooling (all three Sub-group learning journals), and 

using the ideas of other students through the process of critical reflection, to identify 

both possibilities and barriers to implementing experiential education in their pre-

service training for environmental education. (The barriers are identified in section 7.2).  

 

The view of experience as a reference point followed by reflection is supported by 

Usher, Bryant and Johnson (1997, p.100) who argue that experience is often viewed as 

"the secure originary point, with the clear implication that explanation must be focused 

on what is learnt from experience rather than the experience itself". Thus, "the notion of 

meaningful connections related to students� ability to link practical experience and prior 

knowledge to new cognitive understandings" emerged from critical reflective practice 

(Sub-group 2 learning journals). However, students noted that critical reflection on 

personal experience was challenging because it engaged students� emotions (all sub-

groups). This led to one student in Sub-group 3 reflecting that experiential education in 

environmental education is "so emotive, you are dealing with real issues". The impact 

of emotionally engaged learning emerges as the third theme. 

 

7.1.3 Theme 3 - Emotionally engaged learning  

The third theme is the level of emotional engagement of the pre-service students 

through personal experience, reflective practice and critical reflection and the 

contribution this made in challenging individual attitudes and values about 
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environmental education. Engaging students� emotions "brought students to life" (Sub-

group 3 learning journals) because it was "motivational, interesting and empowering" 

(All three sub-group learning journals and individual interviews). In the Sub-group 3 

interviews students indicated that "meaningful connections made through emotional 

engagement helped them to "understand the embodiment of knowledge" in 

environmental education. According to Heron (1989), Proudman (1992), Carver (1996), 

and Beard and Wilson (2002) learning affectively by engaging individual�s emotions is 

a powerful learning strategy. Beard and Wilson (2002 p.118) assert that engaging 

"emotions and feelings are the key pointer for possibility for, and barriers to learning" 

and that experiential education can elicit a range of key emotions. 

 

The students perceived experiential education in environmental education to be an 

emotive experience because it was "an open minded approach" where they "heard 

different peoples attitudes" and "could express their own feelings" (Sub-group 3 

learning journals) and this created an "emotional investment" in learning (sub-group 2 

Interviews). In the Sub-group 1 group interview, the students indicated that experiential 

education contributed to environmental education because it "stimulated knowledge as 

well as attitudes and values through the heart and soul, so it was not just [about] 

studying the environment". The students in Sub-group 1 and 2 referred to the 

"connection between the head, the hands, the heart and their spiritual well-being" as 

contributing to their emotional learning because it was fun, developed empathy, 

confronted alternative viewpoints, required them to share feelings amongst their peers 

and was student-centred. 

 

Thus, emotionally engaged learning had a "great impact on students� attitudes, values 

and beliefs" (all Sub-groups group interviews) as, it "affected students� core values with 

regard to the environment" (sub-group 2 interviews) creating empathy that led to 

change. The impact of the emotional aspect of experiential education in environmental 

education as a process for �change� led one student to say that they were going to 

"convert everyone they came across to environmental education" (Sub-group 2). 

Another student commented that "I�m not sure people [other pre-service students] know 

what this course is about, or are aware of the strategies and processes experiential 

education incorporates. They don�t know what they are missing out on" (Sub-group 1 

individual interviews) .  
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Students in Sub-group 1, 2 and 3 all mentioned the contribution that emotionally 

engaged learning had made to their own pre-service learning experience in 

environmental education because it was student-centred. However, some students in 

Sub-group 3 felt they did not have the skills to deal with emotionally engaged learning 

that was student-centred. These students� found it daunting to consider this strategy 

beyond their pre-service training in schools, especially related to classroom 

management. It was also due to the fact that the students in Sub-group 3 had not 

participated in the experiential education course and, thus did not perceive that they had 

the skills to teach this way. The students in Sub-group 3 felt the unpredictability of not 

knowing how to deal with a range of learner emotions in classroom settings that 

emerged from critical reflection on experience concerned them, especially when the 

teacher is functioning in a facilitative role guiding student-centred learning. 

Nevertheless, the student-centred approach in the pre-service environmental education 

course was widely viewed across all the Sub-groups as a critical aspect of experiential 

education in pre-service teacher education for environmental education and thus 

emerges as the fourth theme. 

 

7.1.4 Theme 4 - Student-centred learning and empowerment for action 

The fourth aspect to emerge from reflecting on students� feedback during and after the 

course was the impact of the student-centred approach that led to student ownership and 

empowerment for action (all three Sub-group interviews). Students believed the 

student-centred approach helped them become more receptive to change because they 

had to take responsibility for their own actions.  

 

Students from Sub-group 1 stated that the student-centred approach "helped students to 

take ownership of their projects and encouraged debates on issues" and "the ownership 

empowered individuals to deal with environmental problems" (learning journals). In 

Sub-group 2 the students identified that "personal responsibility, student ownership and 

learner input and control over the learning experience" was critical in providing a 

course "that was meaningful for pre-service students" (learning journals). The students 

in Sub-group 3 used words like " interactive", "motivational", "interesting", "inclusive" 

and "empowering" to describe the student-centred approach. One student stated "the 
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idea of inclusion and motivation to learn that was part of this class" led to "student 

interest, active participation and learning that was high". Student ownership was also 

identified in the researcher diary as having a significant impact on the enthusiasm and 

motivation of the pre-service students in reflective discussion, debates and decision 

making leading to social action. 

 

Students identified that student empowerment in the experiential education process 

provided motivation for "social action" (all Sub-groups) for the environment because 

there was a "supportive attitude in this class" and "all members were an integral part of 

each session" (Sub-group 3 learning journals). This coincides with Jensen and 

Schnack�s (1994) argument that student-centred learning combined with action for the 

environment allows students to recognise their action potential that ultimately leads to 

personal empowerment. 

 

The students in Sub-groups 2 and 3 also identified that the student-centred approach 

"created a great relationship between students and tutor/teacher" and lessons were "fun, 

stimulating and more effective". Thus, the student-centred approach "motivated 

students to want to come to class" (Sub-group 1 Learning Journal). One student stated 

that, "through this process I hope I will listen more to other people�s opinions"(Sub-

group 3 learning journal), while another stated; "I now have a commitment to continue 

to participate in personal social action" (Sub-group 3 Learning Journal). Interestingly 

Sub-group 3 students who had a less sophisticated view of experiential education 

strongly supported the student-centred approach because it allowed for "personal input" 

from students, "got them [pre-service students] interested" and was "empowering" 

(Learning Journals) 

 

Simon (1987,p.372) suggests that a pedagogy of empowerment is aimed at enabling 

students through cooperative and collaborative means, and this is essential in a 

transformational process for learning. Sterling (2001) argues that environmental 

education needs a transformational process that matches the theoretical rhetoric with a 

practice that encourages social empowerment. Thus, experiential education that 

incorporates student �centred learning that engages learners emotionally has the 

potential to empower students towards transformational outcomes. 
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7.1.5 Summary of four themes 

The students in all three sub-groups were consistent in identifying the four central 

themes as the key aspects of experiential education that subsequently emerged from this 

study. Sub-group 1 and 2 were more sophisticated with their answers from the analysis 

of the journals, interviews and questionnaires than Sub-group 3 due to their 

participation in the experiential education course and their understanding of the 

language and terminology used to describe the pedagogy of experiential education. 

However, this did not limit the ability of the pre-service teachers in Sub-group 3 to 

identify what was happening for them and describe it in their own language. The 

biggest limitation for pre-service teachers in Sub-group 3 was their ability to understand 

how they might implement this approach. This limitation is discussed in Section 7.2.  

 

To answer the first research question: �What characteristics of experiential education 

did the pre-service teachers portray as a result of their participation in the course�? The 

pre-service students in all three Sub-groups indicated that using an experiential 

education approach in environmental education promoted student-centred learning by 

emotionally engaging learners in connecting personal experience through reflective 

practice. The significant connection between experience, reflection and emotional 

engaged learning by the pre-service teachers in this study has helped them develop 

effective social action strategies for the environment and also helped them develop new 

strategies for implementing environmental education.  

 

Furthermore, the four themes identified are interconnected in such ways that they 

provide a holistic experiential education approach rather that a set of isolated strategies 

to be employed independently (Heron 1989; Chapman, McPhee and Proudnman 1992; 

and Luckner and Nadler 1992). Thus, it is the combination of these four themes in 

particular ways that provides a holistic teaching and learning process for environmental 

education and addresses the second research question: �What aspects of experiential 

education were effective and to what extent were these relevant for teacher education in 

environmental education�?  

 



 

Page 250 

7.1.5.1 Experiential education as a holistic approach to address the aims and 

objectives of environmental education.  

 

The four themes of experiential education led to an overall feeling among students that 

this approach presented environmental education with a holistic process that linked 

theory and practice in a meaningful way for learners. The holistic process is not a 

distinct theme in its own right, it is the combination of all four themes merged together. 

In the Sub-group 2 interviews students identified that "experiential education takes you 

through a process that echo�s and speaks of the kind of things you�re trying to achieve 

in environmental education" because it focuses on the "connection between experience, 

reflection and learning". It challenges ideas through critical reflection to help explore 

new ways of thinking and this "gives meaning to affect students lives",  "it creates 

individual responsibility", "tools for change" and "it addresses social change" (Sub-

group 1, 2 and 3 learning journals, interviews and post-questionnaires).  

 

Sub-group 1 expressed that experiential learning involves the learner "understanding 

issues at a personal level" and to achieve education for the environment the "learner 

needs to be able to relate to the environment on a personal level". Students believed the 

experiential approach gave "students a sense of hope and achievement". Students in 

Sub-group 1 also mentioned that experiential education provided a means for 

combining the complexity of social, political, economic and biophysical aspects of 

environmental issues together in a holistic way. 
 

Thus, students in Sub-group 1 expressed the following comments:  

• "It�s a great foundation or vehicle or strategy for carrying out the environmental 

education curriculum; 

• "Experiential education demonstrated the complexity of environmental issues and 

social action thus, giving students a sense of hope and achievement";  

• "The aims objectives of [environmental] awareness, understanding, values, 

participation and skills" are well served by experiential education;  

• "Experiential education can help change attitudes and behaviours towards the 

environment in positive ways";  

• "Experiential education allowed us to examine the interrelationship between 

political economic, environmental and social aspects of environmental education". 
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Sub-group 2 students said that experiential learning provided a holistic approach that 

helped them engage in personal experience, and reflection that challenged attitudes and 

values. The students in this group identified a synergy between the outcomes of 

environmental education and the process of experiential education.  

 

Students in Sub-group 2 expressed the following comments: 

• "Experiential education provides a holistic approach in environmental education 

that could well serve other areas of the curriculum".  

• "It is the connection with experiential education that�s been quite profound for me 

by having students engage in hands-on experience using the environment as a 

resource". 

• We know what the "aims of environmental education are" and we now "know what 

the aims of experiential education are" and they "bring about the same process 

through group-work, through talking [reflection] and through facilitation". 

• Experiential education is a positive approach in environmental education because 

"taking responsibility is the major thing for me, you�re not sitting in a classroom 

like a sponge soaking it all up, you�re actually thinking for yourself and becoming 

responsible". 

• Four students in Sub-group 2 stated that: "experiential education provided a 

reflective process to engage in environmental awareness, attitudes and actions". 

 

Sub-group 3 students also said that that experiential learning provided a holistic 

approach to environmental education and that there was a synergy between the 

outcomes of environmental education and the process of experiential education. 
 

Students in Sub-group 3 expressed the following comments: 

• "Experiential education is a really good tool for environmental education". 

• "I liked the whole school approach to environmental education and the holistic 

attitude towards it through the experiential education approach".  

•  I truly believe that an experiential approach best suits environmental education as it 

addresses active personal involvement". 

• "Experiential education in environmental education is "transformational, its inspired 

me to get out there and do it". 
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• Seven students in Sub-group 3 mentioned the holistic nature of experiential 

education and believed that the approach had a huge impact in the environmental 

education course. 

 

The pre-service students identified the combination of reflecting on experience and 

emotionally engaging students in social action through student-centred learning and 

decision-making as central to an effective pedagogical approach for environmental 

education. Thus, a synergy was identified between pre-service teachers� understanding 

of the core principles of environmental education and the key aspects of experiential 

education. The Tbilisi, Declaration  (1978) outlined twelve core principles of 

environmental education. The last five principles directly related to effective teaching 

and learning strategies for environmental education. The synergy between the five core 

principles of teaching and learning for environmental education are outlined alongside 

the key aspects (themes) of experiential education identified by the pre-service teachers 

in this study (Figure 7.1).  

 

The purpose of Figure 7.1 is to show there is a synergy between the key themes that 

students identified in this study and the key teaching and learning approaches identified 

in the Tbilisi declaration as critical for environmental education. The Tbilisi Declaration 

identifies that students should discover the symptoms and real causes of environmental 

problems. Students in this study identified that the holistic combination of experience, 

reflection, emotional engagement and student-centred learning helped them develop a 

deeper understanding of the symptoms and causes of environmental issues. The student-

centred approach in this study provided more opportunities for students to engage in 

planning learning experiences and critical thinking was achieved through both aspects 

of reflective practice and critical reflection. Values clarification was achieved through 

emotional engaged learning where student�s attitudes and values were challenged 

through the process of reflection in cooperative groups. Finally, because experiential 

education grounds students learning in personal experience the students participated in 

practical activities and first hand experiences related to the environment. Thus, Figure 

7-1 identifies the synergy between the appropriate teaching and learning strategies 

outlined in the Tbilisi declaration and key themes identified by the pre-service students 

in this study. 
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More recently Sterling (2001) has argued that for teaching and learning strategies to be 

effective in environmental education [education for a sustainable future] they must have 

transformative qualities and promote a constructive and participatory approach to 

empower learners for social change. The pre-service teachers in this study identified 

that experiential education promoted such change through a student-centred approach 

that led to empowerment, motivation and social action. 



 

Page 254 

Summary of core principles related to 

teaching and learning for environmental 

education (Tbilisi) 

Key themes identified by the pre-service 

students in this study. 

Students should: 

� Discover the symptoms and real causes 

of environmental problems 

 

 

 

 

 

 

� Have a role in planning learning 

experiences 

 

 

 

 

 

� Engage in critical thinking 

 

 

 

� Engage in values clarification and 

problem solving 

 

 

� Be involved in practical activities and 

first hand experiences related to the 

environment 

 

� Holistic approach that combines 

experience, critical reflection, emotionally 

engaged learning and student-centred 

learning helped develop better 

understanding of environmental issues to 

promote problem solving for the 

environment. 

 

� Student-centred learning approach led to 

empowerment, motivation and social 

action through student ownership and 

cooperative planning with teachers 

working as facilitators guiding students 

planning 

 

� Reflective practice and critical reflection 

as essential pedagogical strategies to 

develop meaning from experience. 

 

� Emotionally engaged learning  and 

teaching to challenge attitudes and values 

that leads to social action through student 

ownership of learning. 

 

� Grounding students learning in personal 

/practical experience  

Figure 7-1 Synergy between the core teaching and learning principles of environmental 

education stated in the Tbilisi Declaration and the key themes of experiential education 

emerging from this research. 
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Furthermore, Fien and Tilbury (1996 pp.50-51) advocate that teacher education for the 

environmental must be relevant, holistic, values oriented, issues-based, action-oriented 

and involve a critical perspective. They assert that pedagogical approaches should 

embrace diversity in teaching and learning to include: problem solving and decision-

making, first-hand experience in natural settings, the development of a sense of 

pleasure, wonder, curiosity and excitement in learning, direct experience in social 

participation, reflection on actions undertaken and empowerment of students and 

teachers to work together to help improve the quality of life and the environment. The 

synergy between  Fien and Tilbury�s pedagogical approaches for environmental 

education and the pre-service teachers identification of key aspects of experiential 

education are outlined in Figure 7-2. 
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Fien and Tilbury�s Pedagogical approaches for pre-

service teacher education in environmental 

education 

Summary of pre-service students key aspects of 

experiential education in environmental education 

Pedagogical approaches should involve: 

 

 

� Problem solving and decision making 

 

 

� First-hand experience 

 

 

 

� Close interaction between schools, teachers, 

pupils and community 

 

 

 

 

� Development of a sense of pleasure, wonder, 

curiosity and excitement in learning. 

 

 

� Clarification and critique of student�s own 

viewpoints 

 

� Direct experience in social participation and 

reflection. 

 

� Empowerment of students and teachers to work 

together.  

Key aspects of experiential education identified by 

pre-service teachers involve: 

 

� Reflective practice and critical reflection linked 

to social action 

 

� Importance of connecting first-hand experience 

through reflective practice to make learning 

meaningful. 

 

� Students identified the critical role of the teacher 

working with students as a facilitator of their 

learning. Students indicated promoting closer 

working relationships with community projects 

(Sub-group 1). 

 

� Student-centred approach leads to student 

motivation, empowerment and excitement in 

learning. 

 

� Emotionally engaged learning and reflection. 

 

 

� Reflective practice and critical reflection linked 

to social action. 

 

� Student�s perception that working in 

collaborative groups in their pre-service course 

helped them share ideas and listen to alternative 

perspectives. 

 Figure 7-2 Fien and Tilbury�s pedagogical approaches for environmental education and 

the pre-service teachers identification of key aspects of experiential education. 

 

Fien and Tilbury (1996) and Sterling (2001) assert that the teaching and learning 

practices described in Figure 7.2  reflect �best practice� contemporary thinking in 

environmental education. All these practices have been identified by the pre-service 
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teachers in this study as key aspects of experiential education. Thus, experiential 

education has the potential to provide �best practice� pedagogy for environmental 

education. The identification of the key themes of experiential education that emerged 

from this study and the link to contemporary teaching and learning strategies for 

environmental education addresses the first research problem:  

In what ways is experiential education an appropriate pedagogy for meeting the aims 

and objectives of environmental education in teacher education? It also addresses the 

first two research questions.  

 

The identification of the key aspects of experiential education by the pre-service 

teachers also addresses the first part of  Robottom�s  (1987c, p.114) dual challenge: that 

environmental education needs to change teaching and learning approaches from 

traditional teacher-directed styles to more student�centred approaches that are 

integrative, holistic and critical. Robottom identifies that pre-service development of 

teachers should be: enquiry based; participatory; critical; community based; and 

collaborative. 

 

According to Hart (1990, pp 14-15), central to Robottom�s claim is the notion of pre-

service students becoming reflective practitioners. The pre-service students in this study 

showed the beginning of their understanding of the concepts of becoming reflective 

practitioners in when describing their role in reflective practice and critical reflection 

(Theme 1). The role of the reflective practitioner is discussed further in the second 

section of this chapter which addresses the second research problem:  

To what extent can the experiential model of teacher education provide for the pre-

service development of teachers as reflective practitioners within the context of 

environmental education?  

 

7.2 Pre-service teachers as reflective practitioners within the context of 

environmental education 

This section of the chapter is presented in three parts. The first part outlines and 

analyses the potential and possibility of experiential education in developing pre-service 

teachers as reflective practitioners. This addresses the third research question: What 

characteristics of the reflective practitioner did the pre-service teachers display? The 
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second part identifies the barriers that limit pre-service students to engagement in 

experiential education. Therefore the section addresses the fourth research question: 

What factors of experiential education theoretically and in the course proved 

problematic for pre-service teachers? The third part revisits the role of students as 

critical reflective practitioners as they demonstrate their potential to address the 

constraints that distort and confine practice. The third part also addresses how the 

environmental education course at the Christchurch College of Education might be 

revised and improved as a result of this research. 

 

The pre-service teachers in all three Sub-groups were much more insightful about 

experiential education in the post-course questionnaire and group interviews than in the 

pre-course questionnaire and earlier journal writings. Thus, many of the identified 

barriers and strategies to address the constraints of implementing experiential education 

and the skills of the reflective practitioner emerged in the post-course questionnaire and 

group interviews.  

 

7.2.1 The potential of and possibilities for reflective practitioners 

As outlined in section 7.1 the pre-service students in all three Sub-groups 

acknowledged that reflective practice and critical reflection occurred throughout the 

course, and that the impact of both aspects of reflection contributed to the overall 

success of the course and their ability to use the skills of the reflective practitioner in 

their preparation to become teachers. The skills of the pre-service students operating as 

critically reflective practitioners tend to emerge in greater depth when exploring the 

problems and barriers to implementing experiential education because it is through 

identifying the constraints that distort practice that the pre-service students were also 

able to explore strategies to overcome these, and demonstrate the personal 

empowerment of the critical reflective practitioner role. It was also clear that there was 

a transition for some students during the course from reflective practitioner mid-way 

through the course to critical reflective practitioner near the end and this is evident in 

the comments that emerged in the group interviews or post-course questionnaire at the 

conclusion of the environmental education course.  
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 The following summary outlines the specific skills of reflective practitioners identified 

by the pre-service teachers: 

• The ability to enquire into their own practice through being self-reflective.  

• Developing meaningful connections to personal experience. 

• Making connections to prior knowledge and experience. 

• Being aware of other people�s values, how other people see the whole picture and 

how other people think in relation to what you think. 

• Critical thinking and testing of new ideas. This allowed students to question and 

change their teaching. 

 

The pre-service teachers also engaged in collaborative reflective feedback with others 

on personal experience in order to implement change in constructive ways that 

supported a transformative paradigm view of teaching and learning. 

 

Boud, Keogh and Walker (1985) identified five key aspects of the process of reflection. 

These include: 

• Association - is the connecting of ideas and feelings. 

• Integration - the meaningfulness of associations. 

• Validation - grounding learning in reality tests through context and prior 

understandings. 

• Appropriation - links significant feelings and emotions and thus becomes part of a 

values system. 

• Outcomes and action which identify new directions and help individuals plan for the 

next experience. 

A comparison of the Boud, Keogh and Walkers (1985) five key aspects involved in the 

process of reflection and the students summary of the contributions of reflection in 

helping them function as reflective practitioners in outlined in Figure 7-3. 

 

The comments from pre-service teachers in each of the three Sub-groups highlight the 

identified characteristics of the reflective practitioner in this study. Examples from Sub-

group 1 include: the importance placed on "reflective practice" in "transforming the pre-

service teacher�s practice" and the empowerment this gave them as pre-service teachers. 

Students also indicated that: "motivation was also created through the process of 
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reflective practice which allowed students to make important learning connections at a 

personal level, contributing to high class participation" (learning journals).  

 

Identification of five key aspects of 

reflection (Boud, Keogh and Walker 

1985, pp.31-35) 

Students in all three Sub-groups identified 

characteristics of reflection helping them to 

function as reflective practitioners 

1. Association which is the connection 

between ideas and feelings with 

experience. 

 

2. Integration which examines the 

meaningful ness of associations. 
 

3. Validation which grounds learning in 

reality tests through context and prior 

understandings. 

 

4. Appropriation which links significant 

feelings and emotions and thus becomes 

part of a values system. 

 

 

5. Outcomes and action which identifies 

new directions and helps individuals plan 

for the next experience. 

Reflective practice allowed students 

enquiring into their own practice to make 

important learning connections. 

 

Reflective practice focused on meaningful 

connections for students. 

 

Reflective practice involved making 

connections to prior knowledge and 

experience. 

 

Reflective practice involved being aware of 

other people�s values, how other people see 

the whole picture and how other people 

think in relation to what you think. 

 

Refection involved critical thinking, testing 

of new ideas and this allowed students to 

question and change (transform) actions 

regarding their teaching 

Figure 7-3 Boud, Keogh and Walker s five key aspects of reflection and the pre-service 

students characteristics of reflection helping them to function as reflective practitioners 

 

Key concepts attached to the role of reflective practice included "getting people to 

think", "problem solving", "individual responsibility", "personal change" and not 

accepting everything you hear "as a truth". Students in Sub-group 1 all indicated that 

experiential education and the role of reflective practice had affected the way they 
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would teach in the future and that they had gained new skills (individual interviews). 

For example: 

"Reflection involved thinking about how things went and how it could be done better 

next time" (Learning Journal). "I liked reflection on activities that didn�t quite work, 

people took it [activities and ideas] away and decided to do it another way, and tried it 

out again" and as a result of this course "I�m really going to concentrate on my 

facilitation skills" (Sub-group 1 group interview). 

  

However, Sub-group 1 student discussions on reflection at this stage only outlined the 

role of a reflective practitioner reflecting on their own practice and the importance of 

this in their pre-service training. As yet, they have not displayed the full range of skills 

of the critically reflective practitioner by examining the discursive practices that distort 

and confine their ability to implement experiential education in environmental 

education. 

 

One student in the Sub-group 2 individual interviews asserted that it was important to 

"reflect on their performance as teachers to model and encourage this process in their 

students" because it "initiates thinking resulting in discussion and incorporated 

problem-solving". Students in Sub-group 2 also indicated that reflection involved 

"critical thinking", "testing of new ideas" and this  "allowed them to question their 

actions" about their teaching (Learning Journals) in a cooperative and collaborative 

community of beginning teachers (Group Interview). Both Brookfield (1995) and 

Smyth (2000), reporting on reflective practice in teacher education, support the notion 

of pre-service teachers working and reflecting collectively together in groups to help 

people bring about change in practice.  

 

Further comments indicate that: "The whole process [of experiential education] is 

making us think about what we want to be" as teachers. Students also suggested that 

this was "critical because it�s bringing up new ideas and ways we can teach rather than 

just using" traditional teacher directed approaches (Sub group 2 group interview). 

Several students commented about the teaching and learning process they had 

experienced in schools and stated that the reflective practice aspect "has really changed 

the way I teach" (Sub group 2 group interview).  Reflective practice "focused on 

meaningful connections for students" (Learning Journal). 
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The skills of the critical reflective practitioner started to emerge in Sub-group 2. This is 

evident in the following comments: "the reflective aspect of experiential education 

stimulated free critical inquiry necessary for education". (Sub-group 2 Learning 

Journal). It�s made me "really reflect, take a step back, where are we and what are we 

doing, why I�m here" (Sub group 2 group interview). "I think a total radical 

reorganisation of what�s important in terms of education is required in terms of what we 

do as teachers" (Post course questionnaire). 

 

Students in Sub-group 3 displayed the role of the reflective practitioner by sharing (in 

less sophisticated ways than Sub-groups 1 and 2) how reflection had impacted on their 

own teaching and learning.  The following statements provide a snapshot of some of the 

impacts. 

  

"Being aware of other people�s values, how other people see the whole picture and how 

other people think in relation to what you think" (Sub group 3 group interview).  

 

The experiential "approach has challenged my own ideas about teaching and learning" 

(Sub group 3 learning journal). "It inspires and motivates a critical consciousness in 

teachers" (Sub group 3 learning journal).  

 

"I�m going to re-evaluate my teaching strategies after this course" (Sub group 3 

individual interview).  

 

It�s had a big impact on me because I�ve already sussed out quite strongly what kind of 

teacher I�m not and that�s a chalk and talk sort of person" (Sub-group 3 individual 

interview). 

 

The impact of the pre-service students� adoption of the role of reflective practitioners 

during this study was positive and by the end of the environmental education course the 

students in all three Sub-groups identified changed attitudes towards teaching and 

learning in environmental education and how they perceived their teaching role. 

Nevertheless, a significant issue related to the pre-service students� experience in the 

environmental education course at College was the potential of critical reflection on 



 

Page 263 

experiential knowledge and understanding to allow pre-service students to challenge 

and liberate themselves from socially discursive practices in College and in schools. In 

the sub-group 1 individual interviews one student indicated that being actively engaged 

in reflective experiences allowed one to "not just unquestioningly accept what the 

person up front was saying as a truth"(reference to the College environmental education 

course and interpretations of schooling). However, students in all the Sub-groups made 

reference to barriers that would limit their ability to challenge and liberate themselves 

from social structures and traditional practice in their pre-service training and in 

schooling (see barriers section 7.2.2 in this chapter). Thus, the extent to which students 

can operate as critical reflective practitioners also depends on their ability to first 

identify the barriers in their pre-service training and in schooling; and second to identify 

strategies for overcoming these barriers. 

 

 

7.2.2 Barriers identified by critically reflective practitioners 

The barriers to implementing experiential education in pre-service teacher education 

and in schools for environmental education emerged during the course in the learning 

journals and at the end in the interviews and post-course questionnaires as students 

became more reflective. During this time the students made the transition from 

reflecting on their practice to reflecting on what might limit their ability to implement 

what they had learnt in their pre-service environmental education course, in schools and 

in other courses at the Christchurch College of Education. The identification of barriers 

is outlined below in two sections. These sections are:  

Barriers to using experiential education in environmental education at Christchurch 

College of Education  

Barriers to using experiential education in environmental education in schools 

 

7.2.3 Barriers to using experiential education in pre-service teacher training for 

environmental education. 

The students in Sub-groups 1, 2 and 3 identified four major barriers in using 

experiential education in pre-service teachers education in the environmental education 

course. The four barriers are: time for reflective practice; lack of support for 

experiential education; lack of knowledge of experiential education and the issue of 



 

Page 264 

whether the course should focus on effective teaching and learning strategies or 

environmental issues. 

 

The first barrier identified that there is often not enough time to adequately reflect on 

learning in the College structure of two-hour classes and 20 hrs total for the course. The 

pre-service teachers also believed there was not enough time to learn all the skills 

required to function as a competent facilitator to guide the reflective process. Students 

in Sub-group 3 were concerned that there was "limited time available within current 

curriculum constraints in College to implement this approach" (Post -Questionnaire).  

The second barrier identified a lack of support from other College lecturers in allowing 

pre-service teachers the opportunity to implement experiential education strategies 

across other disciplines. The message from a third of the students in Sub-group 2 was 

that pre-service training prepares students for the "exam driven curriculum and market 

driven attitudes" and combined with "traditional teaching methods" this leads to a 

"resistance to change"  (Learning Journals) thus limiting their ability to try anything 

different. In Sub-group 3 one student stated that the experiential approach caused 

"resistance from older more traditional staff" and pre-service students perceived they 

were not able to use or experiment with experiential education in other areas of the 

College (Learning Journal and Post-Questionnaire).  

 

However, Law and Tasker (2000) identified that resistance to environmental education 

was often based around an over crowded curriculum, funding constraints and teacher-

directed teaching and learning approaches as major limitations in establishing effective 

teaching and learning for environmental education, within the current system of pre-

service delivery of teacher education in New Zealand. 

 

The third barrier identified a level of frustration expressed from Sub-groups 1 and 2 

because of the lack of knowledge and understanding of experiential education from the 

pre-service students in Sub-group 3 who had not completed the experiential education 

course. Students� in Sub-group 1 and 2 felt that all students should complete the 

experiential education course before engaging in the environmental education course to 

avoid repetition of the theory of experiential education (Post-Questionnaire). This 

would also address the concern from some members in Sub-group 2 who found 

completing both the environmental and experiential education courses concurrently 
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sometimes confusing and repetitive (Post Questionnaire). However, they agreed that it 

was better to complete the course concurrently rather than not at all.  

 

Sub-group 3 had not completed the experiential education course and some were 

desperate to have a greater understanding and knowledge of experiential education. 

Students in Sub-group 3 didn�t feel they had the skills to use experiential education 

effectively. Therefore some students questioned its usefulness in their pre-service 

training in environmental education in terms of how they would use it in schools.  

 

Consequently, students in Sub-group 3 identified four additional barriers: first a 

"concern over experiential education being suitable for other curriculum areas"; second 

a "concern that the problem solving techniques used in experiential education cannot be 

tested or examined"; third some "students may abuse the freedom this approach gives to 

teaching and learning by encouraging group-work and co-operative learning"; and 

fourth an "over reliance on experiential education could lead to a lack in other 

important areas such as a good base of knowledge through research and information 

gathering" (Learning Journals). Thus, a lack of knowledge and understanding of 

experiential education in Sub-group 3 meant that the students did not have the same 

level of understanding as Sub-groups 1and 2 of the potential of experiential education 

to engage students in a critical debate on practices that constraint teaching and learning. 

However, the students in Sub-group 3 were still reflective on how useful experiential 

education might be, based on their limited prior knowledge and understanding of 

experiential education.  

 

The fourth barrier was whether the course should focus on effective teaching and 

learning strategies or on environmental issues. Sub-group 2 raised an issue over the aim 

of the course. In the Sub-group 2 group interview a discussion emerged over whether 

the course should be about gaining knowledge of environmental issues or gaining 

knowledge of effective teaching and learning techniques to teach environmental 

education. Several students inferred that there was an imbalance of emphasis on 

effective teaching and learning for environmental education rather than on content 

regarding specific environmental issues. This raises a dilemma for teacher educators in 

environmental education because the emphasis in a one year teacher education 

programme is not so much on content as it is on making sure beginning teachers have 
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the professional teaching and learning skills to become effective teachers. However, the 

students comments reflect Wilke, Petyon and Hungerford (1987) and Fien and Tilbury 

(1997) claims that two sets of competencies are required in the professional 

development of teachers: first the competencies of an environmentally educated person; 

and second the professional competencies of an environmental educator. The critical 

issue that has emerged through the process of critical reflection is that the pre-service 

teachers in Sub-group 2 indicated a possible imbalance in the environmental education 

course at the Christchurch College of Education with too much emphasis on the second 

set of competencies.   

7.2.4 Barriers to using experiential education for environmental education in 

schooling 

The students in Sub-groups 1and 2 identified three major barriers in using experiential 

education for environmental education in schooling. The three barriers were: 

experiential techniques are often not supported by teachers in schooling because of the 

time it takes and it is perceived as radically different; students believed they did not 

have enough facilitation skills to implement experiential education; and environmental 

education "lacked status" in secondary schooling in New Zealand because of the 

"hierarchy of subjects and their importance". 

 

The first barrier in schooling was that experiential education was not supported by 

teachers because they did not have the time to implement experiential education 

strategies and was not part of the ideology of schools. The pre-service students in Sub-

group 2 fear was that they "were going to be rushed off their feet, given a curriculum 

and told to teach the content, and dealing with associates and their [established] 

philosophies of schooling would be difficult" (Learning Journal). Several students in 

Sub-group 1 commented on the resistance of school students who may have to think 

and actively participate in their learning. The pre-service students felt that based on 

their experience some school students may feel uncomfortable about having to think 

and be actively involved. Half the students in Sub-group 2 were "concerned about 

taking the risk with students in using student-centred learning", because it goes 

completely against some of the learning settings they�ve come across in schools 

(Individual Interviews).  
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Thus, the pre-service teachers believed that experiential education was viewed in 

schools as radically different from current teaching and learning practices in schooling. 

All three Sub-groups identified that schools may not permit experiential learning to 

occur because of the impact on traditional teaching and learning practices and also the 

behavioural consequence of un-receptive students. This is despite the calls for more 

student-centred reflective practice in teacher education (Valli 1992 and Brookfield 

1995) and the need for a paradigm change in education (Sterling 2001) to allow the 

rhetoric of teaching and learning for environmental education (and Education for a 

sustainable future) to be modelled in practice.  

 

The second barrier to implementing experiential education in schooling was the need 

for more facilitation skills to give pre-service teachers the confidence to implement 

experiential education in environmental education in schooling. The emphasis from 

Sub-group 1 and 2 was on the need for more facilitation skills. However, Sub-group 3�s 

concern was based on their lack of understanding of experiential education. They also 

lacked knowledge of reflective practice and skill in using �experience� in teaching and 

learning in schools. As one student stated "the way you are educated at school and 

university doesn�t leave you open for this new age hippy group" (Post Questionnaire). 

Sterling (2001) would assert that the statement above highlights the conflict that 

transformative experiential approaches have in breaking into established (traditional) 

teacher-directed models of teaching and learning and the perception held regarding new 

techniques that are radically different from the status quo that result in descriptions such 

as  "new age and hippy".  

 

The third barrier in schooling was the "lack of status of environmental education in 

schooling" (Sub-group 2 Learning Journals) and "a concern about the nature and 

structure of the school curriculum and institutional hierarchy of subjects and their 

importance, with environmental education not being considered important" (Sub-group 

3 learning Journals). According to the pre-service students this view of environmental 

education resulted in "hard core attitudes towards environmental values in society" and 

it was "hard to introduce environmental education when staff and students don�t see it 

as important" (Sub-group 1 and 3 Learning Journals). The students believed that not 

only was experiential education perceived by some teachers in schooling as radical, so 

was environmental education. One student described trying to implement environmental 
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education using experiential education in schooling as "banging my head against a brick 

wall in secondary schools" (Sub-group 2 learning journal). Other comments included 

"environmental education is not given enough attention in the New Zealand 

curriculum" and "schools are not prepared to accept environmental education as a 

relevant course" (Sub-group 3 Learning Journal). 

 

Thus, the pre-service students believed that "traditional institutional practice limits the 

inclusion of environmental education and this leads to a lack of foresight on the part of 

the people you work for" (Sub-group 3 Learning Journals) and therefore a "resistance to 

change" (Sub-group 2 Learning Journals). The pre-service students are highlighting 

Sterling�s (2001) claim that there is a need for a paradigm shift towards a more 

ecological view of education that has both teachers and learners working as reflective 

practitioners and agents of change. This would help what Stevenson (1987b) calls the 

current "contradiction between the purpose and practice of schooling" for 

environmental educators. Stevenson (1987b) argues the need for more transformative 

education rather then the transmissive and reproductive models that limit change and 

innovation in schooling. Thus the identification of the barriers to implementing 

experiential education in environmental education in pre-service teacher education and 

in schooling, has shown limitations in the College course structure and in schooling that 

constrain and confine the practice of pre-service teachers. This indicates that the 

students in this study have begun to operate as critically reflective practitioners. The full 

extent to which the students operating as critically reflective practitioners can overcome 

the constraints that confine their practice is outlined in the next section. 

 

7.2.5 The potential and possibilities of critical reflective practitioners in 

environmental education in pre-service teacher education. 

 

This section outlines the potential of pre-service students in implementing the second 

part of Robottom�s dual challenge: the requirement for pre-service teachers to engage in 

professional development to assist them in developing a critically reflective perspective 

on how they teach by thinking about and changing some of the discursive practices that 

limit their ability to implement transformative pedagogies in pre-service teacher 

education and in schooling. The pre-service students indicated in section 7.1 and 7.2.1 
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that engaging in the reflective practitioner role has helped them review their own 

teaching and learning in environmental education. However, after recognising the 

barriers to implementing experiential education in the previous section, the challenge 

for pre-service teachers is their ability to function as critically reflective practitioners by 

identifying changes in practice, and solutions to overcome barriers. A summary of 

Brookfield�s (1995) attributes of critically reflective practitioners identifies seven key 

qualities and these include the ability of individuals to: 

• research their own work sites;  

• recognise and generate their own contextually sensitive theories of practice;  

• produce a corpus of valuable unprivileged practical knowledge by confronting 

dilemmas and contradictions in practice;  

• transform their practice by checking the assumptions behind what they do; 

experience creative approaches as active learners;  

• critique the teaching and learning structures in which they are located; and  

• minimise the risks of conflict with others by questioning and challenging in 

constructive ways.  

 

Thus, the following section outlines the pre-service teacher�s qualities to operate as 

reflective practitioners based on a summary of Brookfield key attributes.  

 

The first quality of critically reflective practitioners is their ability to engage in research 

on their own practice and the pre-service teachers achieved this in all three Sub-groups. 

They operated as co-researchers in this study by engaging in a range of data gathering 

techniques to reflect on the assumption that experiential education provided a best 

practice approach for teacher education in environmental education.  

 

The second quality is for pre-service students to recognise and generate contextually 

sensitive theories of practice. The pre-service students prior to 1998 had generated the 

theory that experiential education could provide a best practice approach for teacher 

education in environmental education. In the course of this study they generated their 

contextually sensitive theories. They believed that while experiential learning was a 

best practice approach for environmental education, it was not the only one and other 

strategies that are synonymous with the aims and objectives of environmental education 

should be considered. However, the students all agreed that experiential education in 
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teacher education for environmental education "stirred the imagination a lot", because 

"it makes you want to be a more effective teacher" (Final comment from Sub-group 3 

group interview). 

 

The third quality is to produce a corpus of valuable unprivileged practical knowledge 

by confronting dilemmas and contradictions in practice. The pre-service students 

achieved this by working as a cooperative and collaborative community of beginning 

teachers during the pre-service environmental education course. This was effective and 

helped them overcome some of the discursive practices in schooling which pose major 

limitations in implementing experiential education in environmental education. Sharing 

ideas, listening to other points of view and the impact of this helped change their views 

of appropriate teaching and learning approaches but also their role in the teaching and 

learning process (all three Sub-group Learning Journals, and Post Questionnaires and 

Interviews).  

 

The students in all three groups also developed strategies for confronting and 

overcoming some of the barriers identified in section 7.2.2 in schools. The students 

identified four key strategies. First, the students in Sub-groups 1 and 3 indicated that 

they would explain the "benefits of experiential education to staff" by discussing "new 

ideas, concepts and units that use experiential education" (Post-Questionnaires). 

Second, all three Sub-groups indicated they would "start slowly" (Post-Questionnaires) 

and set "small achievable goals to introduce experiential education" (Sub-group 1 Post-

Questionnaire). Third, all three Sub-groups mentioned that working in collaborative 

groups once they gained teaching jobs in schools would help them continue the 

reflective process and this supports Hart �s (1990) claim that communities of reflective 

practitioners are essential to help reduce the rhetoric reality gap in teaching and learning 

for environmental education (Individual Interview and Group Interviews). The ability to 

work in collaborative groups would provide the support they need to continue 

developing their skills (Brookfield 1995; and Smyth 2000). The fourth strategy was to 

continue to "develop better facilitation skills to implement experiential education" (Sub-

group 2 Learning Journals).  

 

The fourth attribute is to transform their practice by checking the assumptions behind 

what they do. One student stated that, "this is the only class I�ve been in where we�ve 
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got the opportunity where we can have a go at doing these things" (Sub-group 2 

Individual interviews). Another student agreed with this and added "I�d get a lot more 

out of professional studies (generic skills of teaching) if there was a component in there 

which allowed us to engage in experiential education" and work collaboratively in 

groups and reflect on what we do (Sub-group 2 Individual interviews). Students in all 

the Sub-groups were able to see that experiential education had potential in all 

curriculum areas and many indicated that they intended to use the experiential 

education approach in other disciplines. This demonstrated that engaging in the role of 

the critically reflective practitioner they were able to make connections, transfer 

learning and think broadly about effective approaches to teaching and learning across 

disciplines and this impacted on how they viewed themselves as teachers and learners. 

Thus students in all three Sub-groups mentioned that the critical reflective practitioner 

aspect of experiential education had challenged and transformed their practice. One 

student reported that experiential education was "transformational, it has inspired me to 

get out there and do it" (Sub-group 3 Individual Interview). 

 

The fifth attribute is experiencing creative approaches as active learners. The impact of 

engaging in experience followed by reflective practice and critical reflection had a 

significant effective on the pre-service students in all the Sub-groups. As a result 

students indicated that, "new cognitive understandings emerged from critical reflective 

practice" (Sub-group 2 Learning Journals). Experiential education was also viewed by 

student's in all three Sub-groups as: enjoyable, interesting, fun and challenging 

(Learning Journals, Post-Questionnaires and Group Interviews). 

 

The sixth attribute is to critique teaching and learning structures in which they are 

located. The pre-service students identified that the College pre-service programme 

needed to promote more debate on effective teaching and learning approaches and more 

tutors should respect the experiential education approach and not see it as "goofing off" 

(Sub-group 3 Interviews). Students in Sub-groups 1 and 2 believed that respecting more 

approaches would develop " a great sense of community and participation in learning" 

throughout the College programme. The pre-service students also identified specific 

tools that helped them operate as critically reflective practitioners and completing the 

learning journal was singled out as an excellent because "this helped me process the 

learning a bit deeper" (Sub-group 2 Learning Journal). 
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The seventh attribute is to minimise the risks of conflict with others by questioning and 

challenging in constructive ways. Students indicated they did not want to start their 

teaching careers by going "into schools and start to step on toes" rather they would 

"warm the school students up slowly by easing them into experiential education" (Sub-

group 1 Learning Journals). Nevertheless, the pre-service students in Sub-groups 2 and 

3 identified that they needed to "be prepared to get out there on a limb, take risks and 

move away from the norm" and "work around those who cannot see the benefits" of 

experiential education. 

 

Furthermore, the students in all three Sub-groups also realised that they needed to 

develop more effective facilitation skills to work in experiential education in 

environmental education to challenge traditional teacher-centred approaches in 

constructive ways. The identification of skills of a facilitator are outlined in detail in 

section 7.1 (reflective practice). In summary they included creating safe learning 

environments, creating affective learning experiences, guiding self �inquiry, 

encouraging reflection and developing effective listening and questioning skills. 

 

As a result of the pre-service students participation as critical reflective practitioners in 

this study, four significant changes to the environmental education course were 

identified and one further change to the overall secondary pre-service training course, 

and these are outlined below: 

 

1. A pre-requisite for all students to complete the experiential education course before 

participating in the environmental education course. 

 

2. A greater balance in the course to address both the core the competencies of an 

environmentally educated person; and second the professional competencies of an 

environmental educator. 

 

3. Further professional development on effective facilitation skills for environmental 

education. 
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4. More time set aside for reflective practice and critical reflection to support 

transformative pedagogies in pre-service teacher education for environmental education 

and in schools. 

 

5. More recognition and support in the pre-service teacher education at the Christchurch 

College of Education to implement experiential education techniques  

 

Chapter 8 address these changes in detail by establishing three recommendations for the 

researcher, one for pre-service teacher education, two for schooling to assist beginning 

teachers into the role of critical reflective practitioners in experiential education for 

environmental education and one for curriculum planners. 

 

7.3 Conclusion  

This chapter addressed steps 7 and 8 in phase 3 of the study as outlined in the research 

design, chapter 4 (Table 4-4). Steps 7 and 8 were combined to allow the researcher to 

reflect and theorise on student feedback throughout the course. This chapter had two 

sections. The first section (7.1) addressed the researcher�s reflections on four emerging 

themes that identify key characteristics of experiential education and outline a synergy 

between experiential education and environmental education. This addressed the first 

research problem: In what ways is experiential education an appropriate pedagogy 

for meeting the aims and objectives of environmental education in teacher 

education? To address this problem answers to the following questions were sought: 

 

1. What characteristics of experiential education did the pre-service teachers 

portray as a result of their participation in the course? 

2  What aspects of experiential education were effective and to what extent were 

these relevant for teacher education in environmental education?  

 

The second section (7.2) explained the role of critical reflection in addressing the 

possibilities and limitations of experiential education in teacher education for 

environmental education. This addressed the second research problem: To what extent 

can the experiential model of teacher education provide for the pre-service 

development of teachers as reflective practitioners within the context of 
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environmental education? To address this problem answers to the following question 

were sought: 

 

3. What characteristics of the reflective practitioner did the pre-service teachers 

display? 

4. What other factors of experiential education were problematic for pre-

service teachers? Were these theoretical or practical? How might the 

environmental education course be revised as a result? 
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Chapter 8  Implications and Recommendations 

 

8.1 Introduction 

Implications and recommendations addresses step 9 of phase 3 in this study (Chapter 4 

Table 4-4). This chapter provides a summary of the key findings under each of the four 

research questions. The purpose is to identify implications for teacher educators, 

environmental educators and school administrators. Furthermore, a number of 

recommendations are established as a result of this study to provide guidance for pre-

service teacher educators, environmental educators and school administrators intent on 

developing transformative teaching and learning through experiential education. There 

are also implications and recommendations for those who wish to engage in the role of 

the critical reflective practitioner. Step 9 concludes with recommendations for further 

research. 

 

8.2 Summary of findings  

The summary of findings is presented according to the four research questions of this 

study. 

 

1. What characteristics of experiential education did the pre-service teachers 

portray as a result of their participation in the course? 

 

2. What aspects of experiential education were effective and to what extent were 

these relevant for teacher education in environmental education? 

 

3.  What characteristics of the reflective practitioner did the pre-service teachers 

display? 

 

4. What other factors of experiential education were problematic for pre-service 

teachers? Were these issues theoretical or practical? How might the experiential 

education course be revised as a result of these findings? 
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The findings represent pre-service teachers� �new� propositional knowledge gained as 

result of participation as co-researchers in this study. The findings are drawn from the 

reflection, theorising and explanation of the results of this study in Chapter 7.  

 

The findings for each of the above research questions are reported in the following 

sections 

 

8.2.1 What characteristics of experiential education did the pre-service teachers 

portray as a result of their participation in the course? 

 

The pre-service teachers portrayed a number of characteristics of experiential 

education. These may be summarised under four key themes. The first characteristic 

was reflection.  This occurred through engaging in reflective practice on their own 

learning and performance as teachers and thinking critically about the current social 

practices that constrain pre-service teacher education. The pre-service teachers 

indicated that reflection was the most important characteristic of experiential education 

and it was the key factor in helping them transform their learning and teaching. As a 

result of engaging in reflection the pre-service teachers also identified the critical role 

of the teacher in guiding student reflection. Thus, the role of the teacher as a facilitator 

guiding student-centred learning was portrayed as an essential aspect of implementing 

experiential education.   

 

The second characteristic was learning connected to personal experience. The pre-

service teachers believed that reflecting on personal experience developed connections 

between content and practice, which led to improved understandings. The students in all 

three Sub-groups identified three essential components of connectedness to personal 

experience during this study: a connection to specific issues, emotional feelings, and the 

environment. Thus, personal experience provided the pre-service teachers with 

"personal validity" and a "personal reference point", which allowed them to draw on 

prior knowledge and merge that with present experience to develop meaningful 

connections and new understandings. 
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The third characteristic was emotionally engaged learning. The pre-service teachers 

indicated that engaging students emotionally in their learning through reflection and 

personal experience "brought students to life" because it was "motivational, interesting 

and empowering. An emotional investment in learning helped the pre-service teachers 

understand the embodiment of knowledge and they also believed it was a key pointer to 

establishing attitudes, values and a belief system for the environment. Thus, 

emotionally engaged learning created and empathy for changes in behaviour. 

 

The fourth characteristic was student-centred learning and empowerment for change. 

The pre-service teachers recognised that the student-centred approach created personal 

responsibility, ownership and empowerment for individuals to engage in problem-

solving in ways that were meaningful and relevant. Key words to describe the student-

centred approach included: "interactive, motivational, interesting, inclusive and 

empowering". The student centred approach led to high student involvement in 

reflective discussions, debates and cooperative decision-making. For many pre-service 

teachers the student-centred approach highlighted their action potential and created a 

pedagogy of empowerment that was transformational, thus contributing to personal and 

collective social action for the environment. 

 

8.2.2  What aspects of experiential education were effective and to what extent were 

these relevant for teacher education in environmental education? 

 

The pre-service teachers indicated that it was the combination of the four key 

characteristics of experiential education that provided a holistic teaching and learning 

approach to address the aims, objectives and outcomes of environmental education. 

Thus a synergy was identified between experiential education and environmental 

education.  This synergy was evident not only between the key principles of the Tbilisi 

Declaration for environmental education but also between the contemporary best 

practice pedagogical approaches identified by Fien and Tilbury (1996) for pre-service 

teacher education for environmental education. Thus the pre-service teachers identified 

that experiential education has the potential to become a �best practice pedagogy� for 

environmental education. Furthermore they believed that experiential education met the 

first aspect of Robottom�s dual challenge for environmental educators by providing a 
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student-centred approach that was enquiry-based, participatory, critical, community 

based and collaborative. 

 

8.2.3 What characteristics of the reflective practitioner did the pre-service teachers 

display? 

  

The pre-service teachers demonstrated a range of characteristics of the reflective 

practitioner as a result of their participation in this study. These characteristics address 

the second part of Robottom�s (1987) dual challenge: the requirement of teachers to 

engage in professional development to assist them in developing a critically reflective 

perspective on how they teach and also helping them to think about and change some of 

the discursive practices that limit their ability to implement transformative pedagogies 

in pre-service teacher education and in schools. 

 

The pre-service teachers� skills as reflective practitioners tended to emerge near the end 

of the course as they began to merge the potential and possibilities of using experiential 

education as a pedagogical approach for environmental education with the search for 

solutions to overcome these.  The pre-service teachers displayed all seven attributes 

outlined by Brookfield (1995) that identify the role of critically reflective practitioners: 

the ability to research their own work sites; recognise and generate their own 

contextually sensitive theories of practice; produce a corpus of valuable unprivileged 

practical knowledge by confronting dilemmas and contradictions in practice; transform 

their practice by checking the assumptions behind what they do; experience creative 

approaches as active learners; critique the teaching and learning structures in which 

they are located; and minimise the risks of conflict with others by questioning and 

challenging in constructive ways.  

 

8.2.4 What other factors of experiential education were problematic for pre-service 

teachers? Were these issues theoretical or practical? How might the 

experiential education course be revised as a result of these findings? 

 

The pre-service teachers identified that, while there were a number of advantages in 

implementing experiential education, there were also barriers that constrained such an 
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approach in pre-service teacher education and schools. The barriers to implementing 

experiential education in pre-service teacher education included: the time it takes to 

prepare; the lack of support from other tutors; a lack of (student) facilitation skills; and 

the need to establish experiential education as a pre-requisite to environmental 

education. The barriers to implementing experiential education in schools included: 

experiential techniques are often not supported by teachers in schooling because of the 

time it takes and it is perceived as radically different; students believed they did not 

have enough facilitation skills to implement experiential education; and environmental 

education "lacked status" in secondary schooling in New Zealand because of the 

"hierarchy of subjects and their importance". Thus the identified barriers were practical 

issues concerned with implementation rather than concerns about the theory of 

experiential education.  

 

The pre-service teachers identified the following solutions to overcome the barriers to 

implementing experiential education in environmental education. 

• The importance of continuing to work as a cooperative and collaborative 

community of beginning teachers during the pre-service environmental education 

course at College.  

• The need to explain the benefits of experiential education to other tutors and staff by 

discussing new ideas, concepts and units that use experiential education.  

• The importance of introducing experiential education slowly and set small 

achievable goals.  

• The importance of working in collaborative groups once they gained teaching jobs 

in schools to help them continue the reflective process and further develop their 

facilitation skills. 

 

As a result four significant changes to the environmental education course were 

identified and one further change to the overall secondary pre-service training course. 

These were: 

 

1. A pre-requisite for all students to complete the experiential education course before 

participating in the environmental education course. 
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2. A greater balance in the course to address both the core the competencies of an 

environmentally educated person; and second the professional competencies of an 

environmental educator. 

 

3. Further professional development of effective facilitation skills for environmental 

education. 

 

4. Increased time set aside for reflective practice and critical reflection to support 

transformative pedagogies in pre-service teacher education for environmental education 

and in schools. 

 

5. Increased recognition and support in the pre-service teacher education at the 

Christchurch College of Education to implement experiential education techniques. 

 

 

8.3 Implications  

Implications emerge from this study for four different groups: researchers; teacher 

educators in environmental education, school teachers� and school administrators; and 

curriculum planners and designers.  

 

8.3.1 The Researcher and teacher educators in environmental education 

The pre-service teachers ability to function as a critical reflective practitioner will 

depend on the availability of pre-service courses to provide opportunities for the 

beginning teacher to work in collaborative and cooperative groups to address 

professional development issues, and address the discursive practices that constrain and 

confine their development as teachers. 

 

Pre-service environmental education courses should consider experiential education as 

a best practice pedagogy for environmental education but also consider other strategies 

that engage students in similar ways as experiential education. Teacher educators 

should also consider the balance in providing pre-service teachers with both the 

competencies of an environmentally educated person and the professional competencies 

of an environmental educator. 
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Pre-service teacher education courses implementing experiential education approaches 

in environmental education need to consider providing adequate professional 

development in the skills of facilitation to help guide the reflection process before 

students undertake courses in environmental education. 

 

The experiential education approach to teacher education for environment education 

had a significant impact on pre-service teachers� professional development as beginning 

teachers. The impact of the holistic combination of grounding students learning in 

reflection on personal experience and using emotionally engaged student-centred 

learning could well suit other pre-service areas/disciplines and thus, provide a more 

transformative approach to pre-service teacher education.  

 

8.3.2  School teachers and school administrators 

 

Teacher education serves two functions. First, pre-service teachers must be trained in a 

range of pedagogical approaches to meet the diverse aims, objectives and outcomes of 

the curriculum. Second pre-service teachers must have the skills to be able to function 

within schools, be part of a team of professionals and deliver curriculum requirements. 

Experiential education does this. It also encourages beginning teachers to work 

collaboratively in professional teams to reflect on how the rhetoric of teaching and 

learning is experienced in practice. School teachers and school administrators might 

consider some of the implications of using experiential education as a �best practice� 

strategy rather than discouraging pedagogical approaches that have the potential to 

provide positive teaching and learning experiences for school students and teachers. 

 

Thus school administrators need to reflect on the nature and structure of school 

programmes to see if opportunities are available for transformative experiential 

approaches that meet contemporary teaching and learning for environmental education. 

 

8.3.3 Curriculum planners and designers 

The impact of reflection on experience and emotionally engaged student-centred 

learning on the motivation, interest and enthusiasm of pre-service teachers to engage in 
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social action for the environment was significant. Curriculum planners and designers 

need to consider a more balanced approach to teaching and learning for environmental 

education that has teachers and students working and planning programmes of study 

together. The impact of student-centred learning is significant and provides a 

transformative approach rather than teacher-directed learning that is often transmissive 

and reproductive.  

 

8.4 Recommendations 

 

8.4.1 For the Researcher 

The study has three recommendations for the researcher. 

1. That the experiential education course is lengthened to 40 hours with the final 

20 hr set aside to further develop pre-service teachers facilitations skills to guide 

reflective practice and critical reflection. 

2. That the environmental education course is lengthened to provide for both sets 

of teacher competencies: the competencies of the environmental educated 

person; and the professional competencies of an environmental educator. 

3. That students undertaking the environmental education course at the 

Christchurch College of Education enrol in the experiential education course 

first to avoid repetition of the theory and key strategies. 

 

8.4.2 Teacher educators (general) 

The study has one recommendation for teacher educators. 

That teacher educators explore opportunities for using transformative experiential 

education approaches in other disciplines to engage pre-service teachers in active 

learning that results in critical reflection and encourages beginning teachers to operate 

as critical reflective practitioners.  

 

8.4.3 Environmental educators 

The study has one recommendation for environmental educators. 
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That environmental educator�s make use of experiential education strategies as a best 

practice pedagogical approach to achieve the aims, objectives and outcomes of 

environmental education. 

8.4.4 Curriculum planners 

The study has one recommendation for curriculum planners. 

That curriculum planners provide opportunities for experiential education approaches in 

environmental education to help the rhetoric behind the theory of teaching and learning 

match the practice. 

8.4.5 Further research 

Further research on how well first and second year teachers are using the experiential 

education in environmental education as a transformative approach in school and what 

support they needed would be extremely helpful. 

 

Further research on the effectiveness of experiential education as a transformative 

approach to teaching and learning for school students is needed.  

 

Further research in using experiential education in other disciplines might help raise the 

profile of experiential education as a transformative approach to teaching and learning 

in pre-service teacher education.  

 

8.5 Conclusion 

This chapter has summarised the findings of this study and reported the conclusions and 

recommendations that flow from it. This was achieved through three sections. Section 

one identified the findings of the study according to the four research questions. Section 

two detailed the implications of the studies findings. Section three identified the 

recommendations for educators and areas for further research.  
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Appendix 2b Learning Journal Summaries 
Learning Journals - Group 1 

(Experiential Education - followed by Environmental Education) 

Student (5) 

 - Exp Ed works very effectively for EE 

- I feel I can use environmental education as a tool to promote learning (through a 

sense of responsibility) not many students have this 

- Positive connection between exp ed and environmental education 

- Helped me become more receptive to change and responsible for my own 

behaviour/actions 

Student (6)  

- I think exp ed helps students to learn through experience, to think for themselves 

and control their own learning rather than the teacher/lecturer 

- Ability to empower individuals to deal with environmental problems 

- The reflective aspect initiates thinking of issues, resulting in discussion and 

incorporates problem solving skills. Enables students to think through experience 

in relation to on issues. 

- Exp Ed helps change attitudes and behaviours towards the Environment in a positive 
way. 

- Exp Ed approach helped to understand issues also contributed towards the 

enjoyment 

- helped students to take ownership of their projects and encourages debate on the 

issues 

- connection between Exp Ed and environmental education. 

Student (1) 

- Learning through direct experience, linking the mind, the body and the heart 

- Exp Ed is an excellent vehicle for promoting environmental values, attitudes and 

feelings 

- The need to include the students input when exploring Exp Ed activities. 

- The need to incorporate both environmental education and Exp Ed. Together, 

(bonded) they provide a strong strategy. Exp Ed stimulates feelings and highlights 

issues (awareness). 

- Exp Ed is a student centred approach to Teaching and Learning  

- Exp Ed provides enthusiasm for both the teacher and students. 
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- Exp Ed is a tool for facilitating Environmental education. The connection is 

essential to provide a holistic approach to environmental education. 

- Exp Ed promotes feelings. This strategy allows students to look at why people 

feel and think the way they do so as to bright about change. 

Student (7) 

- With the experiential Ed approach it is the students who are responsible for their 

learning. 

- Reflection involves thinking about how the activity went and how it could be 

done better next time. Students take this learning into their next activity. 

- I learnt a lot from the Exp Ed activities/experiences. I learnt both content and 

process. 

- The Exp Ed activities demonstrated the complexity of environmental education 

and social action ie Beach activity. 

- Exp Ed is student centred, helps students develop skills to tackle EE issues 

Student (4) 

- Using this approach all opinions are valued, everyone listens to what others have 

to say 

- Reflection in a safe environment is important to me 

- I really like the emphasis on the reflection after the activities and the readings - 

discussion of the difficulties and obstacles 

- Exp Ed involves the learner at a personal level; and to achieve education for the 

environment, the learner needs to be able to relate to the environment on a 

personal level - Affective vs Cognitive for/with the environment - need both - 

about the environment. 

- Exp Ed process give students a sense of hope and achievement ie risks to rewards 

- Exp Ed uses effective strategies to focus on values 

Student (3)  

- Exp Ed helped me feel strongly about ownership of learning experience 

- I liked the high participation rate of class members and the friendly atmosphere 

- Exp Ed can be implemented in a stage by stage approach. In which complex 

material can be broken down into stages; taught experientially adding the stages 

together in an understandable way 

- Exp Ed is about learning and action - together 

- Learning connected to real life experiences moves to a deeper level of 

understanding and is more effective 
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- Exp ed creates ownership, it is a useful tool 

 

Obstacles and Issues 

Student (5)  

- Time is taken to facilitate Exp Ed 

- No support from school structure/staff 

- Difficult to implement environmental education unless they support it with a 

whole school approach. 

Student (6) 

- Some aspects of Ex Ed activities/issues maybe portrayed to simplistically in 

students thinking or in the presentation. This is why the reflective period is 

critical 

- Political, social and economic mechanism are in place, making it difficult to 

actively change some behaviours 

- Changing 'hard core' attitudes and values within society 

- Overcoming attitudes of apathy and hopelessness towards the environment. 

Student (1)  

- I am concerned that it will be difficult to support from fellow teachers to form 

cross curriculum topics 

- I need to practice my facilitation skills.  

- Some students may not appreciate learning through Exp Education. I ill have to 

show enthusiasm, empathy, understanding and patience! 

- Everyone needed to complete Exp Ed first. Everyone would have been at the 

same point 

Student (7)  

- I am concerned that I don't learn enough about specific EE issues to use Exp Ed. 

- Resistance of some students or school department to the inclusion of Exp Ed 

and/or EE in the teaching scheme 

- Time constraints, especially in the school. strategy explain the benefits of Exp Ed. 

 

 
 

Positive Approaches/Strategies 

Student (5) 
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 - Going to try and 'sell' Exp Ed through using it and showing that it does work 

- I will use a lot of the activities and experiences in my own teaching 

Student (6) 

 - I will use a lot of the activities and experiences in my own teaching. 

Student (1) 

- I can't wait for the opportunity to open minds and expose students to the 

wonderful world in which they are part of. 

- Stimulate their minds as well as their hearts 

- I hope I will be able to educate my colleagues and that I might be able to gain 

some support to promote and whole school approach to EE 

- Want to empower student to act 

Student (7) 

- I want to learn more about Exp Education. I used it on teaching practice with 

some success 

- This approach has motivated me to come to this class. I am enjoying 

learning/participation in new things 

- I want to make a difference to Teaching and Learning for environmental 

education. 

Student (3) 

- Concern about not learning enough about specific EE issues 

- Can't just use experiential education activities. - I feel that the fun/awareness 

needs to be complimented with real life information and real life strategies that 

the students can use to action real change. 
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Learning Journal  --- Group 2 
(Experiential Education and Environmental Education Concurrently)  

Key stuff about Exp Ed 

Student (12) 

- Connection between Exp Ed and EE - using Exp Ed as a means/method of 

teaching EE. If there is to be a change in attitude/values that we must take 

responsibility for our actions, exp ed allows us this opportunity, through our 

actions in the environment we are connected and can get a 'feel' for the 

environment and hopefully bring changes in our beliefs so we can become 

proactive. 

-  Reflection - I don't do enough of it, its just so good for the soul! 

- Student - centred teaching approach, the need to be responsible for your own 

learning 

- Activities must have meaning to students and facilitators must have th4e skills to 

guide students to a meaningful outcome 

- Students must have some input into the decision-making process of their learning, 

make them responsible for their own learning. Have students involved in deciding 

the objectives ie Foxfire. 

- Allow students to reflect (use journals) on their behaviour 

- Develop more effective facilitation skills. 

 

Exp Ed  Means of connecting experiences with the emotive aspects 

 It is loads of fun 

 Activities are meaningful to the learner 

 Reflection allows us to questions our actions/behaviours and change our 

ideas 

 Is a way for students to take some personal responsibility, important for EE 

 

Student (13) 

- 3 As  awareness 

   attitudes (Exp Ed provides a process to deal with all three) 

   actions 

 Awareness - experience ie first hand knowledge 
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 Attitudes - emotional meaningful engagement through experience and reflection 

 Action - the consequence of 2nd loop after reflection 

- Reflection requires critical analysis - which can lead to new actions 

- Exp ed encourages an emotional investment 

- Exp ed challenges students values and beliefs 

- Exp ed provides a meaningful connection through the reflective process →   

challenges traditional market school philosophy and it stimulates free critical 

thought necessary for education for and with the Environment. 

 

Student (9) 

Important of the 3As 

Awareness knowledge   Links to Exp Ed 

Attitudes lifestyle choices 

Action  challenge and change - critical 

 

Facilitation skills are critical for successful Exp Ed these are  

- Using student prior knowledge, allowing time for reflection, flexibility, allow for 

student research, affective emotional aspect, student ownership, encouraging 

individuality, thinking on your feet, classroom (??) awareness, creating a safe 

environment (emotionally and physically) teacher guidance, self reflection 

(student & teacher) encouraging decision making, empathy, being enthusiastic, 

having effective questioning skills, effective listening skills, acknowledging the 

input of all students, encourage pupil/ student activity. 

 

Student (15) 

- Learn the strategies which will help me encourage students to develop positive 

environmental attitudes and values - I think Exp Ed will help me achieve this. 

- Experiential activities when compared with chalk and talk are much more 

effective for students when remembering concepts and being able to retain that 

association for a longer period of time. Previously I thought Exp Ed would be 

more time consuming. However, what is more important covering the material or 

the students actually learning something - the latter I feel. 
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Student (14) 

- Exp Ed - process that links education (learning) with work and personal 

development 

- Learner input and control over the learning experience 

Critical - experience, reflection, critical thinking and testing (action) new ideas. 

- Connection between social values and Exp Ed 

- This class is really responding well to the issues and activities we are doing in the 

class both inside and outside the classroom. 

 Also 3As 

- Exp Ed is about - meaningful understanding 

  - expressing values 

  - structuring ideas 

  - acknowledging relevant learning 

  - expressing unstructured feelings 

  - exploring first hand experience 

- developing and testing new ideas 

- acknowledging learners ideas 

 

 

Issues and Concerns 

Student (12) 

- Need to know more about EE issues in our environment 

- Students have too many other problems (personal and family) to be bothered 

about making changes in their lifestyles in order to benefit the environment 

- Traditional teaching methods already in use and resistance to change 

- Time it takes to involve students in Exp Ed 

- Pressure of an exam driven curriculum and market driven attitudes. 

 

Student (13) 

- EE has no status in school (not important part of the curriculum) 

- Issues of using Exp Ed in an outcome (mandated curriculum) 

 

 

Student (9) 
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- Lack of schools that don't teach EE or Exp Ed 

Student (15) 

- Worried about a lack of knowledge on EE issues contents.(A number of people 

have mentioned this in every group) ie learning about the environment 

Reason 1: The course is about Teaching and Learning not a great emphasis on 

content. 

Reason 2: Student background and traditional practice it worries them if they 

don't have all the knowledge.  (20hr course) 

- Apathy toward environment 

- Banging my head against a brick wall in secondary schooling 

Student (14) 

- Concerned about being able to facilitate effectively 

Student (11) 

- I want to learn more about debriefing/facilitating ie how to turn the activity into a 

meaningful learning experience.  (It's the talking and analysing that teaches the 

concepts not necessarily the activity. 

 

Extra Points re-learning and experience 

Student (12) 

- Hopefully I will learn effective methods to introduce EE (strategies, resources and 

information) 

- Personal commitment to become more environmentally sound 

- I want to be able to incorporate experiential education into my teaching strategy 

- I have to take more risks and move away from the norm 

- I identified a link between Health Ed & EE and Exp Ed 

Student (13) 

- Exp Ed provides heaps of learning potential - emotional investment 

  - challenge attitudes and values 

  - group work 

  - indoor and outdoor 

 - self awareness -  self & peer 

feedback 

 

Student (11) 
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Reasons - Ideas to teach environmental education principles in a fun and less book 

and fact way 

 - I like the affective - cognitive balance after using Exp Ed 

 - I like Exp Ed approach because it's more active involvement of students 

and makes a pleasant change from other classes 

 - I also like it because when an activity is stated as a student you are not 

always sure where it's going and what's going to happen - so it keeps you 

interested, wondering and I guess thinking. 

 

 

Extra Information 

- The Exp Ed method may be a good (the best!) method, but this is equally so in all 

subjects not just environmental education. Other methods could also be used in 

EE programme not just Exp Ed. I am going to incorporate Exp Ed and EE in my 

other subjects at school. 
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Learning Journals � Group 3  
Student (16) 

� Exp Ed - excellent learning - realisation that so much learning can occur in such 

a short space of time. It was fun and everyone was involved. 

� Strong link between environmental education and Exp Ed. 

� It seems critical that students care drawn into learning about the environment in 

a way that they don't resent (ie boring traditional teaching where they are made 

to listen and learn) but in a way that inspires them. This is important because we 

need to reach students inner values to be able to increase their understanding 

and sensitivity to the environment. 

� EE is much more than just factual knowledge. We must reach students emotions 

get them interested get them feeling as well as thinking. 

Exp Ed?  Kids/students in. 

 

� Env Ed is about people's interactions with an interconnections with the 

environment - not about just the physical environment. So getting kids/students 

interesting in a fun way and learning by doing/experiencing seems critical. 

� I'd like to be a fun and interesting teacher, able to motivate kids, encourage 

reflection on values and challenge change. 

 

Student (17) 

� Exp Ed is participating and learning 

� Fosters critical thinking, teaches empowerment to take part in society 

� Be a teacher in EE that doesn't discount the students experiences and knowledge 

they already have 

� Whole school approach to EE is critical 

� Experience breeds experience, knowledge breeds knowledge and learning 

breeds learning. Exp Ed provides for this to happen. 

� Nature and structure of the school/classroom 

� Institutional hierarchy of subjects and the importance of environmental 

education 

�  That people bring their own experience to a subject. Good teachers make use of 

this and build on individuals learning. 
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Extra Stuff 
� I didn't like that the course was too short. (20 hrs) Too many things were 

covered too quickly - needed more depth. 

� I want to learn how to deal with difficult associate/teachers and schools who 

won't embrace EE or Exp Ed. 

� I don't yet feel prepared to teach in Exp Ed - I need more practice using this 

approach. However, I want to incorporate Exp Ed learning ideas whenever 

possible in any teaching. 

� I hope that I will be able to teach about the environment in a fun and interesting 

way that the kids I teach will be drawn in and will question some of their own 

values. 

� I want to learn more about exp ed especially how it can be brought into more 

traditional classroom subjects. 

� give students the opportunity to experience and create their own learning 

situations 

� I like to cultivate positive approach to EE in my school/team/community. 

 

Learning Journals  - Group 3 (Cont) 

 

Key stuff about Exp Ed and Env Ed 

Student (21)  

- Exp Ed deals with values and attitudes, its fun, holistic approach, develops 

awareness 

Student (19) 

- I like listening to similar views and philosophies about EE but coming from 

different perspectives 

- Exp Ed is not widely used around College and it is used even less in schools 

- Exp Ed has been beneficial to me. I didn't think that the learning style was really 

for me 

- Exp in EE has been inclusive. I have not seen anybody left out of 

discussion/activities or their views discouraged because they were different 

- Strong connection between Exp Ed and EE 

- I like the holistic approach 
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Student (18)  

- Exp Ed develops knowledge and awareness. It also fosters feelings that contribute 

to attitudes and values 

- I like the innovative ideas to motivate learners - learner centred approach 

- I really like the experiential approach in EE as it's much easier to reflect and 

recall those concepts or issues we were dealing with. It also personalises things 

and challenges our values and attitudes about the environment while developing 

an awareness. 

- Exp Ed is an innovative way to teaching and learning 

- It's an interactive approach to Teaching and Learning 

- It's much more real than learning something from a book. 

Student (24) 

- Exp Ed is learning through reflective thought and individual experience 

- Exp Ed is EE is an inclusive approach 

- I am now going to reflect more thoroughly - encourage my students to explore 

and analyse their learning experiences 

- Exp Ed - innovative approach to EE - need to be reflective, students are 

accountable 

- Exp Ed requires positive student/teacher relations 

- Fun and interesting way to learn EE. 

Student (19)  

- Link between Exp Ed and Aim and objectives of EE awareness, knowledge, 

attitudes and values and participants 

- Key aspects: debriefing, discussions (reflection) 

- Learnt a lot through readings and writing the reflective journal 

- I like the holistic approach to EE and Exp Ed activities 

- Exp Ed creates individual responsibility, tools for change, its fun, high 

participation and addresses social changes ie attitudes, knowledge and awareness. 

Student (22)  

- Connection between Exp Ed and EE 

- Exp Ed helps much - some of aim and objective of EE easier to comprehend 

- Exp Ed allows students to (reflect) have their say on issues1 

- Exp Ed provides an interesting approach for students. 
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Issues 

Student (21)  

- Time within current constraints of curriculum. 

Student (24)  

- Environmental education is not given enough attention in the NZ curriculum 

- EE needs more focus at Christchurch College of Education - larger courses 

- Time consuming approach. 

Student (25) 

- Not having co-operation of students when implementing Exp Ed 

- Schools not prepared to accept EE as relevant. 

 

Extra stuff (specifically) 

Student (21)  

- Exp Ed can be used to teach other curriculum areas 

- I want to learn more about planning Exp Ed activities 

Student (19) 

- Because I didn't do exp ed before this course I don't think I got as much out of it 

(course) as others did. Maybe a note could be attached to the course outline that 

having completed Exp Ed would be an advantage 

- I'm going to use Exp Ed and EE in my teaching 

- Take a greater interest in Exp Ed methods 

- I can use this approach in other curriculum areas. 

 

Student (18)  

- I would like to know if it (Exp Ed) is suitable for other curriculum areas. 

 

Student (24) 

- Exp Ed could be incorporated into a number of different subject areas. 

 

Student (19) 

- Potential to use Exp Ed in other curriculum areas 

- I want to learn more about social action and experiential learning. 
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Learning Journals Group 3 
 

Key stuff related to Exp Ed and Env Ed 

Student (28) 

- I like how Exp Ed activities really bring home the point and how pre-service 

teachers related to the activities a different level ie the experience, the issue, their 

interest in learning this way 

- I see a connection between Exp Ed and EE issues, concepts and contents 

- I am going to incorporate EE into my teaching and use experiential learning 

techniques. 

- I like how exp ed involves everyone and opens your mind to new things 

- Exp ed is relevant, fun, remembered more often, active and has a great impact on 

attitudes and values. 

Student (30)  

- So many people in this class have such innovative ideas for interesting activities 

for students 

- Everyone got a chance to contribute at different levels as much as they would like 

or felt like  

- We were involved in experiential learning even in 'theory' lessons 

- I like the idea of students being involved in critiquing activities/performance and 

working out ways to do things that will be better 

- Exp ed provided a form for discussion in which people can discuss things it was 

motivating and interesting 

- Exp ed - taking ideas from everybody lead to discussions and social action 

- The idea of inclusion and motivating to learn that was part of this class also 

student interest, participation and learning was high 

- Exp ed incorporates thinking holistically 

- This (Exp Ed) approach inspires and motivates a critical consciousness in 

students and teachers 

- Exp Ed - inclusive and motivates, its fun, inspiring learning, discussion and 

feedback, it's a holistic way of learning (thinking to learning and participation) 
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Student (27)  

- Exp Ed - I was surprised to find that by performing tasks I was able to understand 

the content and remember it better 

- Exp ed this was a great way to come to grips with Environmental issues through 

this class which previously I had not understood in depth 

- EE was a good example to prove how easy it is to learn through experiential 

learning 

- Discussing and reflection essential aspects after the experience. It is essential that 

we analyse the experience. 

- EE class was fun and educational 

- We listened to each others ideas 

Student (26)  

- EE is about developing awareness and attitudes and values etc. Exp ed allows for 

freedom of ideas/thought and not being bored into pre-determined methods of 

learning 

- I really like the supportive attitude of the people in this class. Involving all 

members of the class as an integral part of each system/activity/experience. 

Student (28) 

- Traditional institutional practice 

- A lack of foresight on the part of the people you work with/for 

 

Student (30) 

- Time available in schools 

- School/routines and structures will not allow so much time spent out of the formal 

classroom/routine 

- How this (Exp ed) approach will affect other staff/departments 

Student (27)  

- Time is sec schools 

- Content of other curriculum areas - will this methodology meet students' needs ie 

curriculum content 

- Personal skills to delivery Exp Ed 

- Appropriateness of the topic - will Exp ed be appropriate for other areas of the 

curriculum 
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Student (26)  

- Will Exp Ed suit mathematics? 

- What to do with un-cooperative class members 

- I am concerned that oversimplification of some issues may occur when we are 

dealing with complex issues. 

- Un-receptive students     

- Slowly introduce Exp Ed. 

- Un-receptive teachers/associates  

 

Extra stuff 

Student (28)  

- I'm going to incorporate Exp Ed into my other subjects 

- I'm going to re-evaluate my teaching strategies after this course 

 

Student (30)  

- I'm going to introduce these (Exp Ed) learning ideas and strategies into my 

teaching 

- Different activities could be adapted for different subject areas 

- I want to learn more about how to include/incorporate Exp Ed into my class 

programme 

- Commitment to continue to participate in personal social action. 

 

Student (27)  

- I want to learn how to apply experiential learning to my other subjects 

- I want to incorporate EE into other subjects 

- I think it will 

- Excellent course - met my expectations and a lot more 

 

Student (26) 

- I want to learn more about how to develop matters raised in the experiential 

approach without falling back into boredom 

- I want to be able to use Exp Ed as a valuable tool in my arsenal but also to help 

develop an interest by students. 
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Learning Journals - Group 3 (cont) 

   

Key Stuff related to Exp Ed and Env Ed 

Student (33)  

� Exp Ed has helped learn through experience the concepts of In, about and for the 

environment to enable students to develop their knowledge and understanding of 

real life issues 

� Exp Ed student centred decision-making where students are responsible for and 

have control over their own learning 

� Exp Ed helps personalise issues 

� In Exp Ed students arrive at their own conclusions rather than being 'taught' 

values some students become quite emotive and involved 

� Exp Ed experience continue to come back to my mind after the lesson and this 

began to directly effect the way I viewed teaching Bio and Science 

� Exp Ed less teacher centred and empowered the students than traditional methods 

� Exp Ed approach bought students to life, develops their awareness of the 

importance of engaging in learning. 

� I like the way this course emphasised the human relationship with the 

environment and Exp Ed bought this alive. 

� Prevention and problem solving rather than passive information was emphasised 

� I now wee the correction between EE and other subjects - holistic approach 

� Reflection is a critical aspect (essential) for Exp Ed and Env Ed 

� Need to develop a relationship with students before you launch into Exp Ed 

� En Ed is cross all disciplines 

� I like the way exp ed encourages students to be reflective, nothing is fixed in 

concrete rather mistakes made during experiences (in new) are seen as fuel for 

future development 

� Exp Ed - listening, participating and problem solving 

 - co-operation 

 - discussion 

 - development  (more emotional involved through Exp Ed) 

� Action - experience, reflections/discussion and change leads to action 
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Student (34) 

� EE course structure allowed for a lot of personal input and participation 

� I liked the experience followed by reflective discussions - Forum where we heard 

different peoples attitudes and could express our own providing an excellent 

open-minded approach 

� Exp Ed helped focus on positive steps unlike negative focus of many EE 

information 

� Potential to use exp ed approach to create change. Giving kids an opportunity to 

learn more but we are in a position to change things - this gives me a real buzz 

� Key is being an effective facilitator 

� EE can bring a positiveness into Env Ed 

 

Student (31) 

� Reflection on the learning experience could substitute for the actual learning. It 

was really interesting to see how much the group could learn about eco systems 

from evaluating what was good and what wasn't from our group activity 

� I truly believe that an exp ed approach best suits EE as it really addresses active 

involvement. This is something I believe is a key ingredient in environmental 

education 

� Key thing is to make Env Ed real rather than a paper creation 

� Exp ed makes concrete - abstract principles, also creates OWNERSHIP through 

emotional engagement. It's fun. 

 

Student (33) 

� Exp Ed takes time compared to other teaching and learning methods (however it 

is likely to engage the concentration of a wider audience of students) 

� Schools will not permit such open time consuming experiences to occur/impact of 

traditional teaching and learning practices. 

� Some students may abuse the freedom this approach to teaching and learning 

require ie group work, co-operative approach 

� Resistance by older more traditional stuff 

� Curriculum constraints 

� My own lack of confidence as a beginning teacher 
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� I am concerned that problem solving techniques used in Exp Ed in EE cannot be 

tested or examined 

Student (34) 

� Opposition by the school to use exp ed ideas. 

Student (31) 

� Hard to introduce EE when staff and pupils don't see it as important 

� Add to this Exp Ed and the fact that it also takes time to implement 

 

 

Extra Information 

Student (33) 

� I want to learn more about interdisciplinary cross-curricular teaching and 

planning strategies 

� I want to have the courage to be Exp Ed in schools 

� I have tried: to use more strategic questioning to encourage reflection 

    to focus on student-centred rather than teacher-centred learning 

 to concentrate on my own development through Exp Ed so I can 

become a better teacher 

 

� I want to continue to explore the relationship between Exp Ed and EE 

� I want to become more confident in using Exp Ed in EE 

� I want to become more confident in using Exp Ed in EE 

� I am going to actively facilitate environmental awareness through reflection in 

action 

� Through this experience I hope I will listen more to other people's opinions (Exp 

Ed in EE) 

� I want to take the esp ed paper at college in block 4 

� I want to become more reflective in my own learning and continually build on 

developing these skills. 

Student (31) 

� This course has enthused me about EE makes it real, makes it fun and positive.
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Appendix  2c Researcher Diary 
 
Summary of notes from the researcher diary 
 
� Sub-group 1 and 2 students frustration over Sub-group 3 lack of understanding of 
experiential education and the repetition of the theory of experiential education. 
 
� Completion of the experiential education paper suggested as a pre-requisite to 
environmental education. 
 
� Concern from students in all three groups over their lack of facilitation skills. 
 
� Issues surfacing regarding the negative comments from other College staff about 
experiential education. 
 
� Student motivation, interest and enthusiasm seems high and plenty of students talking 
about the environmentally unsound practice in the College. 
 
� Students learnt a great deal from some of the experiential education roles plays, games 
and activities that didn�t work through the process of reflective practice. 
 
�  Students indicated that the course was to short (20hrs) and they required more time to 
become proficient in combining experiential education pedagogy with the aims and 
objectives of environmental education. Students commented in session nine that �you 
only really start to get into the course and its all over�. 
 
� Students enjoyed the learner-centred approach and the opportunity to engage in 
environmental action. 
 
� Reflective practice and critical analysis were often mentioned in class discussions as 
being essential to changing attitudes and values. 
 
� Emotionally engaged learning was perceived by pre-service students as controversial 
in schooling but essential for changing attitudes and values. 
 
�  Students commented in session seven that combining experiential education with 
environmental education opened their minds and helped them understand the 
importance of using pedagogical techniques that are complimentary with the aims and 
objectives of the learning area you are studying. 
 
� Student indicated in session 6 and 7 that the course challenged their own values 
system and also their role as the teacher. 
 
� Student enjoyed seeing the facilitator role modelled and used effectively throughout 
the course. Student indicated that it was important in teacher education to see concepts 
modelled appropriately.   
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� Students identified that combining experiential education in environmental education 
had also �opened up doors to see how to incorporate different pedagogies in other 
subject areas�. 
 
� Students enjoyed the opportunity to discuss, debate and exchange ideas. 
 
� Students indicated in session 9 that they would like to have more time to implement 
their own action components around the College. 
 
� Session 10 highlighted that while students had learnt a great deal using the 
experiential approach in environmental education they were concerned that many 
teachers in schools would not feel comfortable with student-centred learning and 
several pre-service teachers gave examples were they had been told that the reality of 
mainstream schooling did not allow for such radical approaches. 
 
� Students raised the issue in session 6 that experiential education and environmental 
education were not considered essential components of secondary schooling and were 
often viewed as radical or additional to the core curriculum. 
 
� I found juggling the role of tutor and researcher difficult at times. I felt that with the 
high number of students on the course I did not always address individuals student 
concerns. I also noted that in sessions 1, 3, 6 and 10 I  included additional material 
related to the research that took time out of a normal class session. 



 
 

Page 110  

Appendix 3 PH.D Research Agreement 
 
Researcher:   Barry Law 
 
Research Participants: 1998 Environmental Education Class, Christchurch 
College     of Education 
 
Research Title:    Experiential education as a teaching and learning process 
    for effective environmental education in pre-service 
teacher     education. 
 
 
 
Purpose of this Research 
 
To evaluate the value of experiential education as an appropriate teaching and learning 
strategy for environmental education in pre-service teacher education.  
 
I would like to employ a number of data gathering instruments both during and after the 
course to gauge the effectiveness of the experiential learning approach. 
 
Data gathering techniques 
 
1. Pre and post course questionnaires  (all students if possible) 
2. Individual learning journal responses (all students if possible) 
 
3. Individual interviews with 5-6 students (volunteers) 
4. Focus group interviews in small groups (all students if possible) 
 
 
I would like to present the pre course questionnaire during session 1 of block three. 
The learning journal would be an on going reflective writing tool to help me review 
your thoughts about experiential learning during the course. I will allocate time for this 
to happen during each class session. The data gathering techniques will not be 
assessable item for this course and will not be used to determine whether a student�s 
passes or remains incomplete. 
 
The individual interviews and observations will be negotiated with a small group of 
volunteers. The focus group interviews will be held during the last session of the 
course. 
 
The data collected from the questionnaires, learning journals and focus group 
interviews will be interpreted by Barry and perceived as authentic documents written 
and signed by the students. Students names will not be disclosed and data will be 
clarified as an individual response, a student said or a collect response x number of 
students have said/indicated, x and y. 
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The data collected from the taped individual interviews and observations will be 
interpreted by Barry and then sent to individuals for clarification. Individual identities 
will not be disclosed and either assumed names of subject a,b,c etc will be used.    
 
 
All the collected data will be used for the sole purpose of Barry Law's PH.D research 
and will not be used for any other purpose.  
 
 
I accept the conditions of this research project as set out by the researcher (Barry Law) 
above and: 
 
� agree to participate in this research project. 
 
� decline the offer to participate in this research.  
 
Please circle the appropriate response     
 
 
 
 
Many thanks for your cooperation. 
 
 
 
 
Barry Law 
Senior Lecturer Outdoor and Environmental Education 
Christchurch College of Education 
 
Phone 03 3482059 Ext 8369 
Email barry.law@weka.cce.ac.nz 
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Appendix 4a Individual Interviews 

Interview 1 

Respondent: My name is (interview one) and I am one week away from completing the 
Environmental Education Course. 
 

Interviewer: Looking at the course in general, what are some of the key things that 

you�ve learnt from the Environmental Education. course? 

 
Respondent: Probably the most major element is different methods of teaching, as 
opposed to sitting around talking, a lot more interactive activities than I�ve been 
exposed to which has been interesting to see how that can be done. I�ve learnt a few 
things about the environment that I didn�t already know as well which wasn�t really 
emphasised on educating us about the environment but it seemed to be educating us to 
educate about the environment. So it that respect it�s been good to see the different 
approaches taken. 
 

Interviewer: You talked about the teaching and learning strategies, what would be the 

main teaching and learning method that you�ve picked up out of the course? 

 
Respondent: I guess it was experiential education, I suppose it�s what it�s called. Sort of 
the way I define it is allowing the students to discover, you�ve got it in mind what you 
want them to discover, and you sort of guide them and allow them to discover for 
themselves, by participating in activities, by becoming the activities, that�s the best way 
I can describe it. 
 

Interviewer: What are some of learning assumptions you would make about the 

experiential learning as an appropriate teaching and learning process for 

Environmental Education? 

 
Respondent: I�m not quite sure what you mean 
 

Interviewer: About experiential learning as an appropriate teaching and learning 

process. 

 
Respondent: I can�t really say,�cause I�ve never taught anyone before, it seems to be 
quite effective with us as a group because we have a lot of prior knowledge that we can 
build on and use in the situations, but I think a problem could occur with younger kids 
who don�t have the same prior knowledge and come up with some crazy ideas that 
could be quite entertaining but not very (?). All the games we�ve been playing, like the 
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possum game and the evolution one where we all stood in a triangle- they all worked 
really well for us because basically we know what the answers are at the start. And we 
can say- what have you seen here, well we�ve seen this, and we�ve seen this, and we�ve 
seen this. I�m a wee bit concerned that when you�re doing it with a group of kids who 
don�t know what the right answers are, they�re going to say well we�ve seen this, and 
we�ve seen this. And we�re going to have to say, well you�ve seen it but it�s wrong. 
That�s something that I�m a wee bit worried about, how I�m going to deal with that. 
Cos basically everything we�ve said, it�s write it down, that�s right. And it is right, cos 
we know previously I�m not sure how to deal with it when it�s not right, It would be 
nice to perhaps deal with that a little bit. 
 

Interviewer: What importance than has the experiential teaching and learning 

component of the course had on your own learning? 

 
Respondent: It�s really been the main part of the course for me, I�ve never seen an 
experiential approach before, I�ve learnt a lot of valuable skills from it because it just 
adds another dimension to teaching. Personally I in the past have done quite well by 
reading and writing, very traditional methods of learning, and if I hadn�t been shown 
anything else, I would probably have continued to do that with my students because you 
do what you know, I suppose. It�s good to see another approach that will be valuable to 
use because everyone works differently. What works well for me may not work well for 
other people. I think experiential education won�t work well for everyone, but it�ll work 
well for some people, so it should be a component for the course. I think it�s been very 
useful.  
 

Interviewer: What�s been the highlight then for you as a pre-service teacher in training, 

in terms of what you�ve got out of the course? 

 
Respondent: The highlight has been seeing that teaching can be interactive and 
enjoyable for both parties. Also realising that as teachers we�re going to be teaching 
students a lot, but they�re also going to be teaching us a lot back, and that�s good to see. 
I�d hate to just stand there and just talk and basically be stagnant myself, not trying to 
develop the students themselves. From what I�ve seen of the activities we�ve said things 
that seem to have surprised you. So it�s good to see that it�s a two way thing, that sure 
the students will be developing, but I�ll be developing as well. Seeing that has probably 
been the highlight.  
 

Interviewer: You mentioned that you think you learnt more about teaching and 

learning, than about environmental education, can you just elaborate a little more on 

that? 

 
Respondent: On the course, I don�t think it�s been a course on learning environmental 
education it�s been learning how to teach environmental education. There�s been no 
new, well there has been, but the focus has been incidental knowledge gained but not 
direct knowledge, because of the way I feel it�s gone. A lot of the stuff we�ve talked 
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about, I�ve already had a bit of an idea of the knowledge of. I mean there have been a 
few new facts that I didn�t know about, but mostly it�s been showing how to convey 
that to my students when I will be teaching. So, I guess we�ve learnt, has not been 
knowledge about the environment, but a knowledge to teach not necessarily about the 
environment, though, this method of teaching can be applied to a lot of subjects, doing 
maths, I�ve been struggling to find ways to apply it to maths, I�ve had a few ideas. But 
it seems to be really suited to environmental education because of the nature of the 
subject.  
 

Interviewer: What are some of the critical issues then, associated with you using the 

experiential learning approach? 

 
Respondent: It seems that one of the major goals of environmental education is trying 
to change peoples attitudes and values. And we�re trying to do that by getting them 
involved so they are acting out role playing parts of the environment, so they develop 
some sort of empathy. I�ve got a little bit of a problem trying to change peoples 
attitudes and values, I�m not sure if I as a teacher have the right to change peoples 
attitudes and values. I feel quite happy about giving them knowledge, and their 
awareness, which I think are the first two steps in all the declarations and stuff, and then 
after that there�s attitudes and values, and it sits a bit uncomfortably with me. I�m not 
sure whether I�m God like enough to try and change peoples attitudes and values like 
that, not directly. I�m quite happy giving them the facts, explaining to them how things 
fit together, giving them the awareness, the knowledge, giving them the power to do 
something about it. But changing their attitudes and values, that�s a wee bit dodgie. 
 

Interviewer: Do you think that by giving them the attitudes, or by giving them the 

knowledge, and the skills, and the awareness, that they will form their own attitudes 

and values through experiential learning? Or do you think that experiential learning is 

forcing a certain set of attitudes and values on students? 

 
Respondent: I think it depends a lot on how it�s done. As a facilitator you�re inputting a 
lot into it. It�s a very emotional way of learning. Much, much more emotional than 
reading books and so forth. As a facilitator you�re pushing your emotions into it, as the 
students are pushing their emotions into it, and you�ve got a big melting pot of 
emotions in there. Which is to me is new idea, of teaching by utilising emotions like 
that. It�s quite hard as the facilitator I imagine to stay neutral, I don�t know if you have 
to stay neutral, the students obviously aren�t neutral, they�re definitely pushing their 
attitudes on to other people. I�m not sure if the teachers should do that as well. I do 
believe that if the teacher was completely neutral, completely unbiased, and we were 
doing these activities that certainly some of the students would definitely some of the 
students would definitely change their attitudes, in the way that you were hoping they 
would. I think that if you put a little more emotion into it, probably more students 
would change their attitudes. But I�m not sure if that�s correct.  
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Interviewer: What values and beliefs form your assumptions about experiential 

learning? 

 
Respondent: Pretty much my values and assumptions about everything. I believe that 
people need to be educated, that views need to be changed, I was just saying before that 
I don�t like to force a change, but I think that it needs to happen. As a society we�re 
pretty buggered really. We�ve got some crazy ideas, some crazy priorities and I believe 
those priorities need to be adjusted. I believe that the way to do that is through 
education. I think just saying to people �you can�t do this, you can�t do that�, put this 
law in there, ban this, make this compulsory. It�s very much a dominant approach, very 
government oriented. If you can educate the population, you can get rid of a lot of those 
controls, allowing the money to be spent in much better ways, to be put back into 
education again. An ideal society wouldn�t need a government because people would 
realise that what they do, that they have a responsibility as individuals on everyone else. 
There would be no need for discipline or any actions like that. I guess through 
experiential education it�s a really good way to see that because you�re part of it, I can 
sit here are discuss it with my friends, and I find it really hard to explain what I�m 
thinking. But if you do some sort of game, it becomes more obvious, because people 
can say, �ah so that�s what they mean when these things interact like this�. You�re not 
just thinking abstractly, you�re thinking �right, I see how it works.� I think that�s 
valuable and what I believe, and that pushes forward how I�m going to try and teach 
and the views I�m going to try and get across.   
 

Interviewer: You mentioned before that you�ve looked at introducing the experiential 

learning aspects even to maths, which is your other main teaching subject. So how has 

the experiential approach to learning impacted upon your professional development as 

a teacher of environmental education? 

 
Respondent: It�s made a difference. I�ve not been on section at all, I�ve had no 
experience of teaching yet. I�ve done a wee bit of tutoring in Maths, and I found that 
hard. With my approach prior to this course, I�d probably have taught environmental 
education in a similar way to how I was taught geography at school., which would be 
through field trips, I guess doing projects and presentations. Now, after having done 
this course I�ll still use those approaches, but I�ll also use the experiential approach as 
well. I think it�s an important addition. Probably the way I�d do it, I�d have a wee bit of 
I guess the more traditional approach with students where they�re given some of the 
knowledge they�re going to need, then we can do an experiential approach, we can do 
the activities, we can see how it all fits together, how it all works. Then after that do 
some more slightly more traditional approach again, expand what we�ve learned, and 
the hope is that at the start they�ll be relatively bored because they�ll just be looking at 
some facts, figures, than they�ll do this approach they�re going to get part of it, they�re 
going to feel something for it, it�s going to interest them, their eyes are going to light 
up, they�re going to go �ah�, than they�re going to want to learn more later on. It�s a 
valuable tool, but I don�t think it�s the be-all and end-all.  
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Interviewer: You�ve described there that students will light up, and get excited. What 

makes you say that? In relation to experiential learning why do you think they�ll get 

really motivated and excited?  

 
Response: The main reason I think it is, is because we did! I guess it�s nice, you get to 
move around, you�re a part of something, you can see what�s happening from inside of 
it, rather than at it. 
 

Interviewer: Was that an important aspect of the course for you, that you were 

motivated and excited? 

 
Response: It was , that helped a lot. I mean it would have been one thing to sit down 
and you to just lecture about experiential education with respect to environmental 
education, and say �well, you could try this approach and play this game, or you could 
do this...�, but actually doing it definitely helps motivation and helps interest and also 
helps memory. These activities are, if I�d just read about the Possum game, it would be 
oh, yeah, great, file that away, next! But having done it, it�s definitely something you�re 
going to remember. And I guess since it was effective here you assume,hope it will be 
effective in a school situation.  

 

Interviewer: What were some of the tasks you engaged in, in the course that or affected 

your learning, and why were these important? 

 
Respondent: Probably the main task was getting involved in the activities. I�ve always 
been quite pacifist, looking around on the outside, and just doing my learning by 
myself. Whereas with this course, it�s been a comfortable environment, I�ve felt really 
comfortable jumping in, joining in, giving my view points, and doing the activities. 
That�s been important for obvious reasons, if I can�t do it myself, then I can�t expect 
other people to do it. So, now that I feel comfortable doing it, and I know that it can be 
comfortable, I hope I can create a comfortable environment for the students to do it in 
as well. So that�s been the major important thing. 
 

Interviewer: What teaching and learning techniques employed in the environmental 

education course have you tried with your peers, in other classes? 

 
Respondent: I�ve done a presentation in my Proff. class and I used something very 
similar to what we did with Susan, that was in Bert�s class. We had two groups and a 
discussion and a chair in the middle where a person would go into the middle and talk 
about the argument to debate, then move on. That seemed to be really effective, it 
worked quite well, rather than just having people just sitting there, giving their 
arguments, then writing it up, but to be involved in it like that. That was interesting. 
Another activity that I�ve explained and done fully with a group, was the triangular, 
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evolution one, with the net going through it, and they really enjoyed it because none of 
them are doing outdoor ed., or experiential education, so they haven�t had any exposure 
to it. A couple of people doing Biology said �that�s just brilliant, that�s really fantastic.� 
They were pleased to have seen it, because it brings something to life that they can use 
themselves. So that�s been good, they�ve been quite receptive to it. 
 

Interviewer: What changes are you going to make to your own teaching and learning 

strategies as a teacher or facilitator of environmental education after your involvement 

in this course. You mentioned a couple of things earlier on, what other changes do you 

think your going to make to your teaching and learning strategies as a result of being 

involved in this course? 

 
Respondent: I�m going to try and put a lot more responsibility on the students 
themselves. There�s far too much teachers going �you have to do this, you have to learn 
that�, I don�t know haw effective it is going to be, but if the students respond well to 
saying here�s an activity, if your interested you can learn some more, I�m quite happy to 
teach you if your happy to receive the knowledge. I don�t know how well that will work 
because kids are kids, they don�t want to be at school quite often, and I guess basically 
the stuff I said previously as well is all going to change it. I haven�t done any teaching 
yet, so it�s quite hard to say my style�s going to change after doing this course. I haven�t 
got a teaching style yet, so it might help formulate my teaching style. 
 

Interviewer: Having completed the environmental education course, what would you 

like to do in the future? 

 
Respondent: I�m doing Maths, that�s my major, that�s hopefully my job ticket. Outdoor 
Ed. is really what I�d like to do, but there�s not really the positions out there. All these 
people doing this course, only a minimal are going to walk straight into an Outdoor Ed. 
job. I believe in outdoor ed. an important part of it is environmental education, so 
definitely that�s the aim, to start and then with maths, then within the school build up 
change, develop, get into an outdoor ed., environmental ed. role. I guess prior to that I�ll 
be able to use, I guess the main hope is to encourage other teachers as well to 
incorporate environmental ed. into all the lessons because it can be done. It�d be a lot of 
work to change peoples strategies to make it more real and with an environmental note 
to it. Obviously not everything has to be environmentally ed. orientated, certainly a lot 
of things especially in stuff like chemistry, physics, geography definitely, social 
sciences. You can also put a flavour in with Maths and statistics. I guess that�s 
something I�d like to do. 
 

Interviewer: Any other things you want to mention there? 

 
Respondent: One thing I found quite hard about the course is the talking and writing 
about feelings. I don�t know if that�s just the way I�ve been brought up or whatever. 
I�ve spent many years stuffing my feelings deep down where no one could get at them, 
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you know, where they�re supposed to be ofcourse (laughing) and bringing them up and 
exposing them in front of other people, and even just trying to write them down in the 
log, is a very difficult, I feel in a class full of kids they�re going to pick on that with 
other people, I mean it�s good here, it�s a very supportive environment, and no one�s 
going to say �you�re clogged up man, your feelings are screwed.� However if your in a 
class situation, with a class full of kids, I believe that there�s a problem that that could 
occur, again that�s something I�m a wee bit worried about. On the whole it�s been an 
interesting course, and I guess another issue is the time that it�s taken for the activities, 
they all take a long time, a very long time, which is okay we seem to have our 
curriculum which we�ve got to get through, 60 percent and pass. Even though we may 
not feel like we�ve done anything useful, we�ve got something out of it at the end which 
is recognised by 80-90 percent of the population. Whereas if we focused on what we�d 
like to teach, which I�m sure is quite different to what�s in the curriculum, for all of us 
that would only be appreciated by 10 percent of the population when they come out, 
and have an �E� because they didn�t learn or didn�t memorise the things they were 
supposed to. So that�s unfortunate as well, but there�s little we can do about that 
directly, it takes time.  
 

Interviewer: So what conditions would you like to change at College as a direct result 

of your participation in this course, bearing in mind the things you�ve just said? 

 
Respondent: I�d like College to try and implement some of the things that they talk 
about. There�s a lot of good ideas going on but you don�t see much of it in the College 
itself. For example there�s so real environmental codes here, no facilities for recycling, 
or anything like that at all. They should definitely do something about that, practice 
what you preach. The courses- there�s not much they need to change- the maths course, 
I was surprised how good that is  I thought it would be pretty much how it was at 
school, but they�re definitely focusing more on process and acknowledging that. 
Teaching us to teach the students in a more involved way too which is really good. On 
the whole, from what I�ve seen, I�ve only been here four weeks it seems to be okay, not 
too much to change, but it would be nice to see if they practice what they teach. 
Interviewer: Are there any other things you would like to mention, before we finish up, 
about the course, or about the approach we�ve used in the course? 
 
Response: I think I�ve pretty much said all I want to say about the course and the 
approach used. It�s opened my eyes to an approach I haven�t seen used before, and it 
has taken getting used to, and I admit that. When I first came into it I thought �oh man, 
I�m surrounded by a bunch of new-age hippies, it�s all over you know, they�re going to 
be passing round beads and chanting before we know it. But once I got into it myself 
some more, and once I thought about the results of what was happening it became a lot 
easier or better. I�ve enjoyed the course, it�s been a bit hard at times, not hard to think 
about but hard to the debate to go along with within yourself about the value of the 
approach, no, it�s been good. 
Finish 
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Interview 2 

 
Respondent: I�m Respondent number two, and I�ve done experiential education and 
environmental education. 
 

Interviewer: What are some of the key things that you have learnt from the 

environmental education course, in general? 

 
Respondent: I would have to say the experience instead of just environmental studies, 
there�s a distinct difference in terms of just environmental education and environmental 
studies, in terms of exposing children to be part of the activities, they�re student centred 
rather than just getting them to study the environment and what�s actually going on, so 
it�s more emotive than I actually first thought, and some strategies on how to go about 
doing that. It�s exposing us to those different strategies. 
 

Interviewer: The strategies in relation to the activities or can you just define strategies 

for me there? 

 
Respondent: Activities and tasks, in and outside the classroom. Different sorts of levels 
in terms of using cards, games co-operative games. 
 

Interviewer: Okay, that�s fine. You talked about the activities and the games, what 

methodology has come through in the course that�s been focused around using the 

games and activities in terms of teaching and learning styles? 

 
Respondent: Experiential it�s very student involved, the rules aren�t made up and set in 
concrete, there�s room for facilitation, you don�t leave the students to form their ideas 
that you�ve got, it�s more leaving it open for the students to form their own opinions. 
It�s very student centred and it�s very hands-on, being part of it, being imaginitive, like 
being the sea creature, or being the tree. 
 

Interviewer: What are some of the learning assumptions you would make about 

experiential learning as an appropriate teaching and learning process for 

environmental education? 

 
Respondent: The fact that experiential learning reaches the mind because your actively 
educating, your participating as a whole body, so it�s appropriate because your not just 
sitting in a classroom, you have to be able to reach peoples inner values and attitudes 
and feelings rather than just purely using their mind. I think that experiential is 
involving the group more, the whole classroom, so it�s teaching you about individual 
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and community responsibility, and your role in it. Rather than just sitting in a classroom 
and there�s other strategies for teaching but your just behind your desk. 
 

Interviewer: What importance has the experiential teaching and learning component of 

the course had on your own learning during the course? 

 
Respondent: Being in a Proff. studies with experiential and environmental education 
being experiential, it�s really important to see the link between experiential learning and 
how it can be applied to environmental. They�re two separate courses but I think they�re 
both, in terms of environmental education as essential for the teaching of environmental 
education. I think that you can�t really have one without the other. So by doing both of 
them it�s allowed me to have the tools or the experience to know how to pool it off, or 
to teach effectively. 
 

Interviewer: You mentioned that you thought having them both together was really 

important, why is it important to have experiential learning base for the environmental 

learning course? 

 
Respondent: If I hadn�t had the knowledge, I did experiential first, if I hadn�t had that 
foundation for knowing how to bring about emotiveness in children, how to expose 
them to that form of learning, I�m not sure I�d have the tools or strength behind my 
strategy to teach them environmental ed. They�re interwoven, it�s not like two separate 
things. I don�t think you can have one without the other. If I�d come into environmental 
education, then learning the strategies and things it would soon become apparent to me 
that you need to have involvement and learning through participating and being part of 
the whole process and you would of picked up on it eventually, but it�s given me the 
extra, I don�t know how to put it really. 
 

Interviewer: You said that you did experiential learning before environmental 

education, you think that was an important decision for you? 

 
Respondent: Yes, I think so. I think it�s a big plus, you have to have a good 
understanding of what experiential education is, how it works, what the process of it is, 
so you can link it, not just into environmental education, into all your areas of the 
curriculum. But it�s helped me, especially with the environmental ed., because it�s at the 
heart of teaching, or getting the message across. 
 

Interviewer: So what�s been the highlight for you as a pre-service teacher? 

 
Respondent: I think that teaching practice is part of the course, so getting a taste of how 
it works and the potential for it, and then taking it and putting it into practice in the 
classroom or just practising or playing with your own ideas  and seeing the actual end 
products or offspins that it actually has. By actually seeing that in my own experiential 
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education, just being really impressed by the end products, or what the students get out 
of it, and not just in a school, classroom setting, but outside the classroom. And also in 
adventure based counselling, we did a bit of that, it was awesome too. 
 

Interviewer: What are some of the critical issues then associated with using the 

experiential lead approach? 

 
Respondent: I think that hearing now students who haven�t been exposed to it and I 
think the big issue is me going into a classroom next year and wanting to incorporate it 
into my classroom, and students not used to facilitation rather than being led, not used 
to student led activities where they have more of a role in their own learning, instead of 
just going to school and assuming the teacher is there to force feed them all day. I think 
that participation and experiential is, that�s one of the major issues for me. 
 

Interviewer: What are the values and beliefs that you have that form your basic 

assumptions about experiential learning? 

 
Respondent: (Big pause) I think that I believe that experiential learning or education is 
important to how I learn, because I know that it�s an important component to how I 
learn, because I like to be stimulated not just sitting infront of the classroom listening, 
or purely writing. I learn through being part of something more than just that. I know 
that the benefits who learn that way can just be beyond their wildest dreams. From 
working with one teacher when I was at school who would purely work from just talk 
and talk, and go from another teacher who took us outside and stimulated us in different 
ways, I think it can benefit you so much more. Just from my own experience really, I 
just believe that it has such an impact on people. 
 

Interviewer: You mentioned some things before about the student centred approach, 

why do you think that�s an important aspect of experiential learning? 

 
Respondent: You can�t as a teacher, take the responsibility wholly to educate students 
purely verbalise or give them bits of paper with information and use the board. I just 
think that through students actually doing and participating in their learning, and in the 
activities that they choose to be part of, or make decisions, they�re actively doing it, and 
they�re actually doing it in the classroom then they can take what they�ve been a part of 
into the community. It�s just participating, being part of it, and that�s what you have to 
be, in the community, and your family. 
 

Interviewer: How has the experiential approach to learning impacted on your 

professional development as a teacher of environmental education? 

 
Respondent: Before I started the course I had a few ideas and I�d been exposed to a 
small amount of education outside the classroom, and experiential education and I know 
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that as a teacher I�d like to incorporate experiential education into teaching 
environmental education as much as I can. But I do believe I�d like to have a balance, 
because I think that a balance of different levels of environmental education, because I 
don�t think that imposing practical activities where they�re active all day, participating, 
fully physically, it�s like too much of anything can be quite negative also. So I think all 
along the spectrum of experiential education, using it but always being student centred. 
 

Interviewer: Do you see experiential learning though as only involving practical 

activities? 

 
Respondent: No, I mean all along the spectrum, experiential could be building an ear 
out of a piece of play-dough, and as a group forming it from a piece of junk and making 
an ear, and doing it in the classroom, and in a group but they�re student centred, they�re 
participating and it�s experiential because they can see the ear. So different levels of the 
spectrum of experiential but incorporating it into my environmental ed., so it doesn�t 
have to be purely outside or inside. I didn�t actually realise before I did experiential ed. 
or environmental ed. that there were different levels of the spectrum. I initially just 
though that experiential education meant you had to physically participating in some 
large activity, preferably outside, but it�s really encouraging to feel you can incorporate 
it into different levels. 
 

Interviewer: Why is experiential learning important for environmental education? 

 
Response: Because its reaching the individual, it�s stimulating their mind into 
surrounding issues, what�s going on around them, what they�re a part of. It�s also 
stimulating their heart or emotions, or their values, it brings an awareness that they�re 
actually a part of something, they actually have a big role in what�s going on around 
them, and they�re part of their environment, not just the natural environment, but the 
physical, the political, social, cultural. I think experiential stimulates, like they say, the 
heart the mind the soul. It stimulates everything. I think another strategy in terms of 
teaching wouldn�t do that to the same extent. 
 

Interviewer: What were some of the tasks that you engaged in, in the course, that helped 

or affected your learning? And why were these important? 

 
Respondent: The activities that we were actually doing, I learnt more actually 
participating in these activities, because I actually felt how the kids might feel. For 
example on the beach yesterday, if children got as emotive as I did, and actually put 
themselves in this township, you could actually visualise the township around you just 
by using the map, and your group of people and the bond you�ve formed with that group 
of people, you�re putting yourself in the place of the kids, you could actually feel what 
they would be feeling, you�re getting out of it hopefully what the kids would be getting 
out of it. Playing a part in the activities. If I was just sitting looking at some of the 
resources, that are available and being able to tap into some of the resources available to 
you in your area where ever you may get a job, because you may not have the luxury of 
having your own resources. So just being able to network with different organisations. 
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Interviewer: What teaching and learning techniques employed in the environmental 

education course have you tried with your peers or other classes? 

 
Respondent: In my science and biology where I�m presently doing also, we�ve been 
doing practical exercises. I actually for 6th Form biology we had to come up with a 
practical demonstration on how the ear works. I got bags of rubbish from home, 
recycled egg cartons, toilet rolls, plasticine and things like that. They got into groups 
and formed the ear and formed an ear, and as a group they had to present the ear. I 
though that was really important, and the rest of the class said �how did you think of 
that?� They learnt about how the whole ear worked in a matter of ten minutes. They all 
presented it, so it was reinforced four times, but it wasn�t boring because they all had 
different shapes of ears, it was quite creative. We also did something similar, we did 
molecular genetics, and how proteins are made, and so I just made up cards, and we 
split into teams, and we did a sort of a role play on how proteins are made in molecular 
genetics. They just walked through the process �I am a equaic(?) acid� and they learnt, 
again they couldn�t believe that how it�s just a shame that they hadn�t been exposed to 
what I�d just been learning in two or three hours of classes, what a long way it goes. 
 

Interviewer: What was the important parts of the process, in terms of running those 

activities, the students commented favourably, what were the processes you used for 

them to learn experientially? 

 
Respondent: They were participating, so they formed something, There was an element 
of visual impact, which they were also playing a role as they were the audience, they 
had little assessment sheets and they marked. I think participation�s the main one. The 
first one they were merely forming an external ear, but on the second activity they were 
actually part of the molecular genetics, it was centred on them. I gave them instructions, 
a few parameters, and they did it, they were part of it, they formed it, they were the 
audience, it was fun.  
 

Interviewer: You talked about participation and you talked about the activities and you 

talked about it being fun, what other aspects to experiential learning are important? 

 
Response: It�s also just that they worked as a group, they all had roles in the group, they 
talked to one another, they discussed what they were going to do, the planned the ear , 
they worked out who was going to present it. It�s not just fun and participation, but its 
how they went about the activity. It�s not just the fact that they�re doing it, so long as 
they know why they�re doing it, because I said this is what were going to do, I told them 
the objectives, I asked them how they would like to do it, would they like to do it in 
groups. They actually said they�d like to do it in groups. So I think it�s just bringing a 
consciousness on what rules are played. 
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Interviewer: What changes are you going to make to your own teaching and learning 

strategies as a teacher/facilitator of environmental education after your involvement 

with this course? 

 
Response: I would like to incorporate experiential learning within my programme, 
within all levels of the spectrum, within the classroom and without the classroom. I�d 
like to bring about more look at the community that they�re living in, so that they�re 
looking at not just the natural environment, like start within the school then spread out 
into the community into the wider picture. I�d like it to be a lot of interaction between 
the students and me in terms of what we�re looking at and what we�re doing, because it 
comes down to a student centred approach I guess. I�d like us to be both decision 
makers when it comes down to what we�re covering and how we do it. And look at what 
they already know about their environment, which is part of the experiential learning I 
think, because you have to find out what they�re aware of already, and what attitudes 
and values they do hold. Not necessarily mould them into what you�d like them, but 
through experiential learning expose them to other peoples values and attitudes, and 
maybe from there they form their informed decisions.  

 

Interviewer: It�s interesting what your saying, how you would like them to have some 

decision making, and how that interaction between you and them as a facilitator and 

learner, and listening to their attitudes and values. What process or part of experiential 

learning helps develop that? 

 
Response: If your doing an activity, and there�s an objective for the activity, they�ve 
gone through the process, having a discussion afterwards, I think if you debrief at the 
end of an activity and you discuss what you�ve learnt, and how you felt during this 
activity, your sort of sharing how people feel, I don�t know. Different people are going 
to have different feelings, so you ask questions like why did you feel that way, or how 
come you have this attitude? And then others come to appreciate, I guess it�s the 
exposure of peoples feelings making providing like the environment to expose 
communication and I think that�s through the debriefing process. I think it�s important, 
you do the activity but without the process of looking at what they just did or how they 
felt and what they learnt, they might not come away and process what they�ve just done.  

 

Interviewer: Having completed the environmental education course, what would you 

like to do in the future? 

 
Response: The nearest goal that I can think of is I would like to go into schools, like 
traditional schools, I would like to do that, If I couldn�t have a class as such, 
environmental education, and have my curriculum area, I�d like to major in science and 
biology, but I�d like to also promote environmental flavour to my science and biology 
classroom and the units that I�m doing. If I couldn�t have my own way, then I�d bring a 
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flavour into the subjects that I do teach, in terms of environmental awareness and 
education, not just water quality and study of this and that. In the far future, I�d like to 
co-ordinate with groups in the community, like a woman who through environmental 
and experiential  programmes, co-ordinate them especially women in groups that don�t 
have partners or solo mums and things like that, and to empower them again, or 
empower them fullstop if they haven�t had that opportunity. 
Using the environment and using the experiential activities to empower them to how 
they could live together in small communities. I�d like to bring about some change in 
that area of our community. 
 

What are some of your future goals or directions that have emerged as a direct result of 

your participation in the environmental education course? 

 
Response: Just seeing how possible, I�m not going to say easy, but how achievable it 
can be, if someone�s within the school who has the idea as the seed to get involved in 
the whole school approach in terms of environmental education, then I think that just 
seeing how it can happen, and the steps to take to allow it to happen, I think I�d like to 
do that within my teaching career, so just how to go about it physically implementing 
programmes, curriculum areas, biology, science, how maybe to approach other teachers 
to �I�d like to do a weekly or monthly unit on this, would you like to join me?� and tie 
that into your programme or unit for the next couple of weeks. How physically to go 
about doing that, and how to feel positive about it. The programme has given me the 
strength to do it, because you think it about and you sort of see it as a barrier for some 
reason, why it�s not happening, and if it�s that easy why isn�t it just happening and why 
isn�t their support. Just seeing now that there is support and there is other people 
interested in it, it�s created a network too just being in environmental education here at 
college. 

 

Interviewer: What conditions would you like to change at college or in schools or the 

wider community as a direct result of your participation in this course? 

 
Response: Well we�ve talked about action, and I see we have computer labs and 
photocopiers, just little things in terms of recycling things that are in your face every 
day, and we�re talking about environmental awareness, we�re talking about action, and 
it just doesn�t seem to be happening. You sort of put it in the suggestion box and I�m 
not sure if it�s not quite possible because, and things like that. Just some action I think. I 
would like it to be more accessible for more students, I think that a small portion of 
students are interested in it, or know a little bit about it, or have a personal interest, so 
they take the paper. So I think it should be more accessible, or students should be more 
aware that it�s available especially experiential education. I�m not sure people know 
really, what it�s about, or aware of the strategies and processes it incorporates. So I just 
wish more people were exposed to it, and it�s a shame that there�s only one or two 
people that tutor here, there�s sort of a numbers thing and a classroom thing,. 
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Interviewer: Why is it important to have access to experiential learning as a change 

you�d like to see in college, certainly in terms of environmental education? 

 
Response: Because just from being in the classrooms and I have ideas and Sort of a 
flavour to what I do, and people say to me, �wow, how do you know about this?� And 
I�ve incorporated a learning journal into my unit that I hand in, this is what I�ve learned 
and this is what I�d like to see happen with it, and people say �wow how do you go 
about knowing about something like that.� It�s creating a new idea, and they really like 
what it represents. I just say I did experiential learning and I did education outside the 
classroom, and I�ve been doing environmental education and people say I wish I knew 
more about what it represents. I�ll then do my unit on water quality, and it wasn�t just a 
study of test tubes on what�s in the water, then you�ll do a game and people will have a 
big discussion on it and they�ll get really emotive and they�ll talk about who�s polluting 
this and this isn�t really pollution, and they�ll get a lot out of just a 20 minute lesson. 
They just don�t know how I get the ideas, are the flavours for what I�m doing. It�s not 
just studies.  
 

Interviewer: So are you attributing that to the experiential learning? 

 
Response: And the environment, yeah I am. I�ve had some exposure to it at university, 
but not to the depth that we�ve been doing it here, and how you can incorporate it into 
teaching. Into your classroom- how you can facilitate and promote this form of learning 
and teaching. The students here at college they haven�t been exposed to it, they sort of 
get mind-set into what everyone else has been going on their teaching practice, and 
that�s what they�re aspiring to be like, because that�s all they see and know and they 
want to be the most organised with all their resources and they want to be the most. But 
they don�t realise they�re missing the most important element to their teaching, and they 
don�t even know that it�s out there, they don�t even know they don�t even know what 
experiential teaching or learning is. They�ll just skip over in the prospectus, they don�t 
even know what it means to them, or what it could mean to them. It�s just sad really. 
 

Interviewer: What then are some of the critical issues you need to be aware of in terms 

of using an experiential Ed. approach? 

 
Response: I would need to be able to justify what I do, because if I want to be able to 
take my class outside and do an activity, I have to be able to justify why I�m doing it, 
and know for my own self, and who I might answer to I guess, be able to explain what 
my students are getting out of it in terms of the process of learning, the offspins, how 
they�re achieving through what I�m doing. I don�t want to go into a school and start 
stepping on toes, because I want the support of my co team if I can do that by saying 
I�m doing this it�s a positive thing, and this is what I�ve achieved. Then they might 
think Oh how did you know- just draw them into it rather than I don�t have to explain 
myself to anyone else. So that�s one issue. And I think, warming kids up to it, that�s 
quite critical if they haven�t been exposed to the teaching style of experiential ed where 
they play a role, it�s important to ease them into it, into the decision making, don�t just 
throw it open to them and go-what. Facilitation- I�ve just been doing special needs, just 
being aware of everyone�s special needs in terms of physical and emotional. Just 
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incorporating that into my plans, like I might have big plans and I can�t forget that 
people have their own needs their own baggage, their own form of disability.  
 
Finish 
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Interview 3 

 
My name is Respondent three and I�m currently enjoying environmental ed. and 
experiential education at the same time, concurrently. 
 

Interviewer: What are some of the key things that you have learnt from the 

environmental education course?  

 
Respondent: There are so many, it�s the connection with experiential ed. that�s quite 
profound for me. I�ve also sort of become a little bit afraid of environ.ed because I�m a 
geographer, and environ.ed. is geography in lots of ways, but I get a bit afraid of the 
bio-physical stuff, plants and natural systems. I know how people work in the 
environment, but knowing how natural parts of the environment work is a little bit 
scary. I�m learning that biophysical parts are really important but my human geography 
is really important as well. Just the different skills that people can get out of envron.ed. 
the way that you start with learning about the environment, knowing how things work, 
and then going through and sorting out if there are problems and what solutions there 
might be and actually encouraging students to act in those things. The action part is 
quite daunting, but it�s quite exciting as well. 
 

Interviewer: You mentioned that the experiential part was important, why do you think 

the Experiential part was important? 

 
Respondent: I think because especially if your in a classroom situation an 
environmental issue or problem or whatever your dealing with might be quite removed, 
and it�s not the kind of thing you can just sit down and do a worksheet on. I mean some 
teachers might prefer to approach it that way, but I would prefer I mean if your going to 
be in a classroom situation perhaps getting the students to deal with a hypothetical, or 
otherwise getting out into the environment and looking at what makes that environment, 
what are the elements of it, physical, human, the different parts of human environment, 
and what are the things that impact on it. It�s being able to experience it and become 
involved in it, and part of the whole issue, the whole situation is quite a rewarding 
thing. I find it a really good way to learn myself, and I find it a fun way to teach people 
as well, because you can see them getting excited and you can see them learning about 
issues. It�s an essential part of learning. Lots of kids don�t want to learn in a classroom 
they want to get out, you can go to the environment, or you can build it yourselves, out 
in the school fields, or in the school hall or whatever. It�s fun. 
 

Interviewer: You�ve mentioned this concept of Experiential learning, what are some of 

the learning assumptions you�d make about exp. learning as appropriate teaching and 

learning process for env. education? 
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Respondent: I think with Ex. learning I�d assume that students learn best by not only 
seeing and hearing but also doing. I think that�s a fair enough assumption, I get the 
impression that most people actually do learn by actually picking something up or 
getting involved and actually thinking about  something personally. I mean that�s a key 
to Environ. Ed. if your changing your attempting to increase someone�s awareness and 
get them to actually think about something, and perhaps organise their own action. 
They have to involved in it, they have to think about it, critically. 
 

Interviewer: What importance has the exper. teaching and learning component of the 

course had on your own learning? And what have been the highlights for you as a pre-

service teacher? 

 
Respondent: I�ve had so much fun myself, just doing the activities and learning about 
systems I didn�t know before. I mean we�ve only done a few things, but I know how a 
tree works now and about possums, I might be getting mixed up between the classes, 
but . I think I�ve come to realise I do learn very well that way and I have a lot of fun 
that way. I even find myself thinking about it at home, I�ll be cooking dinner, and I�ll be 
able to go and tell my friend exactly what was in the recipe and exactly what I did, and I 
sit there and think hang on what�s going on. And I�ll hear myself asking my friends 
�well what did you learn from that experience?� And they�ll say -well I won�t do that 
again. It�s all about learning from the positive things that happen, what goes right, and 
also learning from mistakes you make, and I still have to deal with some mistakes I�ve 
made in my schooling life, and varsity and they�ve led me to teachers college. I do view 
everything now as an experience, something to be valued. My sister always used to say 
you make one decision, and you go with that decision, and if it�s the wrong decision 
you just sort out exactly what went wrong and you make another decision, and it goes 
on. I think it�s been very valuable for my training as a teacher, because so much about 
the facilitation aspect of it it takes a lot of the pressure off me, I feel a bit more 
confident, I don�t have to be the fountain of all knowledge, if a student asks me a 
question that I�m not sure of the answer to then I can just say to them- what do you 
think, how can we go about finding the answer to that. I�ve always thought that the 
process was more important that the content. that�s always been something right from 
my school days, this has just reinforced that for me. I want to try and do it when I get 
out there. I anticipate a few problems though.  
 

Interviewer: You mentioned the word reflection, why did you mention that? 

 
Response: From my reading and from our discussions in class I found that reflection 
was the key, one of the key aspects, and processing the information you get from an 
experience. Unless you reflect on something you�ve done, you won�t really learn from 
it, you have to examine what you�ve experienced and how it�s been good and how it�s 
been bead and how you want to use it again, so you have to take the parts that were 
important and apply that to a new situation, and it keeps going round and round in 
circles. So it�s just all about thinking about what you�ve done, and examining yourself. 
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Interviewer: What are some of the critical issues associated with using experiential 

learning? 

 
Response: As a beginning teacher and someone who�s relatively inexperienced, I sit 
and watch the fox-fire approach and get really scared. I just sit there and think I don�t 
think I could do that yet. I think in a lot of my teaching subjects, even in Proff. Studies 
here at College your encouraged to have a plan and have learning objectives and know 
exactly what you�re doing, behavioural objectives: the students will by the end of this 
lesson dum-de-dum. And that goes completely against some of the learning settings 
I�ve come across in Ex. learning and I just think that a lot of teachers out there work 
that way in the structured, in the way that they give the students the objectives and the 
means to achieve those objectives, and it might be difficult to go out there and suggest 
something different. I mean I�ve heard lots of stories of it working and teachers being 
really rapt. But you know, taking the chance, risking it a little bit, is an issue. I think 
that�s probably the main one that�s the one I think about the most. 
 

Interviewer: What values and beliefs form your assumptions about experiential 

learning? 

 
Response: I guess I always relate everything back to geography, for some strange 
reason, goodness me it�s such a hard question. I don�t know whether I�ve really thought 
about that.  
 

Interviewer: You�ve mentioned a couple of things about that you enjoyed the reflection 

aspect of it and why that was important. You�ve also said that ex. learning was 

important for you as a learner because of the style, because of the way you learn, you 

talked about there being activities, where you can get hand son, and it motivated you, 

so what then are some of your attitudes and beliefs that you could draw from that in 

terms of your assumptions about the process of learning experientially? 

 
Response: I think my learning through my experiences came from me realising that it 
was all right to me, and I was fine with that. Out of the class room situation and in my 
life experiences sometimes I�ve been a bit freaked out at having to have to make all the 
decisions myself. But in a classroom situation it can be quite empowering to be given 
the opportunity to decide, perhaps not what you want to learn because in some 
situations that�s been decided for you and that�s an issue, but giving the students the 
opportunity to tell you how they want to learn is important. I learn well by talking 
things through, and through doing things, so I guess one of my assumptions is that you 
can ask students, that students have their own way of learning and you can tailor exp. 
learning to those people. I�m definitely for the idea that people have different learning 
styles, and I really value that, although sometimes it�s difficult to cater for that. I guess 
that�s what drives my learning, I always think about how I learn best, and try not to do 
that all the time. 
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Interviewer: How does the experiential approach to learning impacted on your 

professional development as a teacher of environmental education? 

 
Response: I�m very new to environmental education and I guess I�m green in that  
respect, and in a way I guess I�m stumbling around in the dark a little bit, because it�s 
not strictly a subject and there�s no statement written for it, I could be more confident as 
far as environmental education goes. If I view it in terms of being geographical then I�m 
fine, but when I have to bring in other things that�s a little bit scary, but I think it�s been 
useful looking at the environmental education approach, I mean the experiential 
education approach because I realise that you can do an activity and it not bring in 
every issue under the sun, in fact it�s best if it doesn�t because if you have too much in 
there it just doesn�t work.  

Interviewer: Do you see experiential learning as being just activities? 

 
Response:No, it�s best if your introducing an experiential learning approach to a 
classroom it can be through activities, but that are largely organised by the teacher, so 
the students aren�t just sitting there saying- oh god it�s all our responsibility an d we 
don�t know what to do. It�s easy to make an activity an experience, it�s a concrete thing 
it takes up a certain time and the kids know what it is, but you can go as far as the fox-
fire approach where the whole thing is experiential and you learn how to learn every 
minute of every class. That�s a wonderful ideal, I think a lot of teachers probably shy 
away from it because there�s a lot of risk and uncertainty, and how are you guiding to 
assess it?  

 

Interviewer: In terms of you saying that exp. approach looks at also how you learn, why 

do you think that�s important in terms of meeting the aims and objectives of 

environmental education? 

 
Response: The thing about en. ed. you don�t learn about a tree and your not assessed on 
that tree, the study you do on one tree is perhaps part of a whole study on a whole 
ecosystem which is part of a whole study of an environmental issue like logging of 
native timber, or whatever. So, en.ed. it that sense isn�t about what you learn but it�s 
about learning how to think critically, learning how to solve problems and you gain 
those skills through experiential ed. type activities or an exp.environment because your 
encouraged to have ownership of the information your deciding to learn and how you�re 
going to learn it, and the how is the most important part, it�s teaching for skills rather 
than content. The skills are what you need to become socially active, knowing how a 
tree works isn�t going to make you a good lobbyist. 
 

Interviewer: What were some of the tasks you engaged in during the course that helped 

of affected your learning, and why were these important? 
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Response: I�m going to get them mixed up now. I really enjoyed Possum picnic, I really 
enjoyed that game. Partly because I came into a classroom where I knew virtually no 
one, and I�ve been doing another course called teaching through drama and it�s very 
much the same approach. It�s a more physical, I mean you can have exp.ed. without the 
physical content, but drama�s all about physical stuff and it was really neat to be able to 
get in there with a whole group of people and within 10 minutes be holding hands and 
running around and laughing. Just having so much fun and at the end of it, sitting down 
and having a chat. But I think the best thing I�ve done so far was in Environmental Ed. 
when we went to the beach and we made a 3-dimensional map in the sand basically in 
the sand, and that is the best thing I�ve done at Teachers� College so far. It was lots of 
fun, lots of teamwork and I love doing stuff with my hands anyway, and it was so much 
fun to have all these people in their mid twenties running around with spades digging 
wholes in the sand and making hills and streams and rivers and decorating. You know 
that wonderful thing at the end when we could stand back and say- yay, that�s ours 
because we�d all branched off into groups and made our little part then they�d all linked 
up and we could see that it was this landscape with a lake and a river and the sea, and 
houses. It became ours, so when it came to the debate about whether the dam should be 
built everyone really got into it because it was your home and we were split up into 
groups for and against the dam on the basis of the parts of the landscape that we built. I 
don�t know if that was intentional it probably was. You don�t want to see your part of 
the landscape submerged under a whole lot of water. That�s the best thing I�ve done, 
and I want to try and do that with my next section, or next year. I just think the kids 
would really really go for it. 
 

Interviewer: What teaching and learning techniques employed in the Environmental 

Education course have you tried with your peers in other classes? 

 
Response: I don�t think I�ve really had the chance to yet. It depends quite a lot on who�s 
taking my class, because some people are very much trying to teach us how to do 
things. But in geography we went out earlier in the week to organise a field trip related 
to residential housing patterns. That�s an experience in itself, it involved walking 
around a neighbourhood and looking at things and the worksheet they can work through 
when they get back to class is asking them to reflect on what they did. Then getting 
them to evaluate that landscape. It�s a formal activity, it�s about as formal as they come, 
but it�s still an experience. I haven�t tried anything anywhere else, except tongue in 
cheek asking people what they�ve learned. 
 

Interviewer: It�s interesting that you made the comment that in other courses they�re 

teaching you what to teach, did the tutor in the Environmental Ed. course do things 

differently then? 

 
Response: En.Ed is just so broad that for a one block course you can�t teach all of us 
what to teach in En.Ed especially if you have people from technology and art and all 
sorts of parts of the New Zealand curriculum, so the basis has to be on how we can 
teach the philosophy behind it, learning how to internalise all of the concepts of en. ed. 
and ex. ed. and just trying to make them part of the way you do things rather than you 
will be doing nature studies. 
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Interviewer: What changes are you going to make to your own teaching and learning 

strategies as a teacher of facilitator of environmental ed. after your involvement in this 

course? 

 
Response: I�d like to be a lot more flexible than I am just reflecting on my past sections 
and how I�ve done things. In my approach there generally hasn�t been a lot of choice 
and I think choice is like reflection, it�s one of the key things. It�s deciding what you 
want to learn and how you want to learn it. I�ll have to for my own sake have to have 
some rules, but I�ve just seen the way kids can, if you ask them to choose even from a 
list of things, like in English in my last section we did a thing on emotions and there 
were all sorts of creative writing happening in their poetry and their stories. It was on 
emotions, but I decided that I wanted them to choose their own, which ever one related 
to them the most, the one they wanted to do. They produced some wonderful things 
because they were really interested. I mean some chose love and hate, but others chose 
loneliness, and boredom and confusion and they came up with some brilliant stuff. So I 
think even a tiny concession that I made, but I�ll make them a lot bigger. It�s more 
difficult in like geography which is basically driven towards an exam, which is really 
unfortunate. 
 

Interviewer: Why do you think that�s unfortunate? 

 
Response: Well for a start it means the teacher each year has to crank up the same old 
thing, apart from these things called school selected studies where you can choose. In 
that respect as a geography teacher I�ll be able to choose, or I�ll be able to call the shots, 
not as a beginning teacher probably, because I�ll be told this is what we usually do. But 
I�d like to tell the students what the focusing questions are that we have to deal with for 
this unit, and ask them for ways they�d like to address them. That come later on in the 
year, when I�ve had some experience in the different things they can do, ask them what 
they like doing, how they learn best, and just tell them we have to get through this stuff, 
how do you want to do it? They�ll probably just sit there and say-we don�t know, but 
I�ll persevere, and persevere and persevere and eventually they�ll melt! 
 

Interviewer: Having completed the environmental Ed. course what would you like to do 

in the future? 

 
Response: Definitively get more into Environmental Ed. than I am. I don�t know a lot 
about it, and I want to know more about it, where it�s taught. I know people from 
College are going to Australia, and that just makes me go wow I wish that was me, and 
in a way I feel I need to be a bit more of an O.E. sort of person, to be able to fit in and 
maybe. I get a bit worried I need to know a bit more about science to be an En. 
educator. I don�t know if that�s true, it�s probably not especially if your working in a 
team. But I definitely want to take that road and go down that road further. 
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Interviewer: It�s an interesting point you made about you think you might need to know 

more about science, what�s behind that statement? 

 
Response: Ecology basically, it seems to me a lot of environmental education books, 
are about eco-systems and how they work as a basis, of course the so-called natural 
environment is a big one and we�re part of it, and it�s often a starting point in activities, 
you start with the natural environment or a natural landscape and then you go on to an 
environmental problem which are invariably brought around by humans. So the bit that 
I�ve been educated in since the 6th form in geography is, doesn�t sort of come into there 
until later, so I feel I need to know a little bit more just to start of with people, and that 
seems like a relatively big hurdle for me and it�s a bit of a worry. 
 

Interviewer: What are some of your future goals or directions that have emerged as a 

direct result of your participation in the Environmental Ed. course? 

 
Response: A by-product of it is that I�ve come into contact with a lot more people that 
are into outdoor ed. than I previously had, not many. My boyfriend and I go tramping 
lots and biking lots but I don�t really know a lot of other people who do, and the 
classroom is full of them, and that�s really neat, I really like that and I want to do that 
more. I hear some of the people talk about that they�re going to outdoor ed. centres and 
environ.ed. centres and I just sit there and day dream and wish that was me. It seems 
infinitely preferable to be working outside than to be working in the classroom. 
Interviewer: Why do you think outdoor ed. centres are preferable, and do you think 
experiential learning only happens in environmental ed. centres? 
 
Response: I said before that I�ve never been to one, so I don�t really know what they�re 
like, but that I imagine that they�re a situation that is removed from a classroom in a 
school, perhaps an urban school, you�re in a different environment, so perhaps there�s a 
better potential there for them to have some different attitudes, different mindset about 
things. But ofcourse experiential ed. doesn�t have to happen in the bush, ofcourse. In 
my first year at university I took part in an experiential exercise, in a stage 1 geography 
lab, in the bottom floor of the building and I didn�t realise that�s what it was, but 
looking back that�s what it was, it was a hypothetical situation about a planning issue, it 
was a great activity, it was so good. We prepared for it outside of class time, in the halls 
and in the cafe. Mowing over things and talking over things, I guess the best 
environment for environmental ed. is in your head, and as long as you�ve got your brain 
switched on you can be anywhere. For some activities it helps to be outside looking at 
the environment. Like if I was doing something about planning on the Port Hills I guess 
it would be better to go up there and check it out. I have a stereotypical connection 
between outdoor ed. and environmental ed. and I tend to connect the two in my head, 
especially when I hear the words Environmental Education Centre. I think that that 
must mean tramping, climbing, abseiling, and a little bit of botany in there somewhere. 
 

Interviewer: What are some of the critical aspects of experiential learning you need to 

be aware of in terms of introducing that into your philosophy? 
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Response: I�ve been reading about the fox-fire approach, also an article on the Zen of 
facilitation, and one of the key ideas is that the students come up with the ideas on what 
they want to learn and how they want to do it, and there is no set time frame. The idea is 
that they can progress at their own pace until they achieve their own learning 
objectives. I feel at the moment in the geography classroom situation particularly, in a 
secondary school, that would be very, very very difficult to do , if not impossible. So I 
guess I think about the different learning sessions, formal, informal, non formal, self-
directed, I won�t be doing any self directed. Formal seems to be a safe way to introduce 
the idea of exp. ed. to students. You can give them the objectives, this is what we�re 
going to be learning today, this is the topic and give them the activity. And they�ll still 
learn, they�ll still be involved, and as long as you reflect on it I don�t think that it�s a big 
deal. But I think it would be really good to be able to introduce non- formal, informal 
styles to my teaching methods. But it�ll have to be gradual for me, as well as for the 
students because I don�t want to scare them, and I don�t want to put myself in the 
position where my abilities as a teacher is compromised because I asked them what they 
want to learn and they just sit there and nothing happens and my Head of Department 
goes- what are you doing? I won�t be a good facilitator for a long time yet, just the key 
things about asking lots of questions and listening, and coming in during the process 
rather that outlining at the beginning everything we�re going to be doing and exactly 
how we�re going to do it. I think I�d like to be able to come in as they continue through 
their course and help them out as they�re having problems. Apparently being a 
facilitator is all about nurturing and creating a safe environment and I always want to do 
that.  
 

Interviewer: Do you think the En. ed course modelled an exp. ed approach? 

 
Response: Yes definitely, it had to. It had to otherwise I wouldn�t really have got 
anything out of it, I would have been totally confused. The ex. ed part is how I�m going 
to teach myself about environ.ed. and hoe to teach it. It�s a good model for me to try 
and use in other curriculum areas. I can definitely do it in English. I just wish I was an 
art teacher! But that�s another story! 
Finish
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Interview 4 

 
I am (number 4) I have taken the Environmental Ed. course but Have not done Exp. 
learning. 
 

Interviewer: What are some of the key things that you have learnt from the 

environmental ed. course? 

 
Response: definitely from an environmental standpoint I have learnt about the whole 
school approach, the holistic attitude towards it. Certainly not focusing just on the 
natural environment, especially coming from an environmental science background, so 
that�s been definitely interesting, looking at the social aspects, that part has been good. 
In terms of the style of teaching also being able to see a lot of the experiential stuff in 
terms of that�s a lot of what�s used. In really bringing home or realising a lot of the 
abstract concepts which for me has been quite good. I think often in the environment 
especially it�s hard to see what�s going on, I mean you�re talking about huge issues, 
whole wild big things. It�s sometimes hard to bring that down to something you can see 
and deal with. 
 

Interviewer: You mentioned the teaching and learning approach, why has that been 

important to you? 

 
Response: Especially looking to teach that�s what we�re here for, we�re not here to 
study what we�re going to teach, we�re here to learn how to teach. Being someone 
who�s been involved with the environment being involved even with conservation 
efforts etc. at the bottom of it all is how do you get the idea across, how do you make 
people see it. You�ve got this thing, and you believe in it, but for it to go anywhere I�ve 
got to make you think about it, or you open your mind to it, and how do you do that? So 
being able to see, hey look lets try this game or something, and even I don�t want to say 
trivialise it, but take it out of its realistic concept and put it into a thing that I can 
actually picture and see. Especially dealing with a lot of people I can really see how that 
can be beneficial . Instead of addressing the issue and writing it on paper, and doing 
that, lets actually take it out and see how the whole system works, especially in like and 
you�ll see it in the game that Kate and I made up, like the one we did with the whole 
eco-system, and possum picnic, for me those were great wands to see how I can teach 
so a person can learn it, and really discover it themselves and by doing that their 
understanding or energy into it is hugely increased. 
 

Interviewer: What are some of the learning assumptions you would make about 

experiential learning then as an appropriate learning and teaching process for 

environmental education? 
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Response: One assumption you have to make, well you don�t have to make, one 
assumption which helps the process is that people are some what independent in their 
working ethic, they are prepared to participate. I feel I am prepared, I love to do that 
stuff, and I think if you�ve got people who maybe you couldn�t make that assumption 
for, it could be harder for. Also that come into how you facilitate them to get involved, 
if you�re successful at facilitation and energising people and motivating them to 
participate, and make it so they can see then that comes into that thing too.  
Interviewer: What importance then has the experiential teaching and learning 
component of the course had on your own learning during this course? And what have 
been the highlights for you? 
 
Response: I think the importance has been huge. I again also and I think part of coming 
into the course, or like anything we probably bring a lot of baggage with us, and I 
wouldn�t say I came to teachers college necessarily to walk into the school system and 
be a teacher. I think at times the whole school system scares me because I don�t 
necessarily think it�s been effective. I certainly for myself, sure I went through, and I 
did it, and I was able to be relatively successful in the system, but to say I enjoyed the 
school system would be a whole other issue. And to say I really made the most of 
things for me would be a whole other issue. So I think for me, the most important thing 
I�ve taken out of it is that with some innovation, some energy, some foresight, I can 
effectively change a lot of the experiences people have, in the school system even 
inside those bounds, just by purely saying- hey look I can do it this way, I don�t have to 
do it that way. The old sit in front of the class and teach and blackboard and whiteboard 
and that doesn�t have to be that way. And even to the stage of saying where I came in 
here and I could say- look I don�t want to be in the classroom, that�s not what I�m here 
for. But I�ve got to the point where I�m saying -gosh you know social studies could be 
an interesting subject to teach. That would be way off anything I came into the course 
thinking. I�m pure Outdoor Ed. doing Physed because that would probably get me a job 
and I still don�t have to be in the classroom. But actually coming into this and being 
like- wow this is really neat stuff and what can we do, and the issues we can address 
with this. I mean like the beach yesterday was awesome, it was great. Classroom 
teaching doesn�t have to be classroom teaching, sure there�s a component to it. 
 

Interviewer: You mentioned the beach, why was that a highlight? 

 
Response:I love the beach, fullstop. I think again you come down to the realisation what 
a pretty abstract concept, I mean map reading for a lot of people is a very abstract 
concept. Being able to see the building of the map and then being able to see the whole 
map in its totality in the area and actually hold the map and see it there and how it 
functions and where all the pieces go, I mean it�s huge. I think too, and I pull from other 
classes, if we�d been able to do that in the Advanced Bushcraft in a way would�ve been 
fantastic because you just see how much difficulty in map class people were having, 
even people who�d been in the mountains quite a lot, looked at maps a lot, but the 
difficulty in saying this is this because of this, and this is this because of this, very 
difficult concept. And then being able to go along and take it to the next stage and 
saying - hey look we�ve got a dam now and it�s going do a, b,c,d, and e. I�ve worked 
with dam stuff before, even did a research project on environmental effects of dams. 
And to picture to explain to people all the effects that building that dam is horribly 
difficult. But if you can actually show that and say here�s that mountain, once we do 
this, this is what happens here. These are the orchards they�re getting flooded, this is 
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what�s happening. To be able to look at it like that, it�s the bringing home of it all, and 
especially when you�ve made it. It�s like I made that, that thing�s bloody mine!  
 

Interviewer: So what is that telling you about experiential learning as a process for 

environmental education? 

 
Response: For myself it becomes an integral part, I can�t see it being effective without it 
in many ways. Because of the abstractness of it, because of all the different factors 
you�re dealing with. To an extent, in many environmental areas as much as I don�t like 
to see it that way, a lot of stuff is subjective and emotive it�s because it�s there. There is 
a difficulty at times, and again this is not something I necessarily agree with but is 
something that is very much there, that a lot of people dealing with the environment 
aren�t able to deal in dollars and sense and concrete pieces. There is a lot of emotions, 
subjectiveness, differing view points. And so to actually get people to play in the 
different roles. And I think another one that would�ve been interesting would�ve been to 
take that one further and debate it and actually make people play in another role, 
because it�s very difficult for the greenie to look from the capitalist, as a stereotypical 
battle. But how do you get that greenie look at it from the capitalist viewpoint other 
than to ask them to argue it. For them to be effective on either side that�s what they 
have to be able to do. I think in environmental education especially, more than 
anything, as I would look at an issue is to how do you develop critical thinking in the 
ability for someone to make up their own their own opinion, to me that�s what it comes 
down to. 
 

Interviewer: Do you think experiential learning then, provides opportunities for people 

to get into critical thinking and ownership and problem solving? 

 
Response: Definitely. More so probably than any other method. There�s no ownership 
in me taking notes. The one side of it where it may be developed is in project work, 
because that�s another area where I�m defending or attacking a certain view point and 
this is where I get it from. I also see it especially being, it�s interesting as just about 
everyone in the class from general feeling have found it really interesting doing all 
these different things. But I also see it being an amazing way to interest, attract, 
energise, younger people without having to get into the nitty-gritty of it all. Even with 
some of the games it would be amazing if you started the game in the third form, and 
you started at one level, and finish it at the 7th form.  
 

Interviewer: Do you see experiential learning just as games and activities? 

 
Response: I think that�s probably been presented more than anything, I don�t think it 
would have to be that way, and that�s why I say to look at something like a debate, to 
me if your debating both sides, that�s experiential. You�re actually putting yourselves in 
the shoes of ? I don�t necessarily see that as being a game or an activity. Project work 
again is in many ways experiential. You�re learning through the experience of 
researching, developing an idea which ever way it goes. 
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Interviewer: What do you think are the key processes then of experiential learning? 

 
Response:The experience ofcourse. Probably in contrast is the best way for me to look 
at it, activity instead if pacivity, doing rather than watching. whatever it is being in it or 
a part of it as opposed to being an external viewer. In that sense, it�s really the 
experience as opposed to the analysis, but not that they have to occur exclusively. I 
would look at it too, there�s certainly not exclusivity in it I don�t think. Because I�m 
doing an activity as such certainly doesn�t mean there�s no analysis at the end of it. 
That�s where I think you�ve got to be careful, in terms of people saying -oh if you want 
to say yeah it�s just games well yeah it is in many ways to me, the experiential part is 
just a game, or an activity or a project. But that�s not the entire learning process, that in 
many ways the experiential part is something of a catch activity, like to get the thinking 
process started, to get it going, and then you analyse it and then maybe do an example 
again, and then see how that went, and then take another look at it then go and do it 
again. So I think you have to say one�s separate to the other, everyone wants to plant 
their modelling the pure form but how much actually succeeds in the pure form.  
 

Interviewer: What are some of the critical issues associated with using the experiential 

learning approach? 

 
Response: There�s definitely some risk management issues, in terms of you are often, 
well not often there is the possibility of moving outside the classroom into another 
environment. Probably the biggest critical issue and the one I can see having for myself 
being someone to implement it, is time, just stuff takes time. Often I think it could be 
difficult to always stay right on the thing. It often excites people so much that it 
explodes into ideas . One critical issue would be to keep people on the specific issue 
you�re trying to get across or make. It does energise people so much and it brings up 
some real issues and some real beliefs things, some personal belief issues because you 
do become attached to what you�re doing. So I thing that could become a very critical 
issue. And certainly to keep things away from a confrontational in a one-on-one type of 
thing. The biggest one is still time though. And being able to meet all the other things 
that are expected of you.  
 

Interviewer: What values and beliefs form your assumptions about experiential 

learning? 

 
Response: I think possibly, because I would look at myself and say I�m fairly positive 
about the whole, like I like experiential learning, it�s a very positive experience for me. 
And I think bringing some of my beliefs into it would be maybe other styles of teaching 
don�t inspire me. Again being probably a more an active do-er, as opposed to a passive 
watcher, listener, learner, definitely brings me into- yes I want to do that. 
 

Interviewer: How did the experiential approach to learning impacted on your 

professional development as a teacher? 
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Response: It makes a horrible difficulty in Proff. classes, because it�s not the norm, it�s 
not the standardising. To be fair to my Proff tutor, she�s very very open to it, very open 
to doing it, but again the time�s not allocated, the resources aren�t there. And again 
probably a mirror of issues are going to occur in teaching.  
 

Interviewer: What in terms of you in environ.ed. how has the exper. approach impacted 

on your professional development? 

 
Response: Oh, hugely, hugely, because again it�s opened my eyes in a way to do things 
differently to the old approach, to a more lecture approach- command teaching, I stand 
and talk to you, and you write and listen and learn, to a more general thing of look 
we�re all in this together, the teacher and the student. You guys are learning as much as 
I�m learning, just the idea that everyone is involved in the teaching and learning 
process. In fact it�s hugely there to an extent that it�s something that I as a teacher want 
to incorporate into whatever subject I teach. 
 

Interviewer: Given the aims and objectives of environmental education, why do you 

think experiential learning is important? 

 
Response: I personally struggle to see how you could introduce people into environ.ed. 
without exper. learning, in terms of the aims and objectives, in terms of giving them 
whether it�s knowledge, if we go for the �of�,�for� and �in�or whatever. You can�t take it 
apart without it being in there. I don�t see how you can inspire somebody and create an 
interest without showing them what it�s about. 
 

Interviewer: You think that�s possibly because that�s the model that�s been used in the 

course and you haven�t been exposed to anything else? 

 
Response: No, it comes from my life. It comes purely from my life. In many ways I�m 
probably the prime person to walk into an experiential learning class because that�s 
where my life has changed from. From being the city kid 7 years ago, from getting from 
sports, from going from kayaking and rafting and being out there and seeing it all, and 
that�s where I�ve come to the environment from. I wasn�t the biologist who decided that 
recycling was the only way to save it, I was the outdoors person who thought I don�t 
want my playground ruined. And that was where I got into it, and that was for me 
where I come to environmental education also. 
 

Interviewer: What were some of the tasks that you engaged in in the course that helped 

you, or effected your learning, and why were these important? 

 
Response: I would say all of them, I can�t even pick out an activity. In terms of seeing 
an example of how learning could be affected by it, and my learning be affected by it, 
probably the eco-system game or activity, probably affected my learning more than 
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anything else. I think the ability to show the different factors affecting things and to add 
factors and take factors away and to show that in a whole sense is something really hard 
to see on paper for me. And it was interesting because it was stuff I�ve sat and studied 
in a research sense, and to put it into an outdoor activity with a lot of people and say 
hey look lets add this and this happened well is that going to fully do it well no because 
there�s still the chance for that, let�s add this one or take that away, or what if we added 
that. That ability to show all the flukes and the change of what is a very moving thing, I 
think that movement, and that it comes more again to the living environment I think is 
great to show because that living environment with the change and the flukes is very 
difficult to picture, in terms of I can show you graphs and I can say while this one�s 
down, this one�s up, and all of these things. For me you never really get that feel of the 
living and the movement of it all, whereas if you take people out and you�re moving 
and working, you actually get a much better understanding for the flukes. I wouldn�t 
say in terms of the adaptation that like the trophic structure one we did, with the net, I 
wouldn�t say that that necessarily hit me as well. In that one example was a much more 
static example of how it worked. And I could say to be honest I could show you that on 
the board, in half the time and I think people would get a fairly good idea about it. 
 

Interviewer: What teaching and learning techniques employed in the Environ,Ed. 

course have you tried with your peers and classes? 

 
Response: Not an example from this class, actually I wanted to play possum picnic and 
I had to do a lesson plan for another subject, but we ended up again at that was where I 
said inside the class bounds and lines it wasn�t possible. We had 5 to 8 minutes with 4 
people it�s very difficult, that�s probably a limitation of mine. For many of the games 
you need a certain amount of time  and a certain amount of people, like how to show an 
eco-system with only 10 people, very difficult. My little experiential thing, and this was 
something from previously was an adapted P.E. thing, which I�d used in a class in my 
under-grad degree where we�d done blind simulation for a unit on blind athletes. I had 
to do a thing on main-streaming and to just give people an idea of how different 
handicaps affect different people, and some are ? and some aren�t. I just established it in 
groups around the room, and you had this disability, and you had this on etc, and 
basically said which people do we mainstream and where and why. It came across 
really effectively. 
 

Interviewer: It was the experiential approach that came across really effectively? 

 
Response: Even just saying instead of writing a whole lot of notes with your right hand 
or your dominant hand, write them with your left hand. Now has that changed your 
ability to think? In my experience, well no, you still think the same but you can�t record 
it. Well can you still stay in the class or not? What could we do to help you stay in the 
class? And just getting peoples minds, because that�s another thing where unless you 
have a real experience you can�t really understand it, so here�s the experience, see how 
it is. So that went across really well. 
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Interviewer: In terms then of your own teaching and learning, what changes are you 

going to make to your own teaching and learning strategies as a teacher of facilitator 

of environmental ed. after your involvement in this course? 

 
Response: Probably the biggest thing that�s hit me from the Environ.ed. side of it all has 
been the necessity of it being a whole school activity and not probably the difficulty of 
placing it in a curriculum spot, so for me as much as anything it�s working towards a 
life philosophy with the students in whatever subject it fits in, for me it would be 
OE/PE more than anything, the idea of basically utilising everything we�re doing has 
some tie to the environment. Whether it is just the planning of a trip and then always 
looking at the environmental concerns, what can we do to minimise the impact, what 
things could we do to cause more harm? Whether it�s in PE and even too as much as an 
extent of saying and this is a huge life philosophy thing for me but just taking 
responsibility, what you do here has an effect here. And I think in many ways that�s 
probably a really big environmental issue, even though it�s not necessarily a correctly 
environmental but the idea of cause and effect and responsibility.  
Interviewer: We�re talking here about mainly things that relate to the environment, are 
there any specific teaching and learning strategies that you would ? 
(couldn�t hear the rest of the question) 
 
Response: Definitely would be trying to to get people out of the classroom out of their 
immediate setting, 100 percent, I mean that�s, having taken this course, it�ll probably be 
one of the larger time concerns for me even outside the classroom I�ll be thinking every 
time what can I do to make this more real, what can I do to take them out of the 
classroom, what can I do to make it more real more interesting, more exciting. 
 

Interviewer: Having completed the environmental Ed. course, what would you like to 

do in the future? 

 
Response: (Laughs) Not teach! I would love to find a way to incorporate it into what 
ever I�m doing. It�s so much fun. I�d love to find a place where I could incorporate it, I 
think more than anything, can I bring it, what can I bring it to, what part of the job, or 
even what job, or what position will enable me to utilise it. I think it�s a huge area and 
it�s a great area because it does, there is some personal validity to it, it can be a big 
thing or philosophy in life issues and it is grater than this classroom and just school 9 to 
3, so definitely there�s a future thing, it�s something I want to work on. 
 

Interviewer: So what might be some of your new directions? 

 
Response: Social studies, geography, as teaching areas. Definitely more inclined now 
than I was before to participate somewhere in the classroom. I could even see senior 
school biology which my degree is in, and before being terrified, you know I don�t want 
to be in the classroom, just don�t want to do it. Actually saying wow, there�s some 
amazing potential there to develop ideas and interest in people and really make what 
may be before wasn�t a very exciting, really turn it around, and say this is great, there�s 
so much we can do, even like the school grounds project stuff and the video stuff, and 
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actually taking like senior classes and saying- look, you guys if your not happy here 
then let�s do it. Again there�s problems with time, I wouldn�t say it�s changed anything 
yet but its definitely opened up some possible options. 
 

Interviewer: What conditions would you like to see changed at College, or in schools or 

the wider community as a direct result of your participation in this course? 

 
Response: New Zealand�s in an horrific state as far as environmental implementation 
actual actions I mean it�s terrible, College is horrible. Whether it�s recycling , whether 
it�s just use of resources and re-using stuff. I could list one hundred things I�d like. I 
think the bottom line would actually be to get people to re-view their philosophy on 
why they do stuff. That�s throughout everything. 
 

Interviewer: You think especially at College as well? 

 
Response: I mean College is terrible and in many ways how can you expect young 
people to develop good values. I mean the teachers come from an environment what I 
would say is definitely below par environmental ethics. 
 

Interviewer: Do you think that�s been modelled in this department and the courses 

here? 

 
Response: I wouldn�t say it�s bad, I would say the Outdoor Ed. dept. is better than many 
of the other dept.s, definitely better in many respects. But again it comes to, once it�s 
started once you�ve opened the door, on one side it�s great, but on the other side you 
open yourself up and the slander and getting cut the other way. And I think you guys 
are probably more susceptible, because of people in this area generally probably have 
more passion about environmental issues than, generalising horribly, an English class. I 
think people here bring more to it, bring more of that thinking, so you�re kind of under 
the microscope. 
 

Interviewer:So it�s a values and attitudes base do you think? 

 
Response: It came up last weekend, I mean everyone was pretty relaxed about it, but 
still at the same time you insight some definite passion into people once you start 
addressing that. How can us as a community change when here you�ve got a slice of the 
community of the educated community, how can you ask general community to do stuff 
if the educated wont do it. Those educating the educated wont do it. And how can you 
ask the children to do if the teachers wont do it. 
 

Interviewer: Do you think the course  actually modelled the experiential approach? 

 
Response: The environmental ed. course? Yeah, yeah. 
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Interviewer: And so, what changes would you make in college in terms of teaching and 

learning strategies? 

 
Response: My thing would be, that the faculty here, and not necessarily saying that they 
would have to implement it all the time, but probably need greater education on the fact 
that there is another avenue to it. I think at least what I�ve seen of teachers outside the 
OE/PE situation which is PE also offering the experiential learning base thing, don�t 
understand how it can be implemented and don�t see how it can be done effectively. 
They see it as going off and goofing off and playing games, not actually. Again they�re 
not going to teach something that they don�t believe in or they don�t understand, or they 
don�t know. So from the beginning it has to start way at the top, and just like we go 
through a number of teaching models, maybe it will be addressed, but I don�t see it 
necessarily being addressed as such. This is another teaching model, this is a perfectly 
effective way to do it. All we get shown is how to stand up and write on a white board. 
That would be my comment. From an environmental stand point, it has to start from the 
whole philosophy of this area. Because then when you send the people out and they go 
somewhere else and it doesn�t match up to that then they actually have the thing to 
compare it with. Whereas everyone here walks out and they go to the school and the 
school�s just like this or they just keep going, they don�t have any idea that it could be 
different. 
 
Finish
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Interview 5 

 
I�m interview no.5 currently doing environmental ed. and experiential ed. block 3 
 

Interviewer: What are some of the key things that you have learnt from the en.ed. 

course? 

 
Response: The key things are probably the processes that go on within the en. 
programme. When I first came into the course I had a very broad overview on what 
en.ed. was and maybe a few definitions , but as far as the social, bio-physical, I�ve 
lacked quite a lot about how those fit in and how we can integrate environmental ed. 
into our programmes. Not only in outdoor ed. but other curriculum areas such as Social 
Studies which I�m doing as well.  
 

Interviewer: How does the experiential process that we�ve used in the course help you 

meet the aims and objectives in en.ed? 

 
Response: Experiential, I learn quite a lot more by doing things rather than by learning 
about it off the board, or overheads or things like that, so the exp. part is quite a big part 
of it for me. Actually seeing the activity run and being able to pick up things from that 
is important.  
 

Interviewer: In terms of the experiential process and your understanding of the aims 

and objectives of environmental education, is there any connection you can make 

between those two? 

 
Response: Just being able to integrate the two together more than anything, using one 
with the other, using env.ed with exp.ed, it�s more of an integration process. 
 

Interviewer:What importance has the exp. teaching and learning component of the 

course had on your own learning and what have been the highlights for you as a pre-

service teacher? 

 
Response: The importance has been being able to use, and learn what exp. ed is and 
env. ed. and I�m sort of thinking where I�m going in the future and how I can use that 
with the kids. I�m always looking for new ideas where I can integrate, rather than just 
being in the classroom and being more of a teacher being able to facilitate them more 
and actually using some of the ideas that we�ve picked up with the kids. To make 
learning more fun for them, using env. and exp. processes. 
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Interviewer: What have been some of the critical issues associated with using an exp. 

approach? 

 
Response: I don�t know if I actually have any. I haven�t been able to see any since 
we�ve been doing the course, maybe the fact that we�re in a course like this, we�ve got 
quite a lot of people from varying backgrounds and everyone�s got their own differing 
opinions on what should happen, and what things could happen, but as far as critical 
things go I can�t really. 
 

Interviewer: Can you see any issues in terms of bringing exp. learning into the 

classroom? 

 
Response: Maybe using it too much portraying the idea of using it all the time then you 
might have people in your classroom who don�t benefit from it. They might get more 
by watching videos or looking at overheads or using more of the teacher, they might get 
more out of that. So using it every now and then or integrating it with other methods of 
teaching would be quite good. 
 

Interviewer:What values and beliefs form your ideas and assumptions about exp. 

learning? 

 
Response: Making it fun, just being able to use the experiential process to make kids 
aware of what sort of issues they�re dealing with and being able to use, being able to 
integrate other teaching areas and being able to use exp. ed. into those areas to make the 
learning fun. To be able to bring out an element of enjoyment in the classroom or where 
ever you�re going to be teaching it.  
 

Interviewer: How has the exp. approach to learning impacted on your own professional 

development as a teacher of env. ed.? 

 
Response: It�s probably impacted quite a bit at the moment, I hadn�t done a lot of env. 
ed  teaching, probably did but I didn�t know I was doing it at the time, but being able to 
bring out the exp. process into env. ed,I think later on I can use quite a bit especially 
now I know where I�m going and that sort of environment I�ll be teaching in. So I�m 
more looking forward to the challenges of what I can take from the course into the job 
I�m going to. 
 

Interviewer: What are some of those things that you�re going to be able to take with 

you? 

 
Response: Probably a lot of the activities. I actually learnt a great deal more out of 
doing the activities that we�ve done, the possum picnic, any of the ones with the string, 
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the food triangle, those sort of activities. Being able to make up some more like being 
able to make up the challenge for me of making up those sort of activities and using 
them with the kids. So it�ll be mainly the activities that�ll be good. 
 

Interviewer: Do you think exp. learning is just activities and just learning by doing? 

 
Response: No, I think the base of having the material that we�re reading and going over 
is important but then being able to have discussions as a class or as a group, where we 
can bring those readings out rather than everyone having their own opinion about it, but 
not actually being able to say anything. Actually going over the base material and 
getting in groups or having a class discussion or even in pairs. But somehow being able 
to bring that information out and then maybe using it in an activity or writing up an 
overhead, bringing it out to the forefront, make it easier to understand to start with.  
 

Interviewer: What were some of the tasks you engaged in during the course that helped 

you or effected your learning and why were these important? 

 
Response: I found the learning journal really helpful, just being able to reflect on what 
we�ve done personally I seem to work a lot better when I�m by myself and when I�ve 
got time to think about it away from the class. Where you take the stuff you�ve learnt in 
class and go and process it somewhere quietly, so the journal�s been really helpful. Also 
through class or group discussions when we actually do a reading and then we get to go 
over it and everyone can throw in their little ideas, then going back to the whole class 
where you�ve got someone from each group going over what their group came up with. 
And being able to see what other ideas other people came up with.  

 

Interviewer: What teaching and learning techniques employed in the env.ed. course 

have you tried with your peers in other classes? 

 
Response: In Social Studies I�ve used quite a bit of the env. approach where maybe 
we�re learning about a particular area, and rather than just learning about it out of a 
book, being able to bring that out so the kids can enjoy it but also learn a bit more about 
it and the example I�ve got in that as well is I did one with the rainforest and it was on 
how the social and political factors and everything impacted on the rainforest and the 
tribes and the conservationists who actually lived in the area, I did an activity where 
they all had to do role plays, and be those tribes and actually be a part of it, and they got 
more of a feeling of what it was like to be there, and that worked really well. Just being 
able to think up some sort of activity to do with the kids. I�ve tried getting them in 
groups together and having group discussions but that didn�t seem to work as well with 
the age group that I tried it with. 
 

Interviewer: What changes are you going to make to you own teaching and learning 

strategies as a teacher or facilitator of env.ed. after your involvement in this course? 
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Response: I want to try putting the onus more on the kids for developing their own 
learning towards env.ed. With the environment that I�ve got to work in next year I think 
it�s going to be really possible with all curriculum areas that I�ll be teaching. I just want 
to be able to use the environment a lot more as the classroom rather than just teaching 
it, going out there and doing it as well. I�m a firm believer in going out there and doing 
it as well. I�m quite a firm believer in the doing it thing. If I can get more information 
out of what the kids know first rather than me filling them up. Then at least we�ve got 
somewhere to work from and being able to include field trips and things like that where 
the kids can actually see what�s going on in the environment. Being able to set up 
programmes, being able to set up activities where they can actually be a part of it, they 
can help develop an area, little things like that, where they can actually see what�s 
going on. I think that�s the biggest thing I�ll take and put into. 
 

Interviewer: Having completed the environmental education course what would you 

like to do in the future? 

 
Response: I�d like to learn more about env. ed. just doing this course over the last 5 
weeks, with exp.ed. it�s got me in a bit of a muddle where both of them stand separately 
and again where they come together and how you can integrate them. I mean my 
knowledge is a still quite vague on env.ed. Besides getting the basics and being able to 
integrate those into a programme, I�d really like to know more about what actually goes 
on, how to use it. A bigger knowledge base would be quite nice. 
 

Interviewer: When you say knowledge base, what do you mean there? 

 
Response: Being able to get more confidence and be able to teach it. I don�t think I�ve 
got enough confidence to be able to stand up and say I can do env.ed. and that�s fine I�ll 
teach the subject. I�d like to get a lot of resources together before hand. I think it�s just a 
big confidence thing. 
 

Interviewer: What conditions would you like to change at College, in schools or the 

wider community as a direct result of your participation of this course? 

 
Response: I�d like to see a lot of other subjects take on the idea of using the exp. 
approach. This has been the only class I�ve been in where we�ve got the opportunity 
where we can have a go at doing these things, and learning and especially with Proffs, 
I�d get a lot out of Proffs if there was a component in there which allowed you to get 
out and do it, I mean there�s teaching section, but actually in the Proff study learning 
somehow integrating an exp. ed. part of that, and that goes for all the other subjects as 
well, they�re all classroom based and there doesn�t seem to be that much room for any 
sort of varied approach. They seem fairly set in their ways and that�s the way it�s going 
to be. 
 

Interviewer: Why do you think it�s important? 
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Response: There�s different learning needs from different students, and as I understand 
it at the moment there is a one exp.ed. choice or something, not being here at the start I 
sort of missed it, but I think the different learning needs need to be catered for and 
there�s probably a lot more people out there that would get a lot more out of an exp. 
base sort of programme, being integrated into all their subject areas than just the more 
theoretical sort of approach. 
 

Interviewer: Why has the exp.ed. approach been important? 

 
Response: It�s just allowed for me to understand it a bit better, just being able to do the 
whole experiential thing with al the subject areas that I can. If we had the same subject 
and I learnt two different ways I think I�d pick up a lot more if I learnt it the 
experiential way, than I would the way a lot of subjects are being run now at College. 
That�s probably more of a personal thing, I think, but there do seem to a lot of people 
who learn through kinaesthetic or visual ways and the experiential process helps those 
people a lot more. It seems to be a lot more fun as well, which helps. 
 

Interviewer: Are there any other things that come to mind that might make a connection 

between experiential learning and env.ed.? 

 
Response: Yeah, but I can�t think of them right now. The biggest thing for me is I know 
where I�m going and for the next couple of years I�ve got a great opportunity to use the 
exp. environmental thing. Out of the course I want to pick up as many ideas as I can to 
be able to use. Even if I pick up part of an idea and be able to develop that and work 
with that in some other way. That�s been a real big help, that I can pick up ideas that I 
can use next year. Then hopefully the kids will get just as much out of it as we have. 
 
Finish
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Interview 6 

 
Kia Ora my name is (interview 6) this year I�ll be completing the Environmental 
Education course with Barry Law. 
 

Interviewer: What are some of the key things that you have learnt from the 

environmental ed. course? 

 
Response: As well as increasing my knowledge on environmental issues, I�ve learnt 
that experiential ed. is a really good tool, using the activities to let children become 
more aware of what�s going on. It�s a good way of teaching them in a different manner. 
 

Interviewer: Why do you think that�s been important? 

 
Response: It�s very important because I�ve learnt over the years that children learn in 
many different ways, and I think that if we can get into using all those different areas 
we can teach them a lot better and I think physical activity and those things really help 
for children who may be less academic as well.  
 

Interviewer: How does the experiential learning process help meet the aims and 

objectives of environmental education? 

 
Response: Through the activities students can experience it and feel what�s going on 
and get a better picture of it instead of just seeing it up on the board and just talking 
about it, they can experience it and then discuss it. 
 

Interviewer: What importance has the experiential teaching and learning component of 

the course had on your own learning during this course? 

 
Response: Before hand I was aware of a lot of issues, but with some of the activities 
I�ve learnt about impact and how humans have modified the environment to suit their 
own needs, and how that�s caused problems and they�ve had to deal with those 
problems again. So I think my own personal education with the environment it�s been 
very beneficial, very good.  
 

Interviewer: In what way has it impacted on you? 

 
Response: Right from the start with this land being untouched and Maori coming along 
with the extinction of the Moa, and then European coming and settlers after that and 
impacting on what maori have already done. And then we�ve got new species being 
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introduced then possums and rabbits having to deal with those with chemicals or 
weaponry. 
 

Interviewer: What about the impact on you, of ex. learning? 

 
Response: By reinforcing that we should treat children in different ways and it�s good 
for them to experience it as well as listening to it and reading it, discussing it. It�s a 
good thing with ex.ed. we do use it, but seeing how it works myself and for the rest of 
the students in this course it�s just reinforced for us that it�s a really good learning tool. 
 

Interviewer: What have been some of the highlights for you as a pre-service teacher? 

 
Response: I�m increasing my knowledge on environ. issues, and polishing up on some 
important skills by taking some activities or just watching other people teach I can then 
learn from what they do for us. Just really drumming it home that children learn in 
different ways and it�s good to coach on every aspect of teaching so that they can 
benefit from it. 
 

Interviewer: What then are some of the critical issues associated with ex. learning? 

 
Response: Definitely once you�ve given them the experience it�s most important that 
we have to discuss it. It�s a good way to make sure everyone understands exactly what�s 
gone on, instead of just having an activity to just get out of the classroom. It�s really 
important to discuss the issues that arose in the activity, the environmental issues, as 
well as talking about the good processes that went on as well.  
 

Interviewer: Is there anything that would concern you in terms of using experiential 

learning? 

 
Response: I guess children learn in different ways, so it�ll benefit some. Some children 
may not like activities, may enjoy being stuck in books or learning off the whiteboard, 
which isn�t my philosophy though. Although they may not pick up on it, they may just 
take it as a game. I guess some people may just look at them outside the classroom and 
say- they�re just playing games. 
 

Interviewer: Do you think experiential learning is just games and activities? 

 
Response: No, it�s anything away from the books, using different processes that 
learning the topic, learning the issues and information. 
 

Interviewer: What values and beliefs for your ideas and assumptions about experiential 

learning? 
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Response: It�s a different avenue but important for teaching children with different 
needs, it takes into account the different learning styles and how children learn. I think 
that�s really good because we�ve got a whole range of children in our society and we 
need to take all of their needs into account and teach all of them the best way we can, 
and by providing these different ways of teaching we can look after them to make sure 
their needs are being met.  
 

Interviewer: How has the experiential approach to learning impacted on your 

professional development as a teacher of env.ed? 

 
Response: It�s been really good, I�ve learnt different ways to teach env. ed. as well as 
my own subjects, and it�s just reinforced the fact that we need to deal with all the 
different needs, and different ways of teaching instead of just the whiteboard. I�ve 
learnt different skills with teaching and organisation as well, so that�s been really good 
for me. 
 

Interviewer: What were some of the tasks that you�ve engaged in during the course that 

have helped or effected your learning and why were these important? 

 
Response: With the knowledge that I�ve gained through the environmental side of it, 
it�s been really good, I�ve learnt a lot, I�ve been tested by it, I�ve been part of the 
process, and perhaps taken leadership roles and group roles, so that�s the environmental 
side of that. With the social skills I�ve been part of the group so it�s been really good, 
and I�m a bit lost, do you want to repeat that? 
 

Interviewer: (as above) 

 
Response: One of the big points was the journal, I could write down exactly how I was 
feeling about the tasks, what I�ve learnt, what things I wish to learn further along. That 
was the best thing, sitting down by myself and reflecting on what I�ve achieved in the 
lesson and the tasks we had to do and I could write down on paper what I�ve actually 
achieved and the problems I�ve had with it. It was really good because I could come 
back to people and ask how can I perhaps do that, or think about myself, how can I fix 
those things up?  
 

Interviewer: What teaching and learning techniques employed in the Environmental 

Education course have you tried with your peers in other classes? 

 
Response: One of the big things that I enjoy is group work, and not being as though I�m 
teacher focused, so it�s really good that we�ve been put into different groups with 
different people that we don�t really know and we work it out ourselves, we�re not 
being facilitated by the expert in the field so we all become experts, we can learn and 
teach each other and that�s a really important focus for social skills and that�s one of the 
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biggest things I�ll be doing when I�m teaching in schools is getting the children to teach 
each other and learn from each. They�re not just empty vessels, they know a lot and 
they can learn from each other. So doing things like jig-saw type methods in class with 
a large group that we did at the beach the other day was really good. It was good that 
we all made decisions, we all went along with it, we all split up the beach into different 
areas, it was really good to see leadership come out and just really good team work. 
You also need the facilitator method up there, but it�s really good for the students to 
learn as well, you need a mixture of all those types of methods. 
 

Interviewer: Regarding the aims and objectives of environmental education, why has 

the experiential learning approach important been important then? 

 
Response: Because by using different methods we�ve learnt a whole lot, we�ve learnt 
about the environment, I guess it�s like a vehicle to teach these other skills like social 
skills. But changing from the traditional teaching strategy it�s allowed us to learn a 
whole lot more we�ve learnt the social skills which I think are really important and by 
learning off each other we�ve learnt a lot more than what just one person can teach us. 
The aim of it was to give us a different avenue to teach, than we know, by doing that, 
by facilitating and then letting them do their own learning it�s been really important. 
 

Interviewer: What changes are you gong to make to your own teaching and learning 

strategies as a teacher/facilitator of Envied.? 

 
Response: Well previously it would�ve been so easy just to write on the board or OHT 
and get the students to copy it down and boring stuff like that. I mean there is a lot of 
content in there, and that needs to come across, but by teaching it and getting them to 
learn it in a much more exciting way they I�m sure will pick it up a lot better and 
understand it. If they can experience as well as just seeing it on the board and then 
talking about it they�re going to get a much more in-depth and insightful learning to the 
content. 
 

Interviewer: What are some of your future goals or new directions that have emerged 

as a direct result of your participation in this course? 

 
Response: With all of my subjects, Env.ed., Health, P.E. and Maori, I�ve always been 
one to teach in many different styles so, but this has really opened up my eyes and 
showed me that it�s a really valuable tool to teach in any subject, any skills and content 
that exp. learning a great opportunity for students to learn in a different way. 
 

Interviewer: What are the key things that come out of the exp. learning style that you 

think are important? 
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Response: I think the most important thing is they�re learning to support each other, the 
social skills are really important to me. Exp. learning strategy is a really good way of 
that, they have to sort out their own little problems, they�ve got to be able to step back 
and take a look, they�ve got to take up leadership roles as well. Definitely the social 
skills is the most important factor. 
 

Interviewer: Why do you think learning and understanding those social skills is so 

important for environmental education? 

 
Response: I see the goal of our country, or the world, is to collectively look after our 
environment and not let it get any worse, but make it better. So I think if we can�t sort 
out these things together and discuss them together, and deal with them together, then 
it�s not going to happen. So we need to collectively look after our environment, and 
each other. 
 

Interviewer: What conditions would you like to change at College, in schools or the 

wider community, as a direct result of your participation in this course? 

 
Response: With being on teaching practise and seeing different teachers, I know that we 
as teachers we tend to get a bit lazy, and it�s a lot easier just to teach the content in the 
traditional fashion. But with exp. learning it�s such an important tool it�s a waste of 
time not using it, it�s really valuable for the students, it�s a lot of fun, and it�s just an 
excellent way to teach the content, so I think that even at College I think we get with 
certain topics we get content just driven at us and just lectured at us and it would be 
very beneficial for other students to be able to use exp. learning to be taught by the 
tutors here. It�s worked in this course so I don�t see why it can�t work in any other 
courses. It doesn�t have to be all the time, but as a mixture of all those learning and 
teaching strategies. With the env. Ed. we talked about policies of schools and different 
communities and groups. They�ve got policies about looking after the environment but 
then we picked up on some of those things that are happening at College or happening 
in some of those schools that weren�t actually practising what they�re preaching, so it�ll 
be really good if we made the plans and implemented them and made sure that they 
went ahead. 
 

Interviewer: So are you saying implementing the plans so that we could achieve what? 

 
Response: So we can look after our environment and just make it a lot better, but to 
start with we have to look after our school first, and then our community, then go from 
there. 
 

Interviewer: It comes back to what you were saying before about a social mix 

 
Response: Yeah definitely. 
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Finish
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Interview 7 

 
I�m (interview no.7) I�ve done exp. ed.  followed by env. ed. 
 

Interviewer: What are some of the key things that you have learnt from the env. ed. 

course? 

 
Response: That env.ed. is ?-disciplinary, so it can be incorporated in teaching in many 
different subjects and even in a whole school. That env. ed. is not very common in 
schools in New Zealand, although I�ve learnt that through personal experience, separate 
from the course. That there are a lot of resources out there if you know where to look 
and a lot of keen people who want to teach it.  
 

Interviewer: What importance has the exp. teaching and learning component of the 

course had on your own learning, and what have been the highlights for you as a pre-

service teacher? 

 
Response: The reflection on learning experiences during the experiences during the 
course, including doing readings on you own but also group activities, discussing points 
rather than saying this is what we think the key concepts are, let�s list them on the 
board, we�ve come back to them, reflected on them, applied them later on in the course.  
The application of the exp. technique to actually teaching it in the school, so for 
example a lot of the papers explained how it could be used in teaching say ecology, 
teaching environmental issues. Making it personal to the students, this is a  risks and 
rewards ownership of learning as common to both. 
 

Interviewer: You think that�s an important part of env.ed.? 

 
Response: I think it is yeah. I think if the student�s don�t feel that personal connection 
with what they�re actually studying or doing in env.ed. then it doesn�t become a real 
learning experience. They really take that on and go on to make changes in every day 
living, they don�t make that connection to their own personal lives becomes from env. 
studies unless they really ? having an experiential sort of experience. 
 

Interviewer: How does the exp.ed. approach meet the aims and objectives of env.ed.? 

 
Response: Much the same thing I guess. If the objective of env. education is to alter  
personal and societies use towards the environment and actions in the environment, 
then it involves a personal change they both involve a personal change.  
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Interviewer: What are some of the critical issues associated with using an exp. 

approach? 

 
Response: It requires the facilitator and the learners to have a certain relationship 
already, a fair amount of trust and responsibility involved which I think high school 
students aren�t used to having, so you might find it quite challenging and maybe 
confusing, threatening.  
 

Interviewer: How did you find it in the class that we had here in College, as a teacher 

in training? 

 
Response: I found it good, because I felt it did produce a good environment, and 
everyone seemed to listen to each others opinions and really value them. It was 
interesting to hear a few comments sometimes from people saying- oh why can�t we 
just talk about it. A few people would say- not another reflection session, another few 
questions to ponder on why can�t we just do an exercise and leave it. So there�s a bit of 
maybe boredom almost, by using the same method. But I didn�t find that, it only 
confirmed what I�d learnt in exp.ed. 
 

Interviewer: What are some of the values and beliefs that form you ideas and 

assumptions about exp. learning? 

 
Response: Maybe realising that it works for me as a person so I learn well through 
using exp. learning, but not everyone does. So I might be a bit blind to for example 
those people who made the comments -why can�t we just sit and talk about this? Or sit 
and copy notes or whatever. I didn�t want to do that. I think I like the idea of students 
taking responsibility for their own learning and not just unquestioningly accepting what 
the person up front says to them is the truth and they�re the only truths and you do as 
they say. But actually recognising that they�re not perfect, I like that idea, and that they 
do have something to say that�s worthwhile. What you say does influence what goes on, 
that even in a traditional teaching environment where the teacher is standing up there 
and talking and saying do this in the text book, in actual fact they probably are taking 
all the responses of the class into account but the class isn�t aware of it. But if you use 
an exp. approach that they do become aware of it. 
 

Interviewer: How has the exp. approach to learning impacted on your professional 

development as a teacher of env.ed. this year? 

 
It�s impacted in that I have attempted to devise lessons or learning activities which use 
exp. methods. I�m unsure whether they were truly exp. or how successful they�ve been. 
But I�ve tried to use that on teaching section on the last one I did.  
 

Interviewer: How did it go? 
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Response: I think it was successful. I think it produced more enthusiasm out of the 
students and they seemed more focused on the activities and I surveyed one class and 
one student said she hated the role play we�d done and the others all said it was the best 
thing. Those who answered the survey. So it worked for some but not for others, I think 
it�s given me more ideas for variety in teaching. It�s something I tendency to debate 
with other people, Ive been I think quite consciously trying to raise awareness about 
exp. learning for example in my science class saying you could do it this way, so trying 
to find an activity, for example writing a unit plan of exercises off someone else, and I 
said how about we do it like this, for this lesson, even though I didn�t get to teach that 
unit on section. 
 

Interviewer: What sort of response did you get from students? 

 
Response:Blank stares! Some enthusiasm. If you give it a name other than exp.learning 
such as this is a role play, or this is a role play debate, or this is an outdoor game, 
they�re more receptive maybe. 
 

Interviewer: The terminology puts them off? 

 
Response: I think so. 
 

Interviewer: What are some of the tasks that you�ve engaged in during this course that 

have helped or effected your learning and why were these important? 

 
Response: Reading the articles helped so long as I sat and wrote out the key points or 
mind mapped them or made some sort of diagram from them, if I just read them, or just 
talked about them it didn�t have ? effect, it tended to just go in and go straight again. 
The learning journal helped, it helped only if I used it every few days and just sort of 
dipped into it. Some days I stare at it and can�t think what to write, and other times it 
just gets going and I can write quite a bit. It�s good to set goals, we don�t usually get 
asked to that in other courses. Actually doing the exercises really helped, such as the 
beach exercise, Possum Picnic etc. Role plays. Especially going out and trying 
something that wasn�t perfect, like the Pond Community one, and then saying what 
needs to be improved, because you could just talk about what needs to be improved but 
being out there made it clearer. 
 

Interviewer: Are there any other times at College when you�ve been able to employ the 

teaching and learning techniques used in the exp.ed. and env.ed course with your peers 

in other classes? 

 
Response:I don�t think so. I tend to think of the micro teaching that we do in science 
and biology as experiential. But it�s not called such, especially in biology the very first 
assignment we had was to stand up teach a mini lesson you had to write a self reflection 
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on that, how you�d improve it and then you got feedback from both the class and the 
tutor, on that, so that was experiential. 
 

Interviewer: What changes are you going to make to your own teaching and learning 

strategies as a teacher or facilitator of env.ed. as a consequence of completing this 

course? 

 
Response: I think I�ll allow the students to come up with the ideas somewhat more in 
teaching. On my second section I was teaching a unit on the environment, although I 
didn�t get nearly as far through as I wanted to, I did one activity which I set up before I 
left where they had to do a project on an endangered species and I just gave them the 
criteria, what they had to do, what had to be on the poster, when it was due by, how to 
do it. Got them to brainstorm how to look for the information, how to find the 
resources, but I didn�t allow them to come up with ideas about what the project would 
involve. I think in the future I will probably do that, much more. Let them actually 
design the task, within certain parameters the school has on you- time and resources, 
but give them much more opportunity to.The other change would be to try and put an 
emphasis on reflecting on activities. And to try and really emphasise education for the 
environment rather than just about. 
 

Interviewer: What are some of your future goals or new directions that have emerged 

as a direct result of your participation in the env.ed. course? 

 
Response: The Australia section, is an obvious one. I also hope to try and find summer 
work involving env.ed. even if was on a volunteer basis. Goals to find more resources 
and information which I can source and have on hand if I get the chance to teach 
env.ed. There�s lots of them, actually. I want to try and formulate, figure out my own 
philosophy of env.ed.mine�s a bit like stretched out cotton wool, it needs to be making 
the links and have something coherent. Especially I feel when I feel you have to justify 
it to schools and Heads of Departments and the like. To be able to get to the point 
where I can explain to them why I think there needs to be some env.ed. and the benefits 
not just saying because we should it�s a moral obligation, but the reasoning behind it. 
 

Interviewer: Any comment on the sequence you did the courses in, you did exp. learning 

first then env.ed.? 

 
Response: I think that it helps in the env.ed. course to have done something on exp.ed 
first. Maybe not necessarily to do an entire course on it but to have an understanding of 
the process sort of inherent in exp. teaching and learning. Because it meant rather than 
just saying -we�re doing this and now we�re going to do this, in the env. course, -we�re 
doing this because, I felt that I knew why we were doing things. I don�t think without 
an understanding of what exp.ed. was I�d have known why. I think I�d still do them and 
I�d still benefit, but I�d maybe look at it a bit differently. Also because of the log was 
primarily trying to focus on how you were using exp.ed. in env.ed. I think otherwise I�d 
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probably just be thinking about env.ed. on its own, and not being very aware, not 
looking at that aspect of it. 
 

Interviewer: What conditions would you like to change at College in schools or the 

wider community as a direct result of your participation in this course? 

 
Response: I�d like to see College eventually allow someone to do Env.Ed. as their 
major teaching subject. I can�t see why Outdoor Ed. can be a major teaching subject 
and not Env.Ed. and I�d like schools to see that education in the environment and for 
the environment is important and worth monetary input. It doesn�t have to be a major 
part of the school curriculum, but it needs to be in there somewhere. It seems like the 
response I get when I talk to principals and HOD�s is-ah, expensive. And they stick to 
environmental studies. 
 

Interviewer: You made a distinction between env.studies and env.ed. can you just 

elaborate on that? 

 
Response: Env. studies is what the school I was teaching at when I did the environment 
unit, what was expected of me was to teach them a bit about the environment but I was 
told this was an unexciting unit that didn�t have many opportunities for practical work. 
Students find it a bit boring and have done a bit of this before, previously, so- 
goodluck! I just like to try to explain to schools that it�s an incredibly good unit and I 
couldn�t believe how many opportunities for different learning experiences have 
offered, just to get them to see that there is a lot more relevance and context in the 
teaching about the environment than they thought.  
 

Interviewer: So you think the way in which you teach env.ed. is important? 

 
Response: Yeah. I think you have to avoid the ? thing. We have to come out of 
environmental learning with some sort of sense of achievement, empowerment, or just 
the skills and knowledge to actually go and do something if they want to, not to just 
say- this is the environment, this is how we stuffed it up, it�s all going to fall apart, end 
of story.  
 

Interviewer: Do you think experiential learning will as a teaching and learning process, 

is effective in doing those things you�ve just mentioned? 

 
Response: I think it is, if it focuses on current issues and contexts which students can 
identify with are important to them, to make it personal. I think exp methods when 
teaching for example, about acid rain, they might be effective in raising awareness and 
a feeling about it, but it would be a lot more effective if it was something local, like 
pollution of a local river, you have to make it very real. So yes it can be very effective, 
but it maybe ineffective if applied to the wrong topic. 
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Interviewer: Any other comments you want to make the course? 

 
Response: No 
 
Finish
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Interview 8 

 
My name is (interview no.8) and I�ve done both experiential ed (in block 2) and 
environmental education.  
 

Interviewer: What are some of the key things that you have learnt from the 

environmental education course? 

 
Response: I Think one of the main things is learning how to bring in experiential ed., 
for instance the games and activities, some of the games that we�ve learnt to get 
students interested in the eco-system rather than giving it as written theory or books 
actually getting kids to do it actually experience it, the Possum game that we did. The 
other thing is learning ideas from other people like sharing ideas, what other people 
think. Looking at some of the resources, knowing where to find them, I knew where I 
could find a lot, but there were other areas where I could find resources to help with 
env.ed. 
 

Interviewer: What importance has the exp. teaching and learning component of the 

course had on your own learning, and what have been the highlights for you as a pre-

service teacher? 

 
Response: Definitely helped me see things in simplified terms, some of the modelling 
of eco-systems and games has simplified the environmental issues , I tend to explain 
things a bit to complexly like on section I explained the greenhouse effect using the 
board and a lot of the students couldn�t connect, but if I had found some activity where 
students actually got into and perhaps modelled the greenhouse effect through an 
activity based approach, they probably would have understood it a bit better. I think 
doing those things would help me as a teacher as well. And help the kids, I find a lot of 
kids prefer games and learn better from doing activities and games. 
 

Interviewer: Do you think exp. learning is just games and activities? 

 
Response: No, I guess it�s other aspects, they can learn from their own experience. 
What I got out of it was the degrees of student learning for instance getting students to 
take control of their own learning, and the teacher being more of a facilitator. 
Personally I actually prefer that approach, but sometimes it�s very hard to adopt that 
approach in schools. 
 

Interview: How does the exp.ed. approach meet the aims and objectives of env.ed.? 

 
Response: The activities based approach gets students thinking about the issues, gets 
them really into the issues, gets them really experiencing the issues, for instance the 
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Possum game, how DOC controls possums and all the issues relating to 1080, that gets 
students thinking, and perhaps getting them thinking they might to like to find out how 
to solve the problem, I think that�s how exp. ed. would help. Getting people thinking, 
and once they�re thinking, trying to find solutions. Getting students trying to understand 
the concepts a bit better and more simply, although you have to be careful you don�t get 
them too simple. 
 

Interviewer: What are some of the critical issues or problems associated with using the 

exp. learning? 

 
Response: Getting kids, a lot of students find taking hold of their own learning a bit 
frightening. A lot of students tend to like getting notes and not having to think very 
much. I�ve had this from experience with my section. I personally think that students 
should think more, and be in control of their own learning. Also the school system is set 
up so students are spoon fed are just given notes and not given control of their own 
learning perhaps because of time constraints it�s much easier to do that. And it�s very 
hard to try and change that I tried to change that and it�s very hard. Some students 
enjoyed it but a lot of students found it hard to seek solutions and participate in 
activities and try and problem solve. Most students find that very difficult because they 
weren�t trained or in the mode of doing it.  
 

Interviewer: Do you think students need those sorts of things for environmental issues? 

 
Response: Yes definitely. They need to think about the issues if they want to solve the 
problems they�ve got to be able to think about both sides of the argument, because in 
reality you�re going to have supporters of issues and people opposing issues, and to find 
solutions unfortunately sometimes environmentalists have to make compromises. 
Perhaps there�s a development going on and you�ve got your economists and your 
conservationists and you�ve got to make a compromise and try and minimise impacts 
on the environment, so you have to think about what�s going on. 
 

Interviewer: What values and beliefs form your ideas and assumptions about 

experiential learning? 

 
Response: I think it�s a personal thing. I�ve always been into doing things, doing 
activities, experiencing nature so I�ve taken it on board because I�m that way inclined. 
Going back to ownership of learning, I think kids should take responsibility for their 
actions and for their own learning. It�s definitely an activities based approach, well 
there�s different kinds of activities maybe some aren�t as physical like making models 
out of materials. It�s also based on experience, through doing things, you�re also calling 
upon your prior knowledge, and I do that with my learning, I call upon my prior 
knowledge and learn from experience as well. It also gives students control of their own 
learning as well. That helps them problem solve a bit better. And if I was to teach I�d 
very much prefer to be a facilitator and get students decide what they want to learn and 
how they want to learn because people learn a lot better if they enjoy what they�re 
learning  and doing, and have control. A lot of students don�t like sitting down and 
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being told you have to learn this. A lot of students are daunted by that, and it�s a good 
opportunity to make lessons more interesting as well, rather than going, what I�d call 
the conservative way, lots of theory, it�s a better way of learning.  
 

Interviewer: How has the exp. approach to learning impacted on your professional 

development as teacher of env. ed.? 

 
Response: Greatly, because I never thought of how to implement a lot of the exp. ed. 
type of things such as the activities and creating models. I wondered how you actually 
did it, apart from role play, how do you make it more interesting and not portray some 
issues as very daunting, some of the world problems can be a bit negative. But bring 
them into an activities based approach creates positivity in thinking and problem 
solving skills. So it�s taught me that bring in activities, use lots of resources. I tend to be 
very because I�m aware of a lot of the issues I tend to be a bit negative, but I realise to 
try and put a positive element to it so it�s not so daunting, and there is hope we can 
help, and just picking up ideas from the env. class from other people, and taking them 
on board it�s given me more skills. 
 

Interviewer: What were some of the tasks that you engaged in during the class that 

helped or effected your learning and why were these important? 

 
Response: Definitely all the activities that we were learning, like the Possum game, the 
food where we were the string I thought that was fantastic all the different coloured 
string. All the connections and issues to do with the marine reserves. So I�ve taken them 
on board and the one at the beach- I�ll take that on board. Maybe the activities, I like the 
photograph one it gets people into the environment. 
 

Interviewer: What teaching and learning techniques employed in the environmental ed. 

course have you tried with your peers here at College, or had a chance to have a go 

with? 

 
Response: I tried to bring in as many learning strategies as I can, I taught an 
environmental part of the biology curriculum, and I took them out on a field trip down 
to the harbour, and they collected water and drew it, so that was the experiential part of 
it. I got them to collect rubbish, and take it back and I got them to do a rubbish survey. I 
got students to look at posters of eco-systems and they had to answer questions of what 
environmental impacts could be happening like it may be the sea like water pollution. 
They worked in groups for that, so I try to bring in group activities, I used a 
visualisation one that students loved, trying to get them into the issues, I did it with 
music and they tried to visualise a nice clean ? travelling??. That was really good, a lot 
of students liked that that seemed to work. A lot of experimentation work testing water, 
we did that in groups. Some students liked that some didn�t, some didn�t like working 
in their groups. And some aspects of it probably got a bit technical for some. I gave 
students individual work, just doing activities, which wasn�t very experiential. A game I 
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gave them was looking at resources using dice, trying to manage fisheries and I had wee 
pictures using square fish. 
 

Interviewer: Did they enjoy that? 

 
Response: Some did, some didn�t you can�t cater for everyone, that�s why I try and 
bring in a variety, so that sometimes some people are catered, and other times other 
people who didn�t like that will be catered. But I feel like I could have brought in more 
exp. activities and theories. From hindsight I could have brought in more but I didn�t 
think about it.  
 

Interviewer: Do you think you might try and do that next section? 

 
Response: Yes I will definitely, it�s trying to remember all the things I�ve learnt. 
 

Interviewer: What changes are you going to make to your own teaching and learning 

strategies as a teacher/facilitator of environmental ed. as a consequence of completing 

this course? 

 
Response: Definitely bring in more activities and more games to help students 
understand the issues and the makeup of the environment, like the complexities of the 
eco-system through games and through modelling. Be more positive not too much of 
the doom and gloom approach, like environmentalists tend to scare monger bit to say 
hey we�ve got a problem we�ve got to do something about it now. There�s always a 
place for that but be a bit more positive. I think it�s good to talk about good things that 
have happened in terms of environmental, like ? and all that sort of thing. Definitely the 
activities I�d take on board. 
 

Interview: What are some of your future goals or new directions that have emerged as a 

direct result of your participation in the env.ed. course? 

 

Response: I personally the only thing I want to teach is env.ed.I think it�s very 
important to teach the future of the planet. I�ve really enjoyed the course, and I�m that 
way inclined anyway.  

 

Interviewer: What conditions would you like to change at College, in schools or in the 

wider community as a direct result of your participation in this course? 
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Response: Definitely get the College to be more environmentally friendly, for instance 
recycling, there�s a lot of wastage, I�d want to change that because one thing that I 
picked up, because I live that way anyway, environmentally, you�ve got to be a role 
model, you�ve got to live the life, do it, you�ve got to be environmental as much as you 
can. Now that means changing your lifestyle, then that�s what I�d do. The College 
definitely needs to change, there�s a lot of wastage, schools I�d implement some sort of 
recycling, I�d even implement organic farming, part of the horticultural course. Since 
we don�t have an environmental policy, like env. curriculum, I would try and 
implement it within the other curriculum�s like biology, science. I would get the 
community involved, perhaps set up a garden for the community to come and grow 
things, and help lower income people as well. If I get into teaching I would like to liaise 
with regional city councils to do with water testing, you know water body and look 
after that. Pick up rubbish, that sort of thing, get the community involved. I�d definitely 
think it�s important to liaise with community that�s why I definitely want to do. 
 

Interviewer: Do you think Env.ed. should be a critical part of the curriculum? 

 
Response: definitely, I think it should be a curriculum within its self and a compulsory 
subject, that�s not me being an environmentalist but I also think that it should be 
checked within ? as well because it�s fairly important, you�ve got to teach people how 
to look after the earth. 
 

Interviewer: Was it helpful completing the exp.ed. course in Block 2 before the env.ed. 

course? 

 
Response: Yes, because I picked up some concepts and doing some of the exp. based 
activities in env. ed. made me understand that better, the concepts, it made me 
understand how things work, after each activity you�ve got to have your reflective 
process, and that sort of thing as well. It just helped my understanding a bit better, the 
objectives of the activities and what you can achieve from these activities.  
 

Interviewer: What would you perceive to be the key processes of exp. learning? 

 
Response: Basically an activities based approach with students experiencing learning 
and even through prior knowledge, students taking control of their learning, taking 
responsibility, teachers letting go and being more of a facilitator, but it depends on how 
far you can facilitate depending on the objectives, the curriculum, time constraints. And 
making your lessons as interesting and innovative as possible, getting kids really 
interested. They have to be interesting, I think enjoyment is really important too. I think 
the activities based approach can really bring enjoyment into learning as well.  
 

Interviewer: You mentioned the word reflection before, why did you mention that? 

 
Response: I think that another group doing theses activities, or modelling through role 
play or models from materials, without having an objective or without explaining- what 
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have we done here, what does this mean, where can we go to from here. Definitely you 
have to talk about what�s been happening? 
 

Interviewer: Just going back to the question I asked earlier on then in terms of your 

basic assumptions and the things you just talked about in terms of experiential learning, 

why are those teaching and learning processes important for env.ed.? 

 
Response: I think the activities based approach gets students thinking, gets them into 
problem solving skills. I think in environmental ed. you definitely need problem solving 
skills to help solve issues and implement those solutions. Part of the objective is to 
come up with solutions and do something about it. Implementing solutions through 
doing activities and getting kids thinking and getting kids into the environment and 
getting them enjoying it, so that they feel they�re an important part of the environment. 
That the environment is important. So that should help them want to look after the 
world a bit better. Bringing enjoyment into it, being positive in out look that there is a 
future. 
 

Interviewer: We�ll continue this interview once you�ve had your section in Australia. 

 
Finish
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Interview 9 

 
I�m interview no.9 and I�ve just finished env.ed  and exp. ed. 
 

Interviewer: What are some of the key things that you have learnt from the env.ed. 

course? 

 
Response: I�ve learnt that as teachers we need to be aware of what�s going on and I�ve 
learnt that through the course and also how to put the 5 aspects into teaching the subject 
or coming across, that�s awareness, knowledge, participation, attitude, skill. 
 

Interviewer: What impact has the experiential teaching and learning component of the 

course had on your own learning? 

 
Response: I suppose it�s given me a greater awareness and I suppose it�s also made me 
want to do a bit more in a sense of being part of the environment as such, in my major 
subject area, I suppose I�ve got a bit excited about it, in the sense of recycling and how 
we can use different products, how we can actually use the materials involved. It�s also 
a good way of making the kids aware as well of the environment and how they can be 
involved in the community at large. 
 

Interviewer: What specifically has the impact of the experiential learning component 

had? 

 
Response: It�s made me want to experiment more with some of the lessons I�ve come 
up with. Knowing that it doesn�t really matter about the outcome, because it�s an 
experiment in itself and whether it�s a good or bad outcome you�re going to be learning 
something from it. 
 

Interviewer: What have been the highlights for you as a pre-service teacher? 

 
Response: I suppose coming up with different ways of applying it to my subject area, 
and actually being able to have the chance of doing it infront of the class and having the 
feedback on how it went and looking at how to further improve on how I go about it. 
 

Interviewer: To what extent does the exp.ed. approach that we�ve used in the course 

meet the aims and objectives of env.ed.? 

 
Response: I suppose they�re on a similar wavelength in a sense, you first had to have 
had an awareness of both and then but it�s something that we�ve all done in our 
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teaching so far it�s like bringing out some points mainly on what you�ve done prior and 
saying- oh that was experimental.  
 

Interviewer: Try and see if you can make a connection between the aims and objectives 

in env. ed. what�s env. ed. trying to achieve, and what�s the connection with exp. 

learning- why is that, is there any correlation or connection between the two? 

 
Response: Using prior knowledge was one of the things, through awareness having 
prior knowledge, bringing prior knowledge out in the children and going through the 
activities experientially can further that knowledge and an awareness. And the skills 
that come out from the experiments that you do, help with improving say doing a 
recycling programme for the school it will be an experiment but it�s something that 
you�ve learnt from one through another to come out with the final product.  
 

Interviewer: What then are some of the critical issues or problems associated with 

using an exp. approach? 

 
Response: The only problem I could see but I don�t I mean if you have a negative 
outcome it might make you feel less wanting to take the next step of being more 
experimental in your next lesson. I think if you had an associate or tutor who wasn�t too 
helpful in the sense that you wanted to be experiential in some of your lesson plans it 
would also degrade your feelings or you�d lose your confidence in that area.  
 

Interviewer: What values and beliefs form your ideas and assumptions about exp. 

learning? 

 
Response: I�m looking for it for a positive aspect or which could be values saying - hey 
I�ll give it a go and if it doesn�t work out I�m going to be learning something from it, 
and I suppose the value of it is I�m going to be learning something from it, and I 
suppose the value of it is they just give it a go, I mean you�re not going to learn 
anything if you don�t. Progress your ideas onto say if it failed you�d be able to 
accomplish it next time, how to look at it from a different angle. 
 

Interviewer: Experiential learning though it involves a process so what forms your 

ideas and assumptions about that? 

 
Response: Exp. learning it�s having a go experimentally, I suppose that�s how I look at 
it, how I form my ideas from it. From doing one and moving on to the next and 
debriefing yourself each time you do it. ? better outcome. 
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Interviewer: How has the exp. approach to learning impacted on your professional 

development as a teacher of env.ed.? 

 
Response: It�s made me want to attack my lessons with probably more confidence in 
knowing that it�s not only going to be a good learning experience for me, it is for the 
kids as well.  
 

Interviewer: So you think that it�s given you more confidence as a teacher? 

 
Response: Yeah definitely. 
 

Interviewer: Why has it given you more confidence? 

 
Response: Because the outcomes are not so, it�s not a problem, you say- if I don�t give 
it a go, if I do give it a go I�m not really losing anything, but I�ll do it anyway and be 
able to move on from there.  
 

Interviewer: What were some of the tasks that you engaged in during the course that 

helped or effected your learning and why were these important? 

 
Response: I suppose more the readings that you gave us, you had to read them to be 
able to be aware of what you were going to come up with in the next lesson, and if you 
didn�t read it you were a bit lost, because it basically explained itself fairly clearly. And 
being involved in the activities and from the feedback we�ve given you as a group 
we�ve been able to see a different way of experimenting with different topics and also 
mainly being able to visualise how we want to process that through our major subjects. 
 

Interviewer: What teaching and learning techniques employed in the env.ed. course 

have you tried with your peers in other classes? 

 
Response: I did a recycling one recently with the Professional Studies group and just 
wanted to see how peoples awareness of the of what to recycle was about. And write up 
the economic, social, political aspects of, and it made them more aware of what was 
going on so it was able to, just more awareness and how to make use of their recycling 
bins I suppose.  
 

Interviewer: Was there any other responses from them? 

 
Response: They were glad we did it because it gave them greater awareness of what 
was going on, the simple skills of making sure your bottles were properly disposed of in 
the right way, made people want to recycle more because they were aware of the ending 
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process, it�s something that we as part of the environment need to more of. That�s what 
they came up with. 
 

Interviewer: What changes are you going to make to your own teaching and learning 

strategies as a teacher and facilitator of env.ed. as a consequence of completing this 

course? 

 
Response: I think I�d, based in ABL Adventure Based Learning, it�s something I�ve 
worked a little bit in as in group work and I�d like to put in more, better form of 
questioning in getting, and also getting a better feedback as well so having a debrief at 
the end of whatever I�ve been teaching, so that that would give me a better outlook on 
how my experimental, experiential teaching is going from the kids as well as from my 
peers. 
 

Interviewer: You mentioned the word debriefing there, can you just elaborate a little 

more on that? 

 
Response: Without people telling you you�re a good and bad, we�ve just been doing the 
John Herring thing in the class recently, and without being able to hear what the bad 
things were, as is about being the negative aspect, you�re not able to try things different, 
be more experiential. Whether if all the kids were saying- that was great, and all that it 
doesn�t give you too much to build on, or if you don�t get any de-briefing at all you 
don�t really know the outcomes until the end of the lesson. So the final outcomes are 
what you will say at the end of the day- yes I did well, or yes, I didn�t do good and I 
need to work on it so debriefing is a big, it�s just saying what have you learnt today, 
what different things have you learnt today, and where to go from here with what 
you�ve learnt. 

 

Interviewer: Why is that important? 

 
Response: I suppose if your growing on what your teaching subject is it�ll give them a 
better idea on how to, through group work, and through talking as a group, kids will be 
able to individually be aware that what they have to say has some meaning or some 
better outcome. They�ll feel more positive in taking the next step in saying -hey I have 
got something to say and he�s willing to listen and the kids have the bonus of saying- 
that was a cool group I was working with, they did listen to what I was saying. So 
they�re more aware of what each person has to say is important one way or another, 
everyone has good ideas.  
 

Interviewer: Why then is that a critical issue for environmental education? 
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Response: For instance, if a kid has a drink and disposing of a bottle for instance, he�s 
had the awareness to say - hey look this is recyclable, or if he�s been taught on the use 
of trash cans or using recycling bin they can say- hey I need to do something about that, 
I need to be aware of the environment, keep New Zealand clean sort of thing. And it 
helps, he can take what he�s learnt home and say- hey mum, dad I�ve learnt this, what 
do you reckon about doing this about it.  
 

Interviewer: What are some of your future goals or new directions that have emerged 

as a direct result of your participation in the env.ed. course? 

 
Response: Being that I�m not a first year teacher yet, I suppose I�d have to look at the 
curriculum and see how I can adapt what I�ve learnt through environmental education 
and putting that into my curriculum. As far as learning outcomes is concerned, I think 
that experiential is a big input to the learning outcomes of the students as well as me. 
 

Interviewer: What conditions would you like to see changed at College, in schools or 

the wider community as a direct result of your participation in this course? 

 
Response: I think I�ve got one track minded on recycling since I�ve been here, there is 
no recycling programme at College and yet they seem to put a big emphasis on it in a 
sense that if you were part of the environment, and whereas teachers need to be aware 
of what�s going on, why don�t we do something about it. It�s a shame that hasn�t got up 
and going. I agree with that both subjects are relevant to, I think everyone needs to go 
through the course because it�s definitely something that can be used in every 
curriculum area from what we�ve seen with the different types of peoples majors. 
 

Interviewer: Why do you think everyone should do it? 

 
Response: Because it creates an outer awareness that you may, that you don�t have. It 
gives you better awareness, in a sense that it�s not hard to contribute, it�s part of 
experiential learning, it might help people who are not so confident in their teaching to 
think more along the lines of - hey let�s just give it a go and see what happens. In an 
environmental sense it really makes teachers more aware of how they not only 
contribute to the environment in school but at home as well.  
 
Finish
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Interview 10 

 
I did experiential education and environmental education concurrently in this block (3). 
 

Interviewer: Try and identify some of the key things you�ve learnt in the env.ed. course. 

 
Response: Env. ed. is more than just environmental awareness, the things I seem to 
remember are the need to increase student awareness, build on their knowledge, and not 
(?) process and meaning. It�s some kind of investment, to effect their values, ideas of 
the socio-political things in layman�s terms I think the decision making process or the 
powers and the policy makers, then also the skills, the development of the person while 
they�re going through the env.ed. Learnt about the process of the env ed. that 
environment in, that I suppose the experience in it, about it, again, I suppose that�s just 
emphasising the first thing really, about it, so that�s understanding the systems, the 
collectiveness, for it or with it so how we action, what are we going to do about it, so 
it�s a complete package really. So I�ve a much better understanding of what env. ed. 
involves and also than relating that to the curriculum, how the at the moments it�s 
cross-curricular and I get the feeling, it can be, I don�t know how it�s incorporated at the 
moment, but it�s potential to be brought across into many subjects, and especially 
health. 
 

Interviewer: What impact has the experiential teaching and learning component of the 

course had on your own learning, and what have been the key issues for you as a pre-

service teacher? 

 
Response: I think quite a dramatic impact because I mean it�s the, I didn�t really know 
what exp. was so my understanding of it has evolved. But when I see it with all the 
preparation and planning put into it I see great possibility of the essential skills. It�s 
almost as if it�s a double shot at learning, you get the learning of whatever you�re doing 
the task about, so that might be whatever, env. ed., but also with that once facilitate and 
debriefed is all these skills that come out. So for me in my experience has been the 
facilitate, the communication skills, your listening skills, the group work that�s going on 
whilst the exp. process is going on. Which I think personally is where my relation with 
health comes in, I think there�s a lot of later learning and opportunity for learning. The 
key issues  for me is providing them properly not just doing activities that are maybe 
address the issue but don�t follow up properly, but I�d be very concerned about, I�d 
want to do it right, and make sure all the learning that is there is discussed, the students 
appreciate the amount of skills they are using when they�re going for an exp. package. 
For me as a teacher is being able to meet those needs to be able to make them aware of 
what actually big tasks they�re doing and what skills they�re doing along the way. So 
that for me would take a lot of planning. But on the positive side of that for teaching 
health and env.ed. experientially in terms of the skills you develop, those essential skills 
it�s, I can�t think as far as env. ed. you can�t teach these sorts of issues, I�ve got a big 
thing with getting connected, getting part of it, making that emotional connection, 
without experiential, although that�s a word that covers a scope of things, but that 
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means for me a process where students can get involved in what they�re doing, and 
that�s the crux of it. 

Interviewer: To what extent does the exp. education approach meet the aims and 

objectives of env.ed.? 

 
Response: The aims of env.ed. for me are, or of my understanding are to develop skills 
it�s got to be critically challenge the student, we don�t want to tell them what they�ve 
got to do, ideally what we�re aiming for is for them to critically challenge what�s 
happening and come up with their own view so that is a process of challenging their 
own awareness, and giving them skills to understand the systems and then maybe affect 
the systems. So that�s what we�re aiming to do. So Exp.ed. with it�s natural process 
which does, takes you through, like problem solving, that action on reflection, that 
process of having an experience, having a reflection on that, having a challenge on it, 
weighing up the pro�s and cons the voices of all the people in the group, then moving 
away with an understanding to which then you go away with a continuum, and if you 
can with a teacher link on to that and build. So in that sense the two are very well 
suited. The other part is obviously understanding the emotional investment, just the 
connection process, if for me the goals of env.ed. take the values thing, then you need 
something that�s actually going to affect the person. I don�t think stand up teaching is 
really going to effect, impact on somones deep down values unless they�re actually 
involved in it.  
 

Interviewer: What then are some of the critical issues or problems associated with 

using the exp. learning approach? 

 
Response: Quite a big question eh? In terms of school, as beginning teachers fitting it 
into the school system not geared not suited for teachers who are what could be seen as 
giving the access of the classroom to the students, and justifying doing that as a process. 
And then following on from that assessing the impact you�ve actually had. I mean 
assessing it�s effectiveness, there are ways to do that like self assessment, and peer 
assessment. But I think it doesn�t fit into the mould of what we have already, so it don�t 
fit into the mould of what�s acceptable, and it doesn�t fit into the mould of assessable so 
that would be my first. And then the need for, if you were doing an exp. thing in 
schools, for proper planning and preparation, I mean it�s not just action, that�s the one 
thing I�m thinking of more and more, it�s not just kids doing things, there�s a definite 
structure, there�s a sequential thing which has got to be put in place, it�s dependent on a 
lot of variables so there�s a need for care, so it needs to be done properly. 
 

Interviewer: What values and beliefs for your ideas and assumptions about experiential 

learning? 

 
Response: I think to start off with the fact that people don�t learn, from my, kids don�t 
take in information unless it�s relevant to you. My schooling�s a blur, nothing seems to 
have happened, I wasn�t engaged let alone challenged and I wasn�t interested in being 
engaged. So that�s the way it is. From my point of view, I�m only speculating, but an 
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exp. approach, an approach a hands on approach an approach where I�d of been 
challenged, stimulated, made to think about something that affected me, would of 
engaged me and I think would of got me an inner motivation to want to learn. So that�s 
my experience of growing up in education systems which is critical of the way the 
system works at the moment. 

Interviewer: How has the exp. education approach to learning impacted on your 

professional development as a teacher of env.eduacation? 

 
Response: Hugely I think. And Cautiously. I can see how it can be done, I have a plan 
in mind of how a deep plan of using the exp. model to teach env. ed. because I think it�s 
the only way I would ever have any chance of stimulating or getting students to 
challenge their values with regard to the environment. I can�t actually think I haven�t 
sat down and thought about it, of how any other process would challenge students 
beliefs, would engage them, would get them thinking. Before you could try and teach 
them something, or get them to think about something you need have opened them up, 
in a friendly way. For me I hadn�t studied env.ed. or taught env.ed it�s a way that has 
been presented, I have seen the effect, I understand the process, the aims of env.ed. and 
the aims of exp.ed. when they�re down on paper and having experienced them when 
I�ve reflected on them they�re similar, they bounce off one another, they are very 
compatible. Exp. ed. goes through a process which is sort of echoes and speaks of the 
kinds of things you�re trying to do in environmental ed. 
 

Interviewer: What were some of the tasks that you engaged in during the course that 

helped or effected your learning, and why were these important? 

 
Response: A few activities where you were involved, when you�re learning about an 
eco-system and you�re running around being a part of in. In terms of effecting, the 
important process was appreciating the reflection upon the activities, appreciating your 
role in it, your connectedness. The facilitation skills, you�ll have to forgive me if I get 
the two courses overlapped. Learning about the processes, learning the reflection stage 
the importance of the reflection, of the opening of the planning of the activity to the 
students, how you can involve them in the modification. All the little things that happen 
which are quite hard to just pluck out. No experience, as long as it was safe, was a bad 
experience, because there was always learning to be had from it. Even as a teacher, if 
you plan didn�t go the way you wanted it, through feedback and reflection there was 
implications which could be bounced off to (?), your knowledge was changed, your 
appreciation of your values, so all experience was good experience basically. 
 

Interviewer: What teaching and learning techniques employed in the env ed. course 

have you tried with your peers in other classes? 

 
Response: I think a little bit different in the sense that teaching health where we are 
taught and I am keen on an holistic model which is actively involving the students 
which would be not to dissimilar from an experiential model of education. So env.ed. 
has influenced that if any just to reinforce it, but already the things that I have done with 
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my peers in terms of Professional studies or work where we�re just doing a task with 
mixed curricular people or mixed curricular teachers. But I have done activities, we 
have done either presenting your thoughts on a continuum and getting them to reflect on 
them, so it�s for me I don�t know if it�s the norm, but because of the subject of health 
because of my own views towards education I value exp. ed. as I mean I wonder if I do 
too much. In answer to the question, at the moment I�m critically challenging any 
presentation I�m giving or teaching. Part of the process, all of my lesson plans, or my 
aim is to at some stage challenge their awareness. So it�s hard to define because 
experiential is hard to define. At what point an active group work process which has a 
stage of reflection becomes experiential, or is group work, I don�t know. 
 

Interviewer: What changes are you going to make to your own teaching and learning 

strategies as a teacher and facilitator of environmental education as a consequence of 

completing this course? 

 
Response: There is no doubt in my mind when the time comes to prepare the work in 
terms of env.ed. there is definitely going to be, I mean be it preparation in terms of 
introducing it first of straight into action and actually doing an activity with kids which 
then opened up the forum to explore what we�re going to do in env.ed.. It will definitely 
be the centre of it. My aim will be in terms of env.ed one of my personal goals will be 
to actually relate it back to their values and head straight into the environmental issues 
of separating themselves from the world. That for me is the core of env.ed. so when I 
start teaching it I have got to find a process that is going to actually achieve that, is 
going to get students to actually challenge their own thoughts, and exp. is as far as I�ve 
seen is a process that will work, it has to be done carefully, it would do that, it would 
achieve those aims in env.ed. 
 

Interviewer: What then are some of your future goals or new directions that have 

emerged as a direct result of your participation in the env.ed. course? 

 
Response: I think a goal would be to expand my concept and the students concept of 
health to incorporate the environment so it wasn�t something separate that they thought 
and reflected about while in the environment. To basically affect their core values with 
regard to the environment so they could then using the model of understanding how 
behaviours are affected by your attitudes which are affected by your beliefs and values. 
So working back by affecting the central core, I would hope that environmental issues, 
and then it would all stem from that. I�d like to link it into Outdoor Ed. courses which 
can be focused on more activity based or personal development and relate into that the 
role of the environment. I would like as a goal to be to have a learning journal for 
Health, lets say that runs throughout the year, or termly, and then to make env.ed. run 
into Health and Outdoor ed. not as a separate thing, have a concept introduced into 
Health about the environment which is then experienced on your Outdoor Ed. course, 
and reflected upon. So it became a core issue from start to finish, so then as a teacher 
certainly as a teacher going into a possibility of a school which didn�t have an env.ed. 
policy, certainly another goal would be to know there would be no point teaching like 
that if it wasn�t actually shown and done in the school, so it would be to actively 
encourage and go about over time getting ways which the school, and here we go 
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straight into the experiential thing, I mean not only the school organisation, but the kids 
got involved, which part of their classes all fed into developing an environmentally 
aware, sensitive conscious school. Which would take time. 
 

Interviewer: What conditions would you like to change at College, in schools, or the 

wider community, as a direct result of your participation in this course? 

 
Response: I think total radical reorganisation of what�s important in terms of number 
one education, in terms of what we�re trying to do as teachers, but that�s a bit big. 
Realistically would be to assess the importance of env.ed. not to assess, to make it more 
of a why we have to wait for the doom and gloom approach to get so loud then we 
listen. It would be good to be a bit more pro-active. You can�t help but have your own 
values and behaviours come under your own reflection, and then if you take that on 
board then you find yourself going home and effecting things there. As a teaching 
college certainly the College should be modelling the things we�re trying to be aware 
of. I�m actually on about pulling the environmental issues and making them more 
important and I suppose we make them more important by making people more aware 
of the environment around them and the issues to do with env.ed. so it�s not just a small 
block in OE2 and the students get challenged in their little circles. It would be good if 
maybe in schools I can see there would be room to use and embrace the bi-cultural 
stuff, from my small understanding of the maori beliefs because the seem to involve a 
much more connected view of and with nature. And given that New Zealand is bi-
cultural and its schools must have a bi-cultural nature, there�s work to be done there, in 
terms of embracing that. My final comment would be, in schools let�s get the priorities 
right in Health and what total Health is and what knowing that health is not only 
healthy us and healthy world, that would mean a strong programme not because of it�s 
required but a shift in priorities in terms of what students should be aware of what they 
should be thinking about what do they need to know in terms of becoming balanced 
valuable and healthy people. 
 
Finish
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Interview 11 

 
I am Interview no.11 and I have done an experiential education course and an 
environmental ed. course, both at the same time. 
 

Interviewer: What are some of the key things you�ve learnt from the environmental ed. 

course? 

 
Response: I�ve learnt that firstly when teaching environmental education it�s important 
that you have to teach not only about the environment but also the connection with and 
for the environment. And that you can use exp.ed. very well with env.ed, use it not only 
in the outdoors, but having students have hands-on experience using the environment as 
a source.  
 

Interviewer: What impact has the experiential teaching and learning component of the 

course had on your own learning? 

 
Response:  A great deal, I mean I came through a system where it was all very much 
teacher directed and I think for my own education that perhaps wasn�t the right way. So 
I�ve certainly discovered for myself a lot, an alternative way of approaching my 
teaching style. I certainly want to work with it a lot more and discover it a lot more and 
certainly try my best to incorporate it into my classroom. I know it�s going to be really 
hard initially, but I�m going to give it my best shot and really try and work with it. 
 

Interviewer: o what have been some of the key issues for you as a pre service teacher in 

terms of the exp. learning component? 

 
Response: Just the difficulty I think of trying to implement it into a system that is so 
traditional in its thoughts that just how hard it�s going to be for me to actually 
incorporate it into my class. I think that�s probably the major issue. 
 

Interviewer: To what extent the exp.ed. approach meet the aims and objectives of 

env.ed.? 

 
Response: Very well as I�ve mentioned already the importance of having students 
outside in the environment the connection that with our env.ed. tried to make, a 
connection of the person with the environment and I think that can be done so well with 
the use of exp.ed. students take on that responsibility and hopefully through their doing 
and their actions they can feel that connection with nature and the outdoors. 
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Interviewer:Specifically looking at some of the objectives of env.ed. how do you think 

experiential learning will achieve those, if at all? 

 
Response: I�m just thinking. 
 

Interviewer: We�ll come back to that one. What are some of the critical issues or 

problems associated with using the exp.ed. approach? 

Response: Just the facilitation of it. I think for it to work you need to be very skilled in 

that area. The whole process or experience has to have meaning for the students and if 

you don�t facilitate it that well, guide it, then obviously the whole learning process isn�t 

going to happen, so the whole point of isn�t going to be as good as it could be. 

 

Interviewer: What values and beliefs form your ideas and assumptions about exp. 

learning? 

 
Response: My values and beliefs to experience something in the learning process rather 
than just sitting there having it put out in front of you, at least with exp.ed. you�re 
applying your knowledge and you�re taking responsibility for yourself. I think that�s 
something that�s important to be able to apply it to other situations rather than just sit 
there and have it all spoken to you, it doesn�t mean that you�ve learnt it. Whereas if 
you�ve actually thought of it or doing it yourself, your taking responsibility for your 
actions. I think that�s important with our env.ed. as well, is that if you�ve taken 
responsibility for your actions that�s where the change is hopefully going to come 
about. 
 

Interviewer: How has the exp. approach to learning impacted upon your professional 

development as a teacher of env.ed.? 

 
Response: It�s had a major impact because I think it�s the way that I will be teaching 
env.ed. So it�s really made me search and query my way of teaching and how I will 
approach environmental. 
 

Interviewer: What were some of the tasks that you engaged in during the course that 

helped or effected your learning and why were these important? 

 
Response: The beach activity would be at the top, also the Bats and the Moths, I hope 
I�m not mixing courses up. With the sand models, obviously if you�ve got a map and 
it�s right there in front of you, to be able to know you can look at a map and go and 
transform it into something else. It shows a fuller understanding that you have really got 
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a hold of the concept. So it sort of completes the learning I guess. With the moths and 
bats, by actually being a bat or a moth you�re really associating with the food chain or 
whatever, you�re a part of it, you know how it feels, and what happens to you. So it�s 
that connectedness I guess that�s important. 
 

Interviewer: You say it�s important, why do you think it�s important? 

 
Response: Just because it�s completed my learning, I realise I can. If I was to write it 
down in a book, sure I might of written it down, but it doesn�t mean you�ve understood 
it. But if you�re actually doing it, I think the process in your mind goes a bit deeper. 
 

Interviewer: What teaching and learning techniques employed in the env.ed. course 

have you tried with your peers in other classes? 

 
Response: No, I don�t think I have. I certainly used the activities on section in my class 
teaching. I did the sand models, they were fantastic. I actually brought all the sand into 
the classroom, rather than take them outside, for time purposes. The class went really 
well, the students from my feedback certainly that was at the top of their list as well the 
activity they enjoyed most. 
 

Interviewer: Why do you think they enjoyed it, the things that they identified? 

 
Response: Because they could see a product, that they had made something, been 
responsible for actually creating something, I mean if I compare that to actually 
standing up in front of the class and told them all about the contour lines and the 
different symbols. But by actually creating and being a part of the learning process as 
well. 
 

Interviewer: Were there any down sides to it at all, were there any people that weren�t 

happy? 

 
Response: No I didn�t see anyone in the class. The downside from the teachers point of 
view though was I was very fortunate that one group had achieved the correct map that 
I had given so I could then use that as the correct model to explain to the rest of the 
class. But I was a bit worried about those that hadn�t built the correct model, they were 
a bit unsure what they were doing. And just in terms of the logistics, getting all the sand 
and the preparation was a lot of work. 
 

Interviewer: You mentioned that some didn�t do the right model, once they�d had a go 

and they realised they hadn�t done the right thing, were they, did they understand how 

to do it properly, were they aware of how to do it properly? 
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Response: Due to time as it always is, I was unable to complete the process, in that I 
couldn�t take them back to re-do the models so I just hope that they took on board from 
the models that they did see that hopefully that they did. In other circumstances 
certainly I�d take them back a step and make them re-do it. 
 

Interviewer: Let�s go back to that earlier question, to what extent does the exp.ed. 

approach meet the aims and objectives of env.ed.? 

 
Response: With our env.ed. trying to teach not only about, but with and through the 
environment, so I think that exp. is the way to go because with exp. you�ve got the 
opportunity, like it�s a hands-on approach so it�s a direct approach, students are out 
there, there is self responsibility, and I think that�s what environmental is all about, is 
students connecting, it�s an emotional thing, connecting with the outside environment 
taking on responsibility for what�s actually happening out there, it�s all about our values 
and our belief system, and exp. ed. takes that on board. They are becoming responsible 
for their actions and so the two connect so well. That�s what it�s all about. 
 

Interviewer: What changes would you like to make to your own teaching and learning 

strategies as a teacher, facilitator of env.ed. as a consequence of completing this 

course? 

 
Response: Really have an input from my students, really work our or consult, I don�t 
know if that�s the word I want to use, but have them have their input in the decision 
making as to what they want to achieve, why they are there, what they want to learn. So 
really hope to have them, I would model myself on the fox-fire approach whereby they 
have some decision making in the objectives and the aims for the course. 
 

Interviewer: In terms of the future, what are some future goals or new directions that 

have emerged as a direct result of your participation in the env.ed. course? 

 
Response: It�s really made me, for my own self discovery really I�ve found myself 
getting Joseph Connell�s book out and doing a lot of further reading and that�s a future 
goal to become aware of what is out there and further reading. Obviously with going to 
Australia the env.centre I really hope to be able to pick up a lot of new  ideas and 
teaching approaches, well not approaches but new resources to try and to implement 
them into my classes. And just ways of trying to bring it into the education system too, 
hopefully I should think in the near future that there should be doors opening for that 
and futuristically I shall be looking for that. 
 

Interviewer: What conditions would you like to change in College, in schools or in the 

wider community as a direct result of your participation in this course? 
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Response: There�s lots of little projects that you could start up within the school 
community I think is a good starting point. Making students aware of possibilities of the 
recycling processes and so I think that�s where I�m going to start, in the school 
community. Env. awareness, or maybe env. groups within the school system and I�m 
hoping from there that it will continue further out into the community. But also in the 
school system empowering or bringing in the community within the schools system as 
well, and perhaps educating them as well. 
 
Finish
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Interview 12 

 
My name is Interview 12 and I�m in the Environmental Education Course. 
 

Interviewer: What are some of the key things that you have learnt from the env.ed. 

course? 

 
Response: You just can�t teach students that there is wrong stuff happening in the 
environment you have to, awareness is not enough, you have to make them change their 
values and that sort of stuff, so that they can actually act on their awareness.  
 

Interviewer: What impact has the exp. teaching and learning component of the course 

had on your own learning? 

 
Response: I don�t think it�s had much impact on my own learning, but I can see where 
it can be useful in the classroom activities. I can see what we did, we just went through 
different activities that involved exp. learning and I didn�t actually get anything out of 
that myself I just saw that it�s a good method to teach children.  
 

Interviewer: What have been the key issues for you as a pre-service teacher then in 

terms of you seeing that process? 

 
Response: Learning to experience you have, it�s better than just someone up the front 
just rambling on. If you get the motor and senses going you learn through that way as 
well. It�s just totally different you�re just absorbing stuff you just do it, which is good. 
 

Interviewer: Just following up, you mentioned that the exp. approach didn�t have any 

impact on you as a learner, yet you said you could see how you could use it with 

students, can you just clarify that for me? 

 
Response: I saw this course as one that just presented the actual exp. learning and we 
did actually participate in it, but I sort of, the actual activities that we did in it we didn�t 
learn much from it but the actual exp. learning part of the activity and the actual doing 
it, I sort of learnt from that. 

 

Interviewer: To what extent does the experiential ed. approach help meet the aims and 

objectives of env. ed.? 
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Response: It can help in changing values, like that beach project thing we did, everyone 
got in behind that. It also can provide knowledge, just how we did the traffic levels. 
And awareness as well, with the drift net cruising through the traffic level and wiping 
out a whole lot of different traffic levels.  
 

Interviewer: What are some of the critical issues or problems then associated with 

using an exp.ed. approach? 

 
Response: Maybe to start off with some of the kids may not be totally in to it, they may 
be a bit hesitant to get out there and do it. That may be a problem. In some cases the 
instructions have to be really clear, because if they�re not clear some kids could be left 
wondering what�s going on. If you do actually make up an exp. project or something 
like that you may want to take into account the cultural aspects of some children. They 
may think this is cool for the western world but it may have some people from Asia 
who may not necessarily agree with the message of exp. projects that we�re doing. 
 

Interviewer: What values and beliefs form your ideas and assumptions about exp. 

learning? 

 
Response: It�s quite a hard question. I teach science, and what I like to do is try to get 
the kids to try and do as much hands-on activity as they can, that can be seen as 
experiential learning. And I�d like to push that because it�s quite hard to teach concepts 
that are quite abstract without actually getting in there. So I quite like the idea of 
experiential learning, I�ll probably, most of my classes will involve exp. learning. 
 

Interviewer: How has the exp. approach to learning impacted on your professional 

development as a teacher of env ed.? 

 
Response: I think I want to do a lot more role plays as a teacher, I haven�t actually had a 
chance, because that�s a part of exp. learning, role plays rather than just experiments. I 
just want to just get in there. I have some quite good ideas actually that I want to, like 
some transformation role plays, and all that sort of stuff. It just makes me want to get 
out there and do it, because it is fun. 
 

Interviewer: Because it�s fun, you think that�s important? 

 
Response: Yeah, oh yeah you�ve got to have fun when you�re learning. I don�t think 
anyone walks into a classroom and when they don�t have fun it�s just a chore, and no 
one likes it. Whereas when it�s fun they can get on with it and people like doing things 
that they enjoy. 
 

Interviewer: You think that�s important for environmental education? 
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Response: Yeah I do actually, no point in, like before, I think it was the first lesson you 
taught us, you read out this article and it was just this doom and gloom approach, like 
there was no hope, so why bother if there�s no hope. Whereas if you do provide some 
sort of light for them they can hopefully achieve something for the environment.  
 

Interviewer: What are some of the tasks that you engaged in during the course that 

helped or effected your learning, and why were these important? 

 
Response: I think not so much tasks but one of the readings you gave us, it was about 
the role of the school and how the present school system doesn�t fit in with env.ed.I 
think that really influenced me quite a lot. It was quite a political statement, that 
reading, I was wondering what you were trying to get at, you know was it up to us to try 
and change the whole education system. But yeah, more so the readings than the 
activities.  
 

Interviewer: What are some of the things that it made you think of or about? 

 
Response: About as teachers basically we are social engineers, and if we continue in the 
same framework that�s been going on and on in the last 80 years, I don�t think there�ll 
be much change, because we are in that same framework, we have to break that 
framework and try and sort of provide different focuses. I was reading through the 
curriculum, and it says we have to teach the students so they become useful members of 
our society and the society that we live in at the moment, economics play a big role. So 
if we socially engineer students to be useful members in a new society where 
economics is ? that�s sort of how we? 
 

Interviewer: And why do you think env.ed. and using the exp. ed. approach then is 

important, or is it important? 

 
Response: I�m sure it�s important, but I can�t really think of any specific examples of 
why it should be. Like having fun, getting out of the classroom and actually seeing the 
effects of the pollution that comes out of factories. And maybe getting the students face 
and sticking it in the gross stuff that comes out of the chimney and making them realise 
that-oh my god this is quite gross we�ve got to do something about it. 
 

Interviewer: You mentioned before about the curriculum and society being very much 

geared towards the economy, That�s why I followed up on that question on why is 

env.ed. important, and then secondly does the exp.ed. teaching and learning strategy, is 

that critical for env.ed.? 

 
Response: First up, env.ed. is important, you just need to look around at Third World 
countries, over population, the exploitation that�s going on in the world, so people have 
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to be made aware of that. Exp.ed. important? Yeah it is because I think it helps change 
values more than the other classroom activities. You actually are out there, hands on. 
Unless you actually experience the pollution, the corruption that�s going on, I don�t 
think you really care. 
 

Interviewer: So you�re saying that exp. ed. changes values, can you elaborate a wee bit 

more on that? 

 
Response: It�s easy enough for me to sit in the chair and say the factory down the road 
is creating a lot of pollution, and it�s easy for me to do nothing about it. But if I actually 
get out there and see how the pollution is affecting ,maybe my little brother�s asthma, 
maybe it could stir something up inside me to do something about it. 
 

Interviewer: Have you had the opportunity to try any of the exp. ideas or activities with 

peers in other classes? 

 
Response: No. 
 

Interviewer: What changes are you going to make to your own teaching and learning 

strategies as a teacher or facilitator of env.ed. as a consequence of completing this 

course? 

 
Response: I�m not too sure yet until I get out into the classroom and try all the different 
strategies. I can�t answer that question at the moment. I really have to get out there and 
try a whole lot of things. But I see the use of getting out , too much theory makes the 
mind go numb. You need to get out there and have fun, and I�m sure I�ll bring that 
aspect into it. 
 

Interviewer: What are some of your future goals or new directions that have emerged 

as a direct result of your participation in the env.ed. course? 

 
Response: When the principals came I asked them if they had environmental policies, 
and hopefully the school that I go to, if they haven�t got an env. policy I might help 
draft one with the school, because it does start locally. Get some recycling going and 
stuff like that. 
 

Interviewer: What conditions would you like to change at College, in schools or the 

wider community as a direct result of your participation in the course? 

 
Response: I was just thinking last night if it was just possible to make a rubbish bin, and 
divide it into three parts, plastic, glass and others and just get them around. But they 
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may have to be emptied regularly. I just sort of think small scale, I don�t try to go too 
big. 
 

Interviewer: Any specific things at College you�d like to see changed? 

 
Response: The env.ed. is across the whole curriculum, but in science they haven�t really 
pushed it at all, they haven�t really mentioned it. And in Professional Studies even 
though it�s just learning how to be a teacher I think they should maybe put a wee bit in 
about looking after your school environment. And maybe this course could be a bit 
longer.  Finish 
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Interview 13 

 
I am interview number 13 and I have done environmental education course. 
 

Interviewer: What are some of the key things that you have learnt from the 

environmental ed. course? 

 
Response: Number one, that there actually is a movement called environmental 
education, and that it is strong in Christchurch, and also New Zealand wide and In 
Australia. Before I found fairly isolated in my interest in env.ed. so I guess in this way 
it�s connected me, it�s given me a network of people, which is really awesome. One of 
the other things is the importance of experiential ed. in env.ed. and I�ve always sort of 
known it was important but I�ve never given it a name before, so they�re probably the 
two things that come to mind first off. 
 

Interviewer: What impact has the experiential teaching and learning component of the 

course had on your own learning? 

 
Response: My own understanding of env.ed., probably not a lot, but on my learning of a 
teacher who will be teaching env.ed., quite a lot. In that being a student doing 
experiential activities in an env.ed. context has shown me that I can do those activities 
as someone who is not the most physically able person and who sort of shies away from 
that outdoorsy stuff, not my sort of favourite habitat to be in. So if I can do it I feel 
quite confident that I can convey that enthusiasm and that ability in my teaching to 
students who may or may not be on the continuum of liking being in the outdoors. The 
only thing I think about exp. learning which I hadn�t realised before, I sort of had this 
concept that exp learning was always outdoorsy sort of stuff, and that sort of never 
appealed to me because I�m more of a cerebral sort of person and often that is left 
behind, and the emotions is left behind when you get out and run and play tag or 
whatever. So that the exercises we did in the class with the quotes I thought was 
particularly interesting and also one that I could see would work at the end of a lot of 
different areas not just in env.ed. although it did dovetail well at the end of that class. 
 

Interviewer: What have you seen in the course that�s made you refocus your initial 

concept of env.ed. being mostly about the outdoors? 

 
Response: I think that activity that we did with the quotes was one which I wouldn�t 
have presumed we�d do in an env.ed. course, and I wouldn�t have presumed would be 
part of exp. learning. Although when I think of it now, and I�m beginning to understand 
it, experiential learning as using all of which you learn about something, it makes sense 
that you use the mind and the soul and the heart, and your emotions to learn about 
something. But it�s very neglected in the school environment, the other exercise that I 
really enjoyed was that web one, where the initial thing was the marine environment, 
and you had to go and negotiate with various people about what you were doing. You 
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had that coloured web, and I thought that was really interesting and I was talking to 
some people about it and they said they use it for other sorts of activities, that whole 
sort of web approach, so I can see the way that can be sort of mutated into other areas, 
but the thing I really liked about that was it was just so beautiful. And I think that�s also 
using, and that impression has stuck with me, so it�s using a real aesthetic sense to get 
across a message which is also neglected in conventional school environment, so it�s 
great to introduce that into the classroom I think. 
 

Interviewer: What have been some of the key issues for you as a pre-service teacher, in 

terms of the impact exp.ed. has had? 

 
Response: The one I mentioned before about how you actually use all of someone to 
teach, and I think in any activity you can�t really. It has to be a very special activity to 
use all facets of the human being, but what a good course would do is be able to use 
them over time, use all those aspects. And some are going to be harder than others, I 
mean I think that the whole emotional thing is actually very scary and vulnerable in the 
classroom environment and it takes quite a bit of building up to get to there. Whereas 
the physical thing an embodying thing, the role play, is perhaps easier. I think the other 
issue for me as well as the difficulty for me getting all of the exp. learning is that the 
current school environment doesn�t encourage it, it doesn�t encourage group work. 
There are schools out there that I�ve been on section at, where kids don�t even know 
what group work is let alone how to go about it. And I think in exp. learning you need 
to have really good group work skills, and you need to have a very comfortable 
environment to do it in. And linoleum floors with mismatched desks and a cold 
courtyard is not necessarily the best environs to take kids on to a different level of 
learning. I mean it�s very much constructed for chalk and talk and everything else is 
really quite hard to do in the classroom and within an hour period. 
 

Interviewer: To what extent does the exp. ed. approach meet the aims and objectives of 

env.ed.? 

 
Response: I think it can meet them very well. My fear about exp. learning and exp. ed. 
is that it focuses too much on the physical and not enough on the other bits. And then 
relies on more traditional types of teaching to pick up on those other bits. So you�re 
getting a sort of a physical embodiment of env.ed. with exp. learning, but not the other 
parts. But I think the potential of exp. learning to give so much to env.ed. is huge. 
Absolutely huge. And not just merely in the school environment, but also in adult 
education and community and in group and individual education. And also within the 
family environment, you know if you can educate you kids in ways that involve all the 
ways that they can learn and you focus that on env.ed. or facets of env.ed. so social 
action or sustainability or whatever then I think that�s great. 
 

Interviewer: You used the word huge to describe some of the opportunities of exp. 

learning, can you just elaborate on some of those opportunities? 
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Response: I think the potential is huge, and it�s only limited by the teachers or the 
educators creativity and resources. So I think there�s any number of ways it can be used 
in many many different cultures and settings so I don�t think I can go through those 
thing now, but it can be used in any age group, in a cross cultural environment, so we�re 
not just talking about one culture learning about env.ed. but perhaps cultures learning 
from one another. And that doesn�t have to be an ethnic cross cultural thing it could be 
a value cross cultural thing. Taking someone who has been a capitalist in the corporate 
world and doing some activities with some greenies could be a really interesting way to 
look at conflict resolution. Which then gets into the env.ed. realm I guess. 
 

Interviewer: Are there any specific aspects of exp learning that are critical for 

achieving the aims and objectives of env.ed.? 

 
Response: I think it probably does have things in common with other teaching 
methodologies and pedagogies but I think one of the things that strikes me as unusual 
about it is that as a teacher, educator, facilitator, that they are also there to learn. And I 
don�t always get that from other env.ed. courses I�ve been on and been to where 
someone sets themselves up as an authority and gives all this information and you�re 
meant to quietly digest it and go away enlightened. So I mean that�s one of its strengths, 
that we�re all learning together and the teacher is not setting themselves up as the 
authority or the one who has the information. It also doesn�t presume that the students 
have nothing to add, you know the whole sort of blank template, that you�re coming to 
class devoid of experience and knowledge, falls by the wayside in exp.ed. and I think 
that that point gets lost in conventional teaching. And it�s really only coming through, I 
mean certainly in secondary school you say- what�s your opinion, and have you done 
da-de-da, but when you get to university and it�s all the lecturer talking you don�t ever 
get to reflect on how your experience fits into this or doesn�t fit into it or how you can 
mould your future experiences into a particular environmental ed. philosophy. I think 
they�d be the two, probably think of more tonight. 
 

Interviewer: Are there any other critical issues or problems you see as being associated 

with using the exp.ed. approach? 

 
Response: Because this is my first encounter with it, I can�t state this is a generalisation 
or as the problem but I wonder how many women are involved in exp.ed. and about the 
role of the whole sort of gender thing that goes with it. Especially if the focus is going 
to be on more outdoorsy sort of thing. I can see that happening in a girls school, but I 
don�t  know if I could see it happening in a co-ed school without doing a lot of team 
building and trust building and stuff before hand. Certainly in community groups where 
you�re trying to deal with adults as peers there�s so many gender roles going on it 
would be extremely hard, or extremely challenging to let everyone have their input and 
have their experiences valid in that environment where men often get a lot of the air 
time and women often don�t, and certainly not just gender the whole class thing, I mean 
if you�re talking about a community group you�re getting doctors with the unemployed 
often, and the doctors experience often becomes more validated than the person at home 
or on the dole, or in a trade, or whatever. I think the educator needs to keep that in 
mind, the people looking at the environment need to keep those issues in mind. You 
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could go right through the spectrum, it could be race, ethnicity, culture, sexuality, 
whatever.  
 

Interviewer: That�s a really interesting point and I�m interested in the fact that has 

arisen from the course here on Env.Ed. and whether that�s been reflected in your view 

of some of the discussions that have happened in class? 

 

Response: No, not necessarily. I wouldn�t say it�s particularly arisen through my time 
here, I mean I�ve attended a number of conferences and the like and also been to 
university, Lincoln University which tends not to be so much the lecturer talk at the 
students, but more interactive. So I wouldn�t say it�s just attributed to this course, but 
certainly I�ve never had a female educator, and even the big international conference I 
went to last year, the majority of the people taking the active hands-on workshops, other 
than arty workshops, were men. The women tend to do more at looking at community 
stuff or policies.  
 

Interviewer: That�s really interesting. It�s my view having travelled to Griffith 

University where they�ve got the Env.Ed. Masters programme there, I would say that 

almost 75 percent of the people doing the course are women, there�s only one male and 

of the full time lecturers one female, part-time lecturers two females. So it�s really 

interesting because my perception even here at College if you look at the numbers 

doing the course there are more women than there are men, which is interesting. 

 
Response: Well that may change the dynamic in the future that more women are 
coming through now. I think that my view that env.ed. in some ways, and certainly 
exp.ed. definitely came out of outdoor ed. and env. studies and that has been a very 
male dominated area. So it doesn�t surprise me that that�s the feeling I get. And yet I 
don�t see any reason why women shouldn�t be involved and probably they will be 
involved more in the future if 75 percent of courses are women. 
 

Interviewer: Well let�s hope it turns around, I think it maybe is. 

 
Response: I think it possibly is, and it doesn�t necessarily mean that women teach it 
better than men, but I think what it does is change a bit of the power dynamic. It gives 
people more opportunities. 
 

Interviewer: It�s interesting- I�ve got a really good article about experiential ed. 

coming out of Feminism. 
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Response: Well quite possibly, I mean that doesn�t surprise me, about the whole grass 
roots things and that you only learn something when you involve yourself in it. But it 
still seems to me, probably because all the sort of env.ed. stuff I�ve done has been more 
outdoorsy focused that I got that impression, but I�d be glad to rid myself of it. 
 

Interviewer: What are the values and beliefs then that form your ideas and assumptions 

about exp. learning? 

Response: I think that I have and the beliefs that I would like to bring into the 
classroom is justice and equity and leading on to that is being able to foster critical 
thinking. And I see those fitting in very well with exp. learning in that justice isn�t 
merely about the courts but it�s about your actions and the communities actions and 
anything you do in the classroom and the school yard, right through to what you do at 
home, what you do when you become employed is all to do with justice, and all to do 
with equity, as well equally. I think that using exp. learning with those things in mind 
can help students foster their critical thinking skills so that those students can than look 
at issues and think- is this just, is this fair, how can I help improve the situation. And 
what exp. learning does is it means they can think about that issue on a variety of levels 
and in a variety of ways instead of instead of in one particular way. And likewise exp. 
learning being combined with other more traditional forms of learning means they�ve 
got the skills to approach this image in very different ways. 
 

Interviewer: How has the experiential approach to learning impacted on your 

professional development as a teacher of env.ed.? 

 
Response: I think what it has done is it�s given me a label to put to things I would 
normally have done in the class but I wouldn�t have been able to label them. And it�s 
given me something I can use to justify using those things. So getting students to be as 
open as they want to be, engaging their emotions, engaging their minds, engaging their 
spirituality if they want to deal in that sort of realm. Exp. learning has given me that 
label I can say This is all part of this teaching methodology and way of teaching and it�s 
okay and it�s been approved and it�s part of the mainstream now. You don�t have to be 
scared or frightened by it. And I think particularly that will cut or it will be a useful 
tactic to employ with your Head of Department or with your principal- look they teach 
it at the Christchurch College of Education, it�s not scary, I�m not trying to subvert the 
authority of the school or whatever. 
 

Interviewer: What were some of the tasks in the course that you have engaged in that 

have helped or effected your learning and why were these important? 

 
Response: The one, as much as I liked the quote one and the web one, the one I really 
enjoyed, I think I will definitely be using or adapting was the tree. That was outside and 
that was a physical thing, and yet it wasn�t running around playing a grand form of tag. 
And I�m sure other people got other stuff out of Possum Picnic, I enjoyed watching it, 
but the tree one was really good because you became part of the living organism and 
you had a function, you had a role, and as long as you acted that role sufficiently you 
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felt like you were being valued and being I don�t know, part of the very important 
collective whole basically. Even now even though I�m not a science major I can name 
the thing that takes the thing up and takes it down, I remember the whole exercise and 
how it was constructed. I think that was the one, and because it was done fairly early on 
it was like- this outside thing isn�t quite so bad as I thought it was going to be. And I 
could see how that could fit in really well with the science curriculum, junior science. 
 

Interviewer: You mentioned there why it was important, can you elaborate there on the 

levels of importance on how it effected you personally? 

 
Response: Well first of all it was intellectually stimulating, for me to remember 
something so easily was pretty cool because biology is important but I don�t tend to 
remember facts about it. So that was the first thing. I think emotionally, it was great 
because that whole sort of vulnerability about being outside and being in a role play and 
being in an open space and having to be a bit foolish at the same time, all but 
disappears. And that�s let the way open for more physical things in a lot of ways. I 
guess also it was also, it just gave me a sense of belonging as well to the group, that 
we�re all part of this really important thing that�s happening and that if you took away 
five of us it wouldn�t be so wonderful.  
 

Interviewer: Have you had the opportunity to try any of the specific teaching and 

learning techniques employed in the env.ed. course with your peers in other classes? 

 
Response: No, not the course I�m doing at the moment, they�re very much- just take in 
what I�m saying because we�ve got so very much information to get through. That�s 
just Geography, Proffs and an English paper I�m doing. But I think they will be coming 
in useful, in this coming section, I imagine I will be using them, I hope I will. 
 

Interviewer: What changes are you going to make to your own teaching and learning 

strategies as a teacher and facilitator of env.ed. as a consequence of completing this 

course? 

 
Response: Well I don�t imagine I�ll ever be able to teach env.ed. as a topic so it�ll be 
env.ed. in social Studies and in Geography, so I�m sort of constrained in that way a 
little bit, but in saying that I think I�m, it�s probably a very awful thing to admit on tape, 
I would like to be known, no- I probably am a bit of an authoritarian in the classroom, 
because I�ve had quite difficult sections I�ve found that�s the only way that I�ve been 
able to get through the amount of information I�ve needed to get through and be able to 
ensure a safe space for the students to learn in. And having a safe space to learn in is 
incredibly important so next year or the year after or whenever I�m able to get a full 
time job, what I�d like to do is start off that way, and ease up and be able to do more 
group work, be able to do more activities that involve not just the head not just the brain 
and not just the very surface level of the brain but getting in deeper, getting into the 
emotions, getting into the embodiment of knowledge basically. In saying that I think the 
current state of New Zealand schools it will be very difficult to do that, as much as I�d 
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like to, because I think my priority as a teacher is creating a safe space and just that if 
those sort of activities make people feel vulnerable, and then there�s no support for that, 
and is only taken seriously by half the class and not the other then I�m not doing the job 
that the school has employed me for.  
 

Interviewer: Does exp learning support and focus on a safe environment? 

 
Response: I think that it�s really up to the educator, like any other classroom 
environment. When I�m talking about safe, I�m talking about not just physically safe 
but also emotionally safe, I�m talking about not having your self esteem eroded and all 
of that sort of thing that�s really important for teenagers, so I think that it will be a very 
good teacher who creates a safe space where exp.ed. can be undertaken in the classroom 
environment in a current New Zealand secondary school, just because it leaves you so 
open and leaves you so vulnerable to the learning process. The current teaching 
practices although it may seem like a safe space it�s probably more like a pseudo safe 
space because there are still really horrible things happening in classrooms in New 
Zealand. 
 

Interviewer: How do you think about the environment we set up here in the Env.Ed. 

course? 

 
Response: I think it�s great, I think it�s really good and I think what has come across is 
that it can work with 28 or however many in the class. I know that at the beginning you 
said you weren�t fabulously happy with having so many people, and I imagine it would 
be slightly easier with having less people, in saying that I don�t feel like I�ve been 
disadvantaged, I�ve certainly been able to have a say a couple of times. More than a 
couple of times. But I also hope that feeling is held by everyone in the class, that there 
haven�t been people who�ve felt they couldn�t participate because there are so many 
people. And ofcourse the more people the longer it takes to create trust and a safe 
environment. 
 

Interviewer: That issue was great because there were actually 44 people, we got down 

to 40 in the end, which was interesting wasn�t it. 

 
Response: Yeah it was overcrowded, physically it was overcrowded. But it was also 
wonderful to see so many people with so much passion and that was really exhilarating. 
 

Interviewer: What are some of your future goals or new directions that have emerged 

as a direct result of your participation in env.ed.? 

 
Response: I think one of things that the course has shown to me is that it is possible to 
number 1. have a subject in the school called env.ed., and that there is way more than 
enough subject matter to be in that course; and 2.that the whole school approach is 
possible and also really important and that�s possibly where if I get into a school in a 
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permanent teaching position in New Zealand I�ll be focusing my energies from at the 
start. I�ve sort of come away from the course more hopeful than when I came into it. 
Which is really nice. I think I was a bit disheartened from my work with community 
groups but at school you�ve got a captured audience, which is really horrible to say, but 
you�ve got this ready made target group that have to be there so you can do really 
amazing things with them and it�s not really dependent on people showing up every 
second Tuesday to do plantings or whatever. 
 

Interviewer: What conditions would you like to change at College, in schools, or the 

wider community as a direct result of your participation in this course? 

 
Response: I think certainly College has a lot to work on, I mean the mere fact that 
there�s no re-cycling bins, something as simple as re-cycling isn�t on campus astounds 
me. There is no evidence of an environmental policy that I�m aware of. And I 
acknowledge how difficult that is, I mean Lincoln University took years to do their 
environmental policy. But I think there�s some organisational things that College can 
really work on let alone other sorts of things. This suite of rooms that we�re in currently 
are fine but I think that there are better ways to organise space to facilitate env.ed. 
Having rooms which are multi purpose would be great. Likewise in the school 
environment, you�d be battling an extremely hard battle to get an env.ed. suite at any 
school because of funding constraints, but if a room that could be built that was multi 
purpose it could be used for Drama or Env.Ed. or Dance or whatever that would be 
fantastic. I think there also needs to be a fundamental change in attitudes before you can 
even change the physical environment so there needs to be an attitudinal environment 
change before the physical even gets a look in. I think it�s happening, but unfortunately 
it�s going to be on the school basis, it�s not going to be instituted from a governmental 
policy level because where are the funds going to come from? But doing it on a school 
level means there�s quite a lot of discretion for the school and they can fit the env.ed 
course and that environment they want to create to their very specific circumstances.  
 
Finish 
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Interview 14 

 
I�m interview no.14 and I have done the environmental ed. course but not the exp. ed 
course. 
 

Interviewer: What are some of the key things that you have learnt from the env.ed. 

course? 

 
Response: One of the key things was learning how to deliver env.ed. because it�s been 
something I�ve been really passionately interested in for a number of years and I was 
really looking forward to doing this course, so I could learn how to teach env.ed. 
because I�ve been an environmentalist at heart probably since I�ve been born, because 
of my upbringing, so that was definitely one of the key things, is how to go out there 
and teach it. And then of course you get into what ways you can teach it, like how 
relevant it is in the school system, as it is now  and you start to think about how you�d 
like it to be.  
 

Interviewer: So were there any key teaching and learning strategies that we used that 

you, well do you want to comment on any of the strategies that we used that you thought 

were important or problematic? 

 
Response: Well it was really beneficial for me not having done the exp. course to be 
involved in the activities. And some of those were a lot of fun and particularly I liked 
the tree one, that really stayed in my memory, but just to get that awareness of how to, 
it�s getting the skills, you know, you want to teach in a fun way, but you still need the 
skills and the tools of how to do it, so that was a real plus. There were some parts of the 
course that I found a little bit difficult, because I was begging for more depth and more 
detail in many of the classes. I know it was a time constraint from the course, so I would 
have to say that it needs to be longer for us the students to get more out of. Because it 
was great doing the activities, but it felt like there wasn�t enough depth in some of the 
subjects that we just had to touch on because of the time constraint. 
 

Interviewer: What impact has the exp. teaching and learning component of the course 

had on your own learning? 

 
Response: It�s had a big impact because as I said in this year learning to become a 
teacher I�ve already sussed out quite strongly what kind of teacher I�m not and that�s a 
chalk and talk sort of person. And so I want to be a really interesting teacher with kids 
because I�ve got an artistic background and because I love the environment and to me 
environmental ed. is almost like bringing all my background together to teach it. So I 
was really excited about it. So just having some tools, but it kind of whets the appetite 
in a way, it�s like you need more perhaps. The books you�ve quoted several times, the 
cornell books, to study those and get some resources to keep on board for going out 
teaching would be really good things.  
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Interviewer: What have been the key issues for you then as a pre service teacher, in 

terms of the teaching and learning strategies? 

 
Response: For me just personally I needed a bit more depth, because just where I�m 
coming from, I�m a landscape architect and I�ve always had a really strong emphasis in 
my feelings towards the environment, that ecology side of landscape architecture, so 
I�m very much into designing for a sustainable living, it�s just part of me. And then 
coming to Teachers College, I mean where that fits in is like Social Studies and 
Geography which is really great, and Social Studies there�s a lot of scope to be able to 
teach this way within the curriculum, but I find geography is a little harder, because it�s 
got quite a rigid curriculum that I struggle with. So it�s like this course for me was kind 
of like half way. I needed more . But then again I guess the issue out there in the big 
wide world at the moment is there�s only so much you can do with teaching in the 
school as it is now. But I have a lot of vision for the future as to what I�d like to do with 
all my knowledge and skills and just who I am. So I guess this is setting me in the right 
direction, I have got that from it. But I think I perhaps wanted a bit more just to give me 
a bit of direction. It�s like who I am as a person, all the directions I�ve come from to get 
here. 
 

Interviewer: You mentioned more depth, can we just focus on what things would�ve 

provided more depth? 

 
Response: Well there were a lot of things that came up that probably for me again 
personally I wanted to jump on, and know a lot more about. But I knew because of the 
time constraint, and not everybody felt the way that I did. But the one thing, you know 
when you showed us that video, ofcourse it was just totally, where I�m coming from, 
was the school design, and like- yeah, that�s where we should all be heading for, I�m so 
excited about that. And I was just wanting to say so much, and then when you got into 
talking about the Middle School idea, it�s like, yeah what�s happening there and where�s 
that leading to and what are the implications. That�s just two things I can think of off 
hand. So I think there was a lot of emphasis on the activities and the experiential stuff, 
which was critical, it was necessary, but where I see the course needs to a little bit 
longer, is to have just a little bit more discussion and help people like me who really 
want to get into this field, teach this in this way, to just, I don�t know quite how to say 
what I think, but do you know what I mean? 
 

Interviewer: I think I do and I think the exp. learning component was important but you 

are saying you�d ahve liked the course to be longer so you would have had more time to 

a little bit more in depth and follow up on some of the things that came up during the 

course, and Is that a fair interpretation? 

 
Response: Yeah I mean the videos, maybe not long videos, but just little bits like that 
here and there, maybe a bit more like that. And a bit more examples of what�s 
happening overseas because there was some good handouts but some of them we didn�t 
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discuss and it kind of whet my appetite again, and there wasn�t time to get into a lot of 
it. 
 

Interviewer: To what extent does the exp. ed. approach support or impinge or cause 

problems in terms of achieving the aims and objectives in env.ed.? 

 
Response: Some of the aims and objectives being to teach this in a fun way, but I can�t 
think off hand of some of the things we talked about in class, the whole school 
approach? I haven�t got a very good memory, if you could fill me in on some of the 
aims and objectives? 

 

Interviewer: Just the objectives, maybe if we just look at the 5 things we looked at in 

class. 

 
Response: The attitudes, awareness, the skills, what were the others? 
 

Interviewer: Action and participation. In terms of those, to what extent does exp. ed. 

meet those objectives, or not meet those? 

 
Response: Because I�ve only done this particular course and not the other, I think it does 
meet the objectives because Every activity is different but there�s certainly lots of skills 
that gets people thinking, it brings up issues, it gets people energised because of moving 
around, and people really get pulled into them, and they start thinking, and you see the 
energies kind of happening as people are drawn into these things, and then like the 
beach activity, it starts people getting into the issues and debating things and looking at 
different sides of the issues. So it meets the objectives in that way.  
 

Interviewer: What do you think are some of the critical issues or problems associated 

with using the exp.ed. approach? 

 
Response: I think that you�d have to make sure that you didn�t just do the activity and 
then drop it, you�d have to ensure that energy that was there and that interest is you 
know you have that follow up discussion so that more learning did occur. Because some 
learning does occur depending on the activity, but it has to be that follow up, the 
evaluation, the talking, the sharing of ideas which is really critical that that�s where 
people got a lot of their learning from. I think that going out into the school system, I�ve 
already struck some opposition, with teachers working with associates that have very 
traditional, and look back and ? you to teaching in a certain way. And I imagine schools 
? like that. So that could be something to overcome. Because someone here was saying 
they wanted to take a class to sit outside, it was an English class, it was a beautiful day, 
lets take the class and sit out on the grass. And someone, the teacher or the principal 
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complained, that kind of thing, the practicalities, the traditional thinking would be quite 
a hurdle. 
 

Interviewer: What are your values and beliefs that form your basic ideas and 

assumptions about exp. learning? 

 
Response: Actually it was really interesting, it was purely by chance I picked up a book 
in the library about Sylvia Ashton Warner, I�ve never read anything about her before, I 
thought wow, she was a crazy lady, just really very, totally creative, and just totally 
being herself, and I thought I was meant to have found that and read that while I was 
doing this course, I�m sure because she really said it all, just let the kids be, and I think 
that�s what exp. learning is all about. It�s getting out there and letting go and having fun, 
but learning through the having fun. And some of the examples of her work, she was so 
disorganised, she didn�t keep rolls of the kids and didn�t do all the things that was 
expected of her, and she really rocked the boat, the whole education system, and yet 
people went to watch her in action, were just mesmerised because the kids would be 
dancing with barefeet and she�d have music going and she had art work all over the 
walls, and they were always making things and doing things and it looked chaotic. It 
would�ve looked wonderful I think, but other people who were more traditional thought 
it was terrible, but the kids were learning, they were having fun and they were learning. 
And that�s really, not that I could teach like her, but she�s a role model, that I think we 
should all aspire to as teachers.  
 

Interviewer: What do you think is the connection with exp. learning? 

 
Response: It�s just learning by fun. Just learning how to have a good time, and it�s 
learning without having to make it hard work.  
 

Interviewer: How has the exp. approach to learning impacted upon your professional 

development as a teacher of env.ed.? 

 
Response: Ah yes, well actually as I said with my Social Studies it will help me a lot, 
because on my last section I�d already realised that I had clashes with trying to fit in 
with the teacher  who told me I must teach this way, and I was hopeless teaching that 
way, I couldn�t do it. And yet with another teacher that was free and easy and just said 
teach it your way. Because I like a lot of visual stuff, and I got the kids doing project 
work and I thought yeah this is the way I want to go, but I just need to have more of a 
base with the skills and how to do it. And I think that�s a big thing that I�ve got out of 
this course, is it�s helped give me more ideas on how to teach in a more fun and 
interesting way. 

 

Interviewer: What were some of the tasks that you engaged in during the course that 

helped or effected your learning and why were these important? 
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Response: Partly it was doing the activities, there was the odd one that I didn�t get quite 
as involved in but mostly they were good, but I think group work, coming back here and 
sitting around in groups of 4 or 5 and discuss things. I don�t know whether it was the 
env.ed. course and the people in it, or whether we�d been a bit energised by going out 
and doing these things, but I felt like we�d been charged up and we�d contribute a lot of 
good ideas, and so a lot of learning went on in that. But even when we got together as a 
group, and discussed things a lot of good ideas came out, because you certainly learn 
from each other. 
 

Interviewer: Have you had the opportunity to use any of the teaching and learning 

techniques employed in the env.ed. course, in other classes, with your peers here? 

 
Response: No. 
 

Interviewer: What changes are you going to make to your own teaching and learning 

strategies as a teacher, facilitator of env.ed. as a consequence of completing this 

course? 

 
Response: One of the words that came out of what you just said is being a facilitator, 
that�s really a key thing. And I think you really came across as very much way in this 
course, as being a facilitator and not the person, the teacher who stands there and talks, 
and everyone has to listen. So that would be definitely something to, not idealistic, but 
something I still have to work at, you aspire to be that way, but you still have to 
practise, or work at being that way. Also it gave me some more ideas on how to weave 
this into Social Studies and I�d like to know how to do that more with Geography too 
because I do struggle with the curriculum. 
 

Interviewer: What would help you develop the facilitator style more? 

 
Response: Well it was getting also back to the Sylvia Ashton Warner idea, it�s like 
being student focused, going back to the students and what they need, what really gets 
them inspired and so if you keep on the look out for that, and try and work with that 
when it�s there. 
 

Interviewer: Are there any other opportunities you have seen in courses at College 

where you might be able to develop that style? 

 
Response: I�m not really sure, like I�m doing Social Studies and Geography, and 
Horticulture I did but that�s over, Which I�ll be teaching to that�s very much a hands-on 
thing I think that could come in to it very much because you�re out there working in the 
soil.  
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Interviewer: What education papers are you doing? 

 
Response: I�m doing a Health one and I forget the other it�s in the 4th block. But I�m 
very interested in the Health issues as well and I can see part of env.ed. is about people, 
it�s not just about the environment. That�s a very big deal, kids need to learn how to get 
on with each other better, that�s one of the key issues in our society. As a community 
we�ve got to learn to respect each other and give to each other more. 
 
Interviewer: Do you see Health having a big impact on that? 
 
Response: Yeah, yeah, but even Social Studies too. 
 

Interviewer: What are some of your future goals or new directions that have emerged as 

a direct result of your participation in the env.ed. course? 

 
Response: Actually there was something. I don�t know if I�ll be able to do anything with 
it, but because I�m a Landscape architect I thought- hey here�s a direction for me I 
wonder if it�s feasible? If I get a job teaching, whether I can help them this particular 
school, get in place some sort of overall plan, and get them out. See I can offer my skills 
do all the landscape plan for nothing and I would really love to get that sense of 
community going, get the community in there, and the kids out there digging and 
planting and designing something that works for them. That would just, yeah I�d have a 
lot of passion to do something like that.  
 

Interviewer: What conditions would you like to change at College, in schools, or the 

wider community as a direct result of your participation in this course? 

 
Response: At College it�s a hard one. I�ve only been here for less than a year and I find 
that it�s a great place in many ways, but somehow there�s a lack of cohesion because 
there are a lot of people I see in one class and I see in another, and it�s like because of 
assignment stress and timetables and such like you don�t seem to have a common 
meeting ground or time. And that maybe just me, but I think other people have voiced 
that, and I don�t know how you could change that. I really like what�s happening in the 
Health curriculum, and I really respect and like Jillian a lot for where she�s at with that 
and the work she�s done. And I just feel like a lot of great things are happening here, but 
maybe it�s just a time thing, it�ll go right across the board, I just feel like that sense of 
community maybe isn�t strong enough. But that could be things I�m not aware of like 
time and everyone�s got their own departments, and everyone�s got so much work to do 
as it is.  
 

Interviewer: We see exp. learning in the future playing a part in Health as well as in 

env.ed., and we also see env.ed. and Health ed. being together. 

 
Response: Well it just makes sense, because that�s why I think I may be different to a 
lot of other environmentalists because doing Landscape architecture, you know we 
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studied social issues, society and culture, and link the two up and that�s the strength of 
landscape architecture because any good design you do is trying to place in the 
environment in a sensitive way that doesn�t harm either. It�s environment and people 
working together. And coming from my background too, I used to work with young 
kids, years ago when my own kids were in kindergartens, so I�ve always been an 
environmentalist, you know my dad was an organic gardener way back before it was 
trendy, and they�ve got half an acre out in the country and they�ve always enticed all the 
native birds and feeders, and they�ve got some native forest that they�ve planted, so I 
grew up like that. Then I�ve done a lot a work with people and the kindergarten and I�ve 
always had this mixing of the two. So that�s why I�m so into the env.ed. because it�s 
people and the environment, and that�s exactly right, Health and Env.ed.  
 
Finish
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Appendix 4b - Individual Interviews (Summary) 
Experiential Education First followed by Environmental Education 

I2, p5 a lot of interaction between teacher and learners, both end up decision 
makers 
Student-centred approach - participate in their learning 
 - student� are involved in decision making 
 - student�s formulate their own opinions 
 - very practical hands-on approach 

I2, p2 Emotionally engaged learning, encourages imagination - recognises the 
heart, head values etc 

 Experiential engaged learning, encourages imagination - recognises the 
heart, head values etc 

 Experiential education reaches the mind because it is actively educating, 
you're participating as a whole person. EE is viewed as a holistic cross-
curricular approach 

 You are reaching people's inner values, attitudes and feelings 
 Involves group work focusing on individual and community responsibility 
I7, p1 Reflection on action is critical - exposes students to other people's values 

and attitudes 
I7, p1 Developing a personal connection for kids - encouraging some ownership 

for learning personal connection critical for real learning to occur 
 Personal change issue link between EE and Exp Ed (I7, P1) 
 Facilitation and learner must have a certain relationship - trust, 

responsibility 
 Critical link between EE and Experiential Education. Experiential 

education perceived as essential for EE. 
 Learning by being part of something - this is important 
 Stimulates the mind into surrounding EE issues - what's going on around 

them , what's their part in all this. 
 Experiential education in EE produced a 'good' positive learning 

environment - everyone listened to other 's opinions and really valued 
them. 

 Experiential Education creates interest and enthusiasm - Lessons are more 
interesting 

 Experiential Education approach and produced more enthusiasm. 
 Learning Journal was more helpful tool for reflection. 
 Achievement and empowerment go together - these are important 

components of Exp ed. 
 Exp ed deals with current issues and contexts which students can identify 

with, that are important to them, to make it personal. 
I2, p6 Debriefing aspect is critical 
 Helped provide simple activities to highlight complex issues 
 Teacher as a facilitator 
 Exp ed involves solving problems - through reflection, analysing and 

developing new idea/strategies, helping people to think 
I8, p2 Ownership of learning 
 Involves prior knowledge connecting this to new experiences 
 Creates positivity towards thinking and problem solving 
 Exp ed helped me understand how some of the EE concepts worked. 



 
 

Page 204  

 

Issues 

 Student not being used to a facilitator style of teaching - student prefer to 
be led. Student are not used to a key role in their own learning 

 You cant reflect on everything that happens. This becomes boring ie not 
another reflection session. Experienced by several students. 

 Many people are not aware of what Exp Ed is all about therefore they 
dismiss it. Then don't understand the strategies and processes that Exp 
Ed incorporates 

 I don't want to go into a school and start stepping on toes if I want 
support from my co-teachers. 

 Warming kids up to the process will be critical 
 Hard to adopt facilitator approach in schools 
 Asking students to take responsibility/hold of their own learning is 

frightening 
 Some students found it difficult to share ideas - you can't always cater 

for everyone 
 Support from HOD associates, other staff etc to use this approach 

Extra stuff 

Impressed with what I've learnt EE using Exp Ed and what my students have got out of 

it. 

Exp Ed has had a big impact on this EE course. 

Exp Ed approach could be used in other subject areas 

Revealing to find a teaching and learning approach that works for me 

More ideas for variety in teaching and learning approaches 

Pleased we did Exp Ed first before EE - establish an understanding of the process before 

hand. 

The Exp Ed process helped me focus on the process within EE rather than just focus on 

EE issues on their own. ie not being aware of the importance of the teaching and 

learning process. 

I9, p4 Having the opportunity to have a go, get feedback and then improve 
further and the exp ed process has got me excited about Env Ed. 

 

Students have mentioned the 'whole school approach to EE' as being important. 

I2, p6 Future goals and direction as a result of EE and Exp Ed. 
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Tried Exp Ed on section and it works 

Participants indicated they would like to develop more game, activities and experiences 

for pupils to help them understand issues. 
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Group 2 EE & Experiential Education Concurrently 

Experiential Education helps develop a connection to the issue/environment - emotional 

connections, connectedness to learning about issues (inter-relation) - connection of the 

person to environment 

Increase student awareness, build on knowledge - connection of process and meaning 

(understanding). 

Process develops on Investment that effects their values. 

Exp Ed links and draws on the essential skills. 

Double loop learning facilitate experience and debrief = development of new learning 

skills. 

Debriefing = communication skills, listening skills and group work. 

I10, p.2 Facilitation - it is about creating and nurturing a safe learning environment 
for all students. 
You need to be very skilled in this area. Helping students to make meaning 
from their experience (I11, p.2) 
Skills to critically challenge students 

 

Taking responsibility for your own values and beliefs - By being involved you 

experience your own actions. 

Process encourages deeper learning challenge student�s deeper values. (I10, p.2, p.4) 

(I10, p.2) Sequential process it needs to be done properly - engages students, challenges, 

stimulating, made to think about things, got me motivated to want to learn. 

Meaningful learning for students - students are creating and part of the learning process.  

I11, p3 Hands on, direct approach, student are taking some responsibility 
(Learning by doing concept) 

Experiential Education requires regular consultation with students. 

Self-discovery aspect - I found myself wanting to find out more. 

Develops a critical awareness - I find myself challenge my own performance more. 

Reflection 
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Help student challenge their own thoughts and ideas - I even find myself thinking about 

it at home. 

Reflection aspect was critical to the success of developing action skills. (I3, p.2) 

Learning Journal - helpful reflection task. 

Integrate EE in a holistic way (I5, p.4) through Exp Ed. Process models the aims and 

objections & dimensions of EE.  (connection of EE & Exp Ed) (I3, p.1). 

Learning should be fun and experiential learning can be fun. Students were excited. 

(I3, p.2) Concept of change, awareness, critical thinking and action. 

Quality learning - expression indicates that some students perceive they have learnt 

more using Exp Ed. 

(I3, p.4) Learning how to think critically 

Ownership of the experience develops passion and commitment - effected own attitudes 

and values. 

(I3, p.5) EE, Exp Ed link - focus on Teaching and Learning aspect. 

 

Interview 10 is very perceptive 

A lot of support for their learning experiential - Teaching experientially is better. 

 

Issues 

Hard to establish initially. 

Difficulty trying to implement experiential education into a system that is so traditional. 

Exp Ed takes a great deal of planning it's scary thinking of meeting all the students 

needs. 

Very difficult to introduce for beginning teachers in a system not geared to support Exp 

Ed. 

Time - it takes to facilitate experiential learning with the pressures of everything else. 
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Difficult logistically to get everything prepared, a lot of preparation. 

Introducing Exp Ed more in schools will require a radical re-organisation of what's 

important in education. College also needs to reflect on its role in this. 

Shouldn't use Exp Ed all the time some people may feel threatened by this need to vary 

approaches. 

Teacher education ie our Profs Studies - requires us to have planned lesson, with pre-

determination outcomes and we are encouraged to plan our lesson towards achieving 

these in a structured period of time. Working experientially cuts across this. It will be 

difficult to do things differently. (I3, p.3) Taking a risk as a beginning teacher is an 

issue. 

Confusion between Exp Ed and EE.  

Issues 
Separation of these courses is important not enough time for reflection and trying to 

grapple with two major issues.  

EE - across curriculum and radical new teaching and learning approach. 

Need a lot of confidence to teach experientially. 

HOD telling student (beginning teachers) 'this is what we usually do here". 

 

Experientially Education concurrently 

Extras 

(I, 11) Discovered a new teaching style. 

Major impact - that's how I would like to teach Env Ed 

My schooling was blur, nothing seemed to happen. I wasn't engaged in my learning. 

Positive feedback from students on section when I facilitated some of the experiential 

education activities. 



 
 

Page 209  

Exp Ed goes through a process, which is sort of echoes and speaks of the kind of things 

you're trying to do in EE. ie Challenging ideas through reflection, your own 

connectedness helping to plan new activities (modifications) - links to awareness, new 

knowledge, developing attitudes and values, action skills. 

 

Key points 

Exp Ed is a holistic process - EE & Ed for system requires a process that examines a 

wide range of skills, knowledge etc from different disciplines in order to achieve a 

balance between nature and human beings. 

Students liked the Fox-fire approach. 

Experiential Ed side of EE has reinforced that the process is more important than the 

content. 

I went to put the onus on learning towards EE. 

I would now like to learn a lot more about EE. 

I'd like to see a lot of other subjects take on board the teaching and learning process of 

Exp Ed. (I5, p.4) 

I can see how choice for student can increase their commitment and ultimately their 

learning. 

I hope the kids (students) will get just as much out of it as we have. 

Inspired beginning teachers to teach EE � (I 3), (I 10). 
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Group 3 � Environmental Education but No Experiential  Education 

Personal validity to learning using experience (I 4, p.7) 

Fun way to learn - motivates students - learning should be fun. Activity rather than 

passivity.  

Discovery based learning through experience, interactive and interesting. 

I've been tested (challenged) by the process and I've learnt a lot. - Now I see how it 

works (I 1) 

Holistic approach. 

Ownership of learning and experience - develops empathy towards things. Emotional 

engagement of learners and the teacher, confronting attitudes and values. 

Learning occurs not only from the experience but more from the debrief - reflection 

aspect - sharing ideas. 

(I 14, I 6)  Reflection - student charged up and contributed very good ideas. 

(I 4 )- interest, attract and energise 

Facilitation skills - motivating students. 

Teachers learning with the students (I 13, p.3) 

EE is about changing attitudes and values - Exp Ed helps achieve that. 

Developing critical thinking skills 

Students learning from each other - bring up and sharing their feelings  

Requires a safe physical and emotional learning environment 

Cyclical process - experience, debrief, analyse, new experience. (I 4)  

Learning from mistakes. 

See EE and Exp Ed linked together - connection of working together to achieve action 

outcomes - looking after all things on earth. 
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I liked the use of learning journals (I 6) learnt to sit down a reflect on what I've achieved 

(I 6) You need important social skills to work experientially. Exp Ed is more in-depth 

and in-sightful learning. 

I like the idea of Exp Ed - but! 

(I 13) Helped with the embodiment of knowledge. Experiential education can provide a 

positive approach towards resolving EE issues. 

You can work towards achieving some positive approach towards resolving EE issues. 

You can work towards achieving some positive actions as a result of challenging 

attitudes and values. 

Thought Exp Ed was only done in the outdoors - this has opened up new ideas and new 

strategies for non-outdoors education. 

Connects the head, hands, heart, spiritual dimension. 

Link between Exp Ed and EE is huge only limited by teachers� imagination, creativity 

and resources. 

Great way to explore conflict resolution. 

(I 13)  Exp Ed allows for justice and equity by allowing students to listen to and 

confront alternative views. 

Issues 

Needed more depth in Exp Ed. 

Using this approach with students who don't have any group skills - difficult. 

Time constraints - Exp Ed takes time 

Exp Ed won't work well for everyone. Some students may see it as a game, activity and 

don't see learning beyond the classroom as valid or important. (Some parents and 

teachers share these views) 
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Energy student have, may take them away from pre-scribed syllabus 

objectives/outcomes, (I4, p.4) is this valid when you have a certain amount of material 

to get through. 

This approach will take time to get used to - I need to learn more about this as well as 

learn more about EE. 

Some student s may not be into this approach - it's too challenging - ie Asian students 

would find this very challenging. They view the teacher as the person imparting great 

knowledge. 

My experience is that schools don't encourage this approach to teaching and learning. 

I think the emotional connection and challenging attitudes and values is scary for 

beginning teachers. (I 13) Schools are organised around the chalk and talk mentality. 

 

This may be because of their own experience and what has been presented - however 

they have been able to evaluate this based on their experience in other classes - this 

comes through in their feedback. 

Issue re gender roles and makes being more open in debriefs. (dominant) 

This is often neglected in the school setting. 

 

Extension 

Can see this approach working in other subject areas. 

The course has focused on how to teach EE as well as content or what is EE. 

Changed views of teaching and learning - see a different approach. 

It's made a difference to how I teach. 

Experiential education and possibly environmental education might attract people who 

are interested in the outdoors and therefore enjoy practical hands-on approaches to 

learning. In other words Exp Ed is their preferred style. 
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This has highlighted how dull and boring some other classes are (I4, p.4) students have 

used this approach in other classes with success. Seeing how it works i.e. modelling Exp 

Ed has reinforced that it really does work (I6 p.2). 
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Appendix 5 Group Interviews 

Sub-group 1 Experiential Education, (block 2) and Environmental Education 
(block 3) 

 
Interviewer: What are some of the key things you�ve learnt from the environmental 
education course. 
� �It�s more than just environmental studies. Environmental education involves 
stimulating children�s knowledge and minds as well as their values and attitudes and 
heart and soul, so it�s not just studying the environment�. 
 
� �It�s more effective when there�s a whole school approach surrounding the 
programme�. 
 
� �It means it�s in context and students can relate what they�re learning about the 
environment to their own lives and life styles�. 
 
� �Using the activity based approach is quite effective in terms of environmental 
education. Bringing games into it, games which perhaps model environmental issues 
which I think gets students doing things, experiencing things and therefore getting them 
into problem solving and thinking about things as they�re experiencing it, rather than 
just having all theory�.  
 
� �It�s creating an ownership too, having an input into how to create their own 
environment. How growing plants every day can create a sense of ownership, and 
therefore they feel a bit more responsible for it�.  
 
Interviewer: What effect for you has the experiential teaching and learning component 
of the course had on your own learning? 
� �It�s creating an empathy for how the children are going to be feeling, we�ve been put 
in exactly the same position as what the students potentially will be, so we�re feeling 
and doing and participating, exactly, well not exactly but the way some students will 
experience it so it will give you some insight into how the students might feel using 
experiential education�. 
 
� �One of the good ones for that was one of the ones that didn�t work, that fishing one 
that some of us didn�t like because some of us didn�t have good roles to play, and it 
wasn�t very well structured so I was like- I don�t like this game, so you can imagine 
some students going- I don�t like this game, and switching out if it�s not well planned�. 
 
� �When we were down on the beach and we had that debate, where the dam should be 
put in and everyone got quite emotive. And so we felt exactly how the students 
potentially might get into such a role or activity�. 
 
Interviewer: To what extent does the experiential approach meet the aims and 
objectives of environmental education? 
� �Well it does because the aims and objectives of awareness, understanding, values, 
participation and skills. I mean just sitting at your desk doing theory you may get 
awareness and understanding, but you won�t get the values and participation so much. 
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Whereas actually going out and putting yourself in the position of a tree or a possum or 
whatever, you�re participating more and hopefully becoming more aware and taking on 
the values associated with it better than if you were just writing essays in your 
classroom�.  
 
� �It�s a great foundation or vehicle or strategy for carrying out the environmental 
education curriculum�. 
 
� �It can get kids thinking about things and working out solutions to, we have a 
reflective period afterwards. I think even creating a project, like creating a recycling 
project, and so the school, and that�s all part of it�. 
 
� �It is only a method, it�s useful for all subjects, but then it�s not the only method. I 
mean I enjoy the part at the beginning, with the academic readings, now that wasn�t 
experiential in a sense, but I learnt quite a bit in terms of what is environmental 
education. So I think you need a mixture of different types of methods, you can�t just 
rely on one method only. It�s very powerful sometimes, but then there�s other ways�. 
 
� �There were different levels of experiential. Not every experiential activity needs to 
involve being outside running around doing activities. We did have student centred 
experiential learning in the classroom you just have to think on different levels�. 
 
Interviewer: Can you give me some examples of some teaching strategies that are not 
experiential? 
� �Standing out in-front of the class just talking to the students�. 
 
� �Showing a video and just saying watch this video and fill in some of the gaps, like 
transposing some of the text onto a worksheet and asking them to fill in the gaps�. 
 
� �All education does involve the students in some experience, I mean I think what 
we�re thinking of when we think of experiential education is the more active, involved, 
where the student is part of the fish, the tree, the sea, not just writing about it in an 
abstract sense, they become part of it, and I think that�s what Barry�s trying to get at in 
terms of the way he�s saying is experiential education�. 
 
� �Doing it more than once, if we just did that game once down at the lookout, it�s when 
it progresses, we did all those games more than once and we changed it, so it�s when 
that learning cycle goes round and round in circles. So if you watched a video once, 
that�s not experiential, but if we watched it 3 times then we get to analyse it and look at 
it differently and how can we improve it and what would happen if we did this. So I 
would say it is not experiential learning when information is just given once and that�s 
the answer�. 
 
� �They need to be involved in some way, see the process and be a part of it�. 
 
� �I think if you facilitate a class then you can bring about experiential learning rather 
than if you tell everyone what to think, what to do, when to do it, you know�. 
 
Interviewer: What are the values and beliefs form your ideas and assumptions about 
exp. learning? 
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� �That whole idea about being student centred and that the students are there to learn 
not the teacher there to teach. So it�s up to the students to be involved, not just you 
chalk and talking. That underlies experiential education�. 
 
� �Students taking control of their own learning, that�s really important. And they enjoy 
it better that way as well, they can push themselves and handle their own learning at 
their own speed�. 
 
� �Also that little rhyme- I see and I forget, I hear and I remember, I do and I 
understand. If you do it, it makes more sense, than if you just read it�. 
 
� �You can think it makes sense if you just read it and talk about it, you can say- yeah 
this is cool I know all about this and understand it. But when you go to do it, you go- oh 
no, I didn�t think that would happen, that�s not what I thought�. 
 
� � think the reality of students being given some information once and being expected 
to remember it forever is just not realistic. If you can actually understand something, go 
through the process, You have to think for yourself. because that�s how I learn�. 
 
Interviewer: Has the experiential learning approach helped your development and how 
has it helped? 
� �For a start it�s put me back in the shoes of the school students�. 
 
Interviewer: Would you teach environmental education differently as a result of having 
the experiential education background? 
 
� �I tend to come from a very theoretical perspective, and doing the experiential part of 
environmental education has helped me to make my approach more of an activities 
approach. Before I did the course I didn�t know how to do it, I wanted to do it, I like 
doing things, I hate notes, I hate giving notes. But on my section they complained they 
didn�t get given very many notes, but they had lots of things to do. It taught me how to 
implement experiential education and the activities based approach. It was making the 
lessons more interesting and energetic. In terms of environmentalism, I tend to come 
from a very negative area, I like to shock, but bringing the activities based approach it 
brings positivity and hope for people as well�. 
 
� �In terms of learning as an environmental teacher teacher, I think the two courses over 
lapped a little bit and I have not learnt enough about environmental education in this 
course. I�ve learnt about how experiential education can implement it, but my education 
about environmental education and what issues are important to teach, where am I going 
to find that stuff? What is easy for students to learn, what issues are important for them 
to learn, what actions do they need to take? I feel I�m lacking that sort of information, 
because we spent a lot of the course seeing how experiential learning fitted into 
environmental education�. 
 
� �If everyone had done experiential education first, before they did environmental 
education then they wouldn�t have had to go over what experiential education was and 
doing some of the activities we did in experiential education and then focus more on the 
material�. 
 
� �It�s more being me in my life and how I want to teach, not so much what you should 
actually have in environmental education�. 
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� �I already know all the issues so for me it was trying to cement experiential education 
as a different approach to bring it into the classroom, I think we�re learning how to 
teach rather than the actual syllabus�.  
 
� �But having said that if someone said to you- design a course tomorrow, and tell me 
what the three most important things are you want to put in, I mean we haven�t really 
had much discussion on what are the essential elements on any environmental education 
course�. 
 
� �I guess that�s what the point is, we�re all educated, we�re supposed to have a certain 
amount of knowledge about the course we�re teaching, so we only have to learn about 
how to teach it, but environmental education is a little bit different because we�re not 
going to know it as well as a Geography student or a Science student�. 
 
� �But maybe there could be a bit of an imbalance in terms of the methodology and the 
content, they focus more on the methodology and not the content�. 
 
� �You got to remember though that it�s such a broad topic, like environment is socio 
cultural, it�s political, it�s bio physical, you could start your own curriculum doing 
anything�. 
 
� �It gives you a taste on how to go about it�. 
 
Interviewer: Could I ask you to identify one or two of the particular tasks you�ve done 
in class that you�ve really plugged into that have been important to you, and why they 
were important to you? 
 
� �I liked the one at the beach because it was a real concrete activity, It started small and 
built up and then right up to the point when students, but it was a whole activity and it 
was really useful because I could see the outcomes of it and also I could see how to use. 
I could see it from the students point of view as well as the teachers point of view�. 
 
� �I liked the activities that didn�t quite work, and people took it away and decided to do 
it this way and actually trying it out, that whole process�.  
 
� �For me it was the Food Web we did at the beginning where you get into the food web 
of all the parts, and we look at what happened when humans came along with a drift net 
and take out a chunk. And it was very simple but could lead into a lot of discussion and 
you could enlarge with a group of students by saying- oh look there�s a whole lot 
missing. It was a very visual thing for me in terms of looking at how drift nets work and 
what happens when you take out chunks�.  
 
� �For me it was the beach, where we were modelling and used different coloured string 
and we had different sorts of issues- what would be the effect of transportation, what 
would be the effect of recreational fishing. You had to connect up different issues to 
open up a marine reserve. It was such an entanglement of string all the interrelationship 
issues, politics, economics, environmental, social aspects of the whole picture. Using 
the different colours indicated to me the complexity of the issues and that�s very 
important that environmental issues are extremely complex�. 
 
Interviewer: Are all those activities in the environmental education course? 
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�Yes. 
 
� �At the beach I was really disgusted when Barry stomped around our landscape and 
casually threw a spade down on our sand model, I thought by creating something as a 
student and taking pride in it, you could see that emotions had come into it, and that�s 
awesome to get students to say hang-on I don�t want that dam there, I�ve just spent the 
last three quarters of an hour beautifully padding that, because we didn�t know that was 
going to happen when we built it, and we thought he was going to marvel at how 
wonderful it was, but he came along and was a bit nasty to it. So that was an important 
learning thing for me�.  
 
� �For me it was the beach as well for those sorts of reasons. It was great fun activity as 
well, hands-on, everyone was working well together�. 
 
Interviewer: Where to from here, future goals, new directions, do you feel you see 
things in a different way, or do things in a different way? 
 
� �I try to convert every single human being I come across to be an environmentalist, all 
those ambitions to get people into the environment and also make it more interesting, 
make it enjoyable, not gloom and doom, be a bit more positive, hey we can help looking 
after our patch round our stream or school�. 
 
� �Really emphasising the positive, especially after looking in the text books or just 
looking at the doom and gloom thing. Like the rainforest topic looking at how terrible it 
all is. It�s really important to emphasise the positive aspects rather than just looking at 
the world as a total mess. And secondly, trying to concentrate on my teaching as a 
facilitator�. 
 
� �I�m looking forward to doing my next section at an environmental centre to see what 
they actually do to see whether they just do environmental studies or see whether they 
actually do environmental education and how they go about doing that. I think that�s the 
next learning part in my curve�. 
 
Interviewer: What about the social action side of things, and issues you�d like to change 
in College and school or out in the community as a result of having done these two 
courses? 
 
� �I think environmental education is a major thing you can do at College, same as 
outdoor education and teach that subject officially�.  
 
� �But that�s the thing in our classes we have to give the students the feeling that they 
can actually change something. And that�s one of those things that�s missing from this 
course is just that how do you do that next step, how do you actually implement that in 
terms of actually encouraging the students or getting them to look to doing it�.  
 
Interviewer: There was one other question but you�ve answered it, that was whether 
experiential education should come before environmental education whether you found 
that problematic or helpful. 
 
� �If he (Barry) wants to include it, then it would be helpful if we already knew a bit 
about it. If that�s the focus of the course�. 
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Interviewer: You�re saying that as though you�re implying there could be other focuses? 
 
� �He�s (Barry) chosen to make it environmental education with experiential education. 
If that�s the way he wants to do it, then have experiential education before hand, it 
makes it easier to click in to get the experiential side of it. But there are lots of other 
ways you could do it�. 
 
� �It�s also knowing that the activities are experiential, what he�s doing is experiential. 
For someone who hasn�t done it they wouldn�t know�. 
 
END 
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Sub-group 2 (Experiential education and environmental education concurrently) 

 
Interviewer: What are the key things you�ve learnt from the environmental education 
course? 
 
� �We learnt that environmental education is more than just environmental awareness, 
it�s not just knowing what�s out there and the doom and gloom approach, it�s a whole 
process�. 
 
� �I just think of those readings that we�ve done, education in, education about, and 
education for the environment. Environmental education seems to be more for 
environmental action, it�s not just awareness, it�s getting people to think about 
themselves and the environment�. 
 
� �I think there�s been a lot of emphasis on environmental education not being just about 
the environment but I think we have to have that knowledge about the environment 
because if you haven�t got that, what is a good environment, how can you have the 
action to make it a better environment if you don�t know what you�re aiming for, so you 
do need that. I feel like the emphasis has been on social activity and social change, and 
that�s where the emphasis has been and not so much about the physical environment�. 
 
Interviewer: You�re doing the experiential course at the same time, what effect has the 
experiential teaching and learning component of the course had on your own learning? 
� �I�ve been confused about what class I�m in�! 
 
� �There�s definitely been a lot of confusion some repetition, but it�s definitely been 
much better than for people who�ve done just environmental education. They�ve done a 
little bit of the experiential education in the environmental education course but we�ve 
done a whole block of it so we�ve been more immersed in it�. 
 
 
Interviewer: So on one hand it�s made it easier and on the other hand there are 
problems like repetition? 
� �They�re not big problems, It�s just a question of being able to sort out what I was 
doing, it didn�t make environmental education any more difficult, it was just purely an 
organisational problem�. 
 
� �I mean it didn�t effect the learning, there was just that confusion about- oh my god 
where am I�?  
 
� �I think the repetition was a good thing, even though sometimes you go over the same 
or similar activity again you pick up just as much the second time around as you do 
when you do it the first time�. 
 
� �It also gives us the chance to pass our skills on to those who haven�t done the 
experiential education course as well, so it gives us the chance to use what we�ve 
learnt�. 
 
Interviewer: Which way do you think would be the best way of doing it, experiential 
first, environment next? The two together like you�re doing? 
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� ��d go for the experiential education one first, just because you�d feel a lot more 
comfortable doing the activities after you�ve done the experiential education one, you 
can see how it relates more, how you can use those activities for the environmental 
education course�. 
 
� �Yeah I�d agree with that and I also think the experiential education takes more time 
to process. So if you have that block before then you might have the chances again 
later�. 
 
� �It goes back to the confusion thing, one day you�re doing experiential education then 
you turn around and do the environmental education course, then you turn around the 
next day and do experiential education, you just get lost�. 
 
Interviewer: Is there enough there for two courses? 
 
� �Definitely, we seem to be rushing things, there�s not enough time�. 
 
� �It fits really well into the outdoor education course as well, my major subject. I use 
the environmental stuff a lot in social studies and science and things like that, but I think 
it goes really well with the outdoor education�. 
 
Interviewer: To what extent does the experiential approach meet the aims and 
objectives of environmental education? 
 
� �I feel environmental education has been based on the experiential education aims and 
I think there is a good match�. 
 
� �We don�t know too many other methodologies, that�s the other thing. We�ve just 
done the experiential approach, it seem s to have worked. What have we got to compare 
it with�? 
 
� �It might work well with other styles as well�. 
 
� �We were sort of told what we need to do for environmental education which is about 
challenging awareness, it�s about critical thinking, it�s about having the skills to do 
actions, the essential skills. So that�s what the aims of environmental education are so 
we do know now the aims of experiential education. which brings around the same 
processes through having group-work through talking, through facilitation of groups. 
You achieve both aims�.  
 
� �I think in environmental education the emotive side is so important isn�t it. You know 
that connection to changing attitudes and behaviour. Is there another method as good as 
experiential education which would sort of capture those, self responsibility�? 
 
� �I don�t think there is because the thing with experiential education is the connection 
the student has with the activity and it�s that which challenges values, you need that 
connection to actually...to give you that connection�. 
 
Interviewer: What do you see are some of the problems with using the experiential 
approach? 
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� �We have a sort of lack of knowledge now, we have a general overview then jumping 
in headfirst into trying to run an activity where it may come off but I think the chances 
of it coming off are more remote�.  
 
� �I think here in College, we�ve got each other here to spin off ideas- did that work, did 
that not work? Once we�re out there we�re there by ourselves we�re doing the process 
and I think that�s going to be really difficult�. 
 
� �And I think it�s quite hard, like we give each other feedback quite well, but to get 
kids to help you improve, it�s hard to get feedback from kids�. 
 
� �I think there�s a bit of the fact that we�re all going to be going out teaching, we�re all 
going to be rushed off our feet, we�re going to be given a curriculum and told- here you 
go teach that. And to find the time to actually plan, and it does need a lot of planning, 
and to deal with associates and the philosophies of the school who say- no, you should 
really do it like this�.  
 
� �Trying to get resources together as well, starting off with not a lot, it�s going to be 
quite difficult being able to implement activities and ideas, and also the setting of where 
the school is if you�re not in a real flash spot to be able to run these activities then it�s 
going to limit what you do�.  
 
� �It would be great if we could all as a group stick together and help each other through 
it. I could see that working, getting all our ideas and things, feed off each other�. 
 
Interviewer: What values and beliefs form your assumptions about experiential 
learning? 
� �Taking responsibility is the major thing for me, you�re not sitting in a classroom like 
a sponge soaking it all up, you�re actually thinking for yourself and becoming 
responsible�.  
 
� �It�s easier, it takes the pressure off the teacher. Kids who have been used to just 
sitting writing, taking notes or whatever, it�s a challenge�. 
 
� �In our modern society the way kids just sit watching T.V., computers, just the process 
thing it�s just not happening now days and this approach is real process orientated and 
it�s really important�. 
 
� �It also takes into account the reality, when you ask the question- what do you 
remember at school? It�s not the class, it�s not the teacher, it�s everything we did 
outside. So it�s actually valuable to know you�re doing you�re bit to make the classroom 
a bit stimulating and having an impact on the child�s life. Rather than being just another 
subject�. 
 
Interviewer: To what extent do you think that approach has made you a better teacher? 
 
� �The process has got to make us reflect on our performance as teachers, we have to 
learn the process for the students as well. We�ve got to be thinking how we�re doing, 
we�ve got to be thinking about how the facilitation is going, our development, what 
we�re trying to do, what do we really want to achieve. The whole process is making us 
think about what we want to be�. 
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� �Yeah, critical. It�s also bringing up new ideas and ways we can teach rather than just 
using the sponge teaching method. I�ve got all this variety, different ways that we can 
get students to learn whether it�s through an activity...�. 
 
Interviewer: That flows on well to the next question, what were some of the stand out 
activities that you have done? 
� �The beach was my favourite one because I came into this class not knowing very 
many people and after a few weeks you�re out there and everyone is bossing everyone 
around, and doing pretty technical landscapes on the beach. I liked it a lot because it 
relates a lot to geography, but also because I really enjoyed the group aspect of it�.  
 
� �I think for me the activity I enjoyed most was the Possum Picnic. We had to start off 
in small steps and build the tree, then we did a couple of activities which evolved 
around the tree and the forest and birds and poisons and pollution�s and things like 
that�. 
 
� �So we started off with a tree and just developed that further and further and further 
and got a bigger and bigger picture at the end of the day. We had possums and poisons 
and hunters and tractors and lumberjacks and whatnot. It had structure that you could 
build on, and you could adapt that to what level you were teaching�. 
 
Interviewer: What changes do you think you�re going to make to your own teaching and 
learning strategies as a consequence of doing the course? 
 
� �I think I�ll be more student based, more willing to go, maybe not the whole hog and 
do the experiential thing straight away, but certainly the little things, but in terms of 
contracts and the ground rules they create, the way it works�.  
 
� �The whole fox fire approach where you disclose the objectives- okay this is what we 
have to get through until the end of the year, what do you guys think? Really let them 
feel a part of it. It�s really important to know what they want out of their learning, rather 
than me up there saying well this is what we�ve got�. 
 
� �Especially when they know where they�re going, because a lot of time you sit there 
and lesson after lesson you can�t see links between them�.  
 
� �The whole school approach is important we need to implement it not just in our 
classroom but it needs to be the whole school or community�. 
 
Interviewer: Looking ahead, your future goals or new directions, what challenges has 
the course set for you? 
 
� �To try and do it I guess�! 
 
� �The way I went through school, you know, it�s really changed the way I�ll teach�. 
 
Interviewer: What about in terms of social action? Are their conditions you�d like to 
change either at College, in schools or the community? 
 
� �Definitely practice what you preach scenario, talking about environmental issues in 
the College so try and use recycled materials, double print on the paper, turn your lights 
off at night, things like that�. 
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� � think I�ve always had the social action aspects in me, I don�t think environmental 
course has really changed that, but I think it�s allowed me to perhaps know where to 
direct things from here and make a change�. 
 
� �I agree, in that we teach it at school but they just don�t seem to do anything about it. 
In the sense that there�s nothing going on at College�. 
 
� �It�s got to come from where you learn as well, (modelled at the College of 
Education)�. 
 
Interviewer: Are there any other recommendations you would make about the 
experiential education or environmental education course structure? 
� �I�d like to see it go over two blocks and start off a bit slower at the beginning stages 
of both courses. Rather than jumping into it, ease your way into it and in the second part 
of it maybe have a more in depth knowledge of the subject, so you�re starting off in a 
more basic way but you�re finishing the course with maybe a bit more than we are�. 
 
� �Doing it for longer as well�. 
 
� �Yeah we�ve been given an activity each to do, but it�s been a shame that we haven�t 
even had time to see everyone�s activity. Because that�s what you learn off, you learn 
by doing the activities themselves. Seeing it from different people�s perspectives as 
well. I was quite lost for the first few weeks because it was so full on�.  
 
� �Really got to reflect, take a step back, where are we and what are we doing, why are 
we here�? 
 
� �Putting both things together, and have a weekend away, and you could see 
everyone�s activity in the environment, it would be awesome�. 
 
� �I think this course brought a lot of reflection, like asking- what have you learnt. I 
think they need more time for that, because it�s not till you hear what other people 
learned, you learn quite a bit. We have been rushed�.  
 
� �There�s obviously a lot of interest in the course too because there were a hell of a lot 
of people in the class. For me I think maybe too many�. 
 
� �Maybe have two separate classes doing, I don�t know maybe somehow you could 
work that out�. 
 
� �Yeah, and we all bring ideas. But at the moment there are probably 10-12 too many 
people in it�. 
 
� �Yeah, I agree, I mean learning in a small class is so much easier, you get through all 
the stuff you have to do�. 
END 
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Sub-group 3 No Experiential Education 
 
Interviewer: Some of the key things that you have learnt from the environmental 
education course? What were the most significant things? 
� �Student centrednes�. 
 
� �That it�s not just environmental studies, you�re not just looking at the environment, 
you�re looking at people�s attitudes and beliefs towards it�. 
 
� �Environmental education is not purely about the physical environment it also 
involves social action, skills, social justice issues�. 
 
� �Learning I think occurs when the students can see at their own level, like it might be 
a global issue, but with a local ideas in it�s got a lot more meaning for the students�. 
 
Interviewer: What effect has the experiential methodology had on your learning as 
learners on this course? 
� �I think it�s appropriate to use experiential methodology for an environmental 
education course. I�d like to see how experiential learning conveys itself into more 
traditional subjects that aren�t so hands-on or hands-on friendly, but I think it�s entirely 
appropriate to be used in this subject�. 
 
� �I think it takes people out of their own framework and put them into a different 
position�.  
 
� �It creates ownership and emotion and what can be done�. 
 
� �That�s true, it tends to bring out the emotions and the feelings and the issues, and 
leaves people quite energised�. 
 
� �Building on that too, it can be quite threatening, when you ask for volunteers to get 
up in front of the class�. 
 
� �I think that the impact is not immediate, it takes a while for the students to work with 
experiential learning, they need to be exposed to it before they start to deduce anything 
from it. If anything it�ll go too fast and you�ll look back later and it�ll trigger the 
memory and it�ll all come together�. 
 
� �Yes that�s true too, I can look back quite clearly to some of the activities we�ve done 
here that stick in my memory a lot more than other courses so we�re learning a lot more 
than other courses at the College, where you learn stuff and it�s gone�.  
 
Interviewer: What were some of the standout tasks that you engaged in, where you 
thought- yeah that was great, I got something out of that? 
 
� �The beach (the group replied in chorus)�.  
 
� �The tree�. 
 
Interviewer: Why? 
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� �Because you were working with parts of a collective whole, and everyone had a 
function and embodied the knowledge I guess�. 
 
� � It involves complexity as well in a such a simple easy way that learning, it�s amazing 
what you learn in such an easy way like at the beach as well. I suppose they were quite 
simple really, simple activities whereas with more complex games people tend to loose 
interest a bit more�. 
 
� �I found that that game on the ship probably most beneficial because I was the captain 
and I was able to stand back and look at it. It was sort of touched on in the Tree, if you 
were the roots, just lying their going- whoosh, whoosh, whoosh, then you didn�t really 
see much of anything around you. But because I was the captain I was watching 
everyone I could observe the whole thing going, was very beneficial�. 
 
� �Yeah, it�s good to have observers, because I stood out in one of the Possum Picnic 
rounds and it�s really great to see the whole dynamic and it might be good to have a 
more formal observer position I guess or give everyone a chance to be an observer. If 
they want to be I guess�. 
 
� �I think an integral part for me is the debrief part at the end where you say- hey what 
actually happened? And maybe if you weren�t an observer that is where you got a lot of 
it out,- what went on during this thing, and why did it happen? Especially in the games 
because they get really involved and complicated and all sorts of stuff goes on and you 
kind of need to hear it from everyone else�s perspective�. 
 
Interviewer: What are some of the problems you found using the exp. approach as 
teachers? 
� �I think doing the process too much, over process. And sometimes you can be in 
control of it too much because you want them to do certain things�. 
 
� �Yeah I think you�d need some more background or structure or something so you 
know where it�s all leading in the end. Rather than just throwing at them this exp. event 
and stuff. Which are great for learning experiences, but you�ve got to have something 
for them to take away at the end of the course. Rather than a whole lot of separate 
things. That�s what environmental education is all about anyway isn�t it. It�s a more 
coherent progress. Not necessarily a lot more structure, perhaps for some it�s been a bit 
airy fairy�. 
 
� �Maybe having half hour lessons, or double the amount of lessons and if they can do 
that in the extra hour, with the content, then there�s more of an overlap with the 
syllabus. Until outdoor education is a syllabus subject we�ll be faced with the fact that 
we have to bring it through some other context. So by focusing on that overlap we can 
apply it nicely�. 
 
� �Doubling the class time would be good, because there seemed to be a lot more 
discussion necessary, things  would come too quickly a lot of the time�. 
 
Interviewer: What do you see some of the key values behind the experiential and 
environmental thing- what values have come out of this course? 
� �Being aware of other people�s values, how other people see the whole picture and 
how other people do think in relation to what you might think�. 
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Interviewer: How has the experiential approach to learning impacted on your 
professional learning as a teacher of environmental education.? 
 
� �I think there has been a tendency to teach about environmental stuff and 
environmental issues, and the doom and gloom approach and the focus was on what has 
been done wrong and I realised this is not the way to go. You�ve got to deal with that, 
but you�ve got to get the kids moving in a fun way is really critical so they don�t feel 
overwhelmed that they can�t do anything, it�s too big�. 
 
� �You�ve got to keep it student centred, I know I�m going to take away bits of this and 
put them into my other teaching areas, just knowing that going outside will make a 
difference. People will learn differently and a large number of the class are not going to 
learn as well just sitting there listening to you. Getting out there actually doing it, kids 
can see what they�re doing, they�re a part of it, so they�re learning�. 
 
� �I think different ideas for resources as well, like just seeing that puzzle board, just 
seeing them in action, you know I would never have, I don�t have enough imagination 
to think of that�.  
 
Interviewer: It�s resources in environmental education especially? 
 
� �No more experiential I think. Having pictures/images illuminated, just basic stuff like 
that�.  
 
� �Also the idea of seeing the kids as resources as well to draw from them and get ideas 
from each other. Also, adapting resources from other curriculum areas. Like I�m 
thinking about the Web one we did, that doesn�t have to be purely about a marine 
environment it could be looking at who dominates the speaking rights in a group 
situation, you know you could throw the web across. Or you could look at other sorts of 
webs�. 
 
� �I think the end result is tied into the subjects that are there. It shouldn�t be seen as a 
soft way of teaching people who don�t understand. Ultimately you want them to be 
using ideas they can apply in their jobs�. 
 
Interviewer: What about future goals and new directions that have emerged as a result 
of the course. I�m thinking in terms of the social action side of things here, what are you 
doing, what do you intend to do? 
 
� �I don�t have enough content of it. I think a few of us feel god what are the 
environmental issues, I mean before you can do anything you�ve got to have some 
understanding yourself�.  
 
Interviewer: Is that a feeling around the group? I�m seeing half a dozen nods. 
 
� �I think the concept of the whole school approach is very useful to me, in that you 
don�t have to isolate an environmental thing into a topic in the curriculum, but you can 
actually apply it in an organisational or operational structure across the whole school. 
And do very practical things like getting a recycling programme up and running or 
whatever. But I quite like that framework that was provided for the whole school. I 
think that�s something I can see myself doing as a beginning teacher�. 
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Interviewer: What about the College? 
 
� �There�s things that we could do about the College too. I think because the College 
population is quite transient and the secondary programme is only here for 9 months, 
and half of that we spend out of College, it does make it more difficult for the secondary 
programme to do this. I would be quite interested to see if the Primary programme has 
an opportunity to do some environmental stuff, because they�ve got more of an 
opportunity to have an ongoing interest�. 
 
� �I think it would be quite good to have a look around the College and say- I will do 
this, because we use the excuse that we�re only here for 9 months so I�ll just wait until I 
start teaching. Especially when we start dealing with social issues it�s so hard to start off 
and do something. I�ve actually thought about it but  I haven�t done it yet, approaching 
the library for them to put a poster or something to say try photocopying two sides of 
the paper. They could reduce the price if you bring your own paper. Just something 
small but it�s a start anyway, because the paper consumption of this place is 
phenomenal�. 
 
� �Likewise in the cafe, with all the disposable stuff, people could be encouraged to 
bring their own cups�. 
 
Interviewer: Has anyone actually ever done anything? 
 
� �You can do little things on an individual basis, you don�t feel like you�re making 
much change, but I think it�s useful�. 
 
Interviewer: You have not done and are not doing the separate experiential education 
course, what are the problems or benefits, what recommendations would you make 
about the relationship of those two courses. Have you found it difficult being in a group 
with some who have done this other course and some who haven�t? 
 
� �There�s quite a few of us from the BEd/PE course here, 4 years, and we�ve done quite 
a bit of that experiential ideas anyway. And it�s incorporated through other teaching 
strategies�. 
 
Interviewer: So the ideas were familiar even though you hadn�t formally done a course? 
 
� �Yeah some of them�. 
 
Interviewer: Would any of you liked to have enrolled in the experiential education 
course but just weren�t able to?  
 
� �About half the group, or a bit more perhaps, put up their hands�. 
 
Interviewer: Any other structural changes, if you were redoing the environmental 
education course how would you, what changes would you make? 
 
� �I think that we need more time to be taught how to teach parts of environmental 
education in our curriculum areas�. 
 
� �I mean we�ve done these experiential education approaches but when we go away I 
know the most schools don�t actually have an environmental education course�.  
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� �It would�ve been good to maybe divide into subject areas and developed a unit here, 
like a science unit to take away on section and actually seeing how it goes�. 
 
� �Experiential learning could be quite difficult to implement for us as teachers given 
that you need a good student-teacher relationship, and obviously if you�re  in the time 
frame that we�ve got it might be quite difficult to do that, but it might not, it depends on 
the class doesn�t it�.  
 
� �Depends on the teacher too, and on the school. It�s very time consuming even for an 
experienced teacher�. 
 
� �A teacher who is 20 years older might think what we�re doing is fairly radical and 
might like the ideas but the approach but think its pretty off the wall�.  
 
Interviewer: Any other comments people would like to make about the course? 
 
� �I think it was good how we got an input for the assessment, when we started off, and 
we got to choose from that�. 
 
� �I go out on section next year it�s really not going to be that implementable�. 
� �I think the whole thing has stirred the imagination a lot, it makes you want to be a 
more effective teacher�. 
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Appendix 6 Outline of the Environmental Education 

Course 

Environmental Education1998 
Sessions 1-3 planned by Barry and based on feedback from last years course. Sessions 
4-6 collaborative planning. Sessions 7-10 Student directed.  

 
Session 1 
 
PH.D pre-test 
 
� Course outline 
� Learning Journals  -PH.D 
 
� Intro game -  Cards Cocktail party  
� Video �State of the Environment�. KEY ISSUES 
� Questioning sequence - What should it be etc  
� New Zealand environmental issues - brainstorm (puzzle) 
� What is environmental education 
  - Definition   - OHT 
 - Dimensions - OHT 
 - Approaches - OHT 
      
Readings for session 2: 
  - Tsbilisi declaration 
  -  Iozzi (1989)  
  - Tilbury (1994) 
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Session 2 
 
� Aims and objectives of EE 
 - What are these? 
 - How do these reflect current thinking (Tilbury 1994, Iozzi 1989, Tsbilisi ) 
 
Education   In � CAMERA OR SOUND MAPS 
  About  BAT AND MOTH 

For  MARINE ECOSYSTEM 
 
� Social action/active citizenship (models) 
 Puzzle to brainstorm ideas for planning. 
 
Readings for session three: 
 
�  The potential of Environmental Education as a Catalyst for Educational 

Change in the Netherlands (1996) Wals, Jongmans and Biemans. 
 
Session 3  
 
Follow up on readings 
 
Aspects of Social Action linked with aims and objectives of EE 
(Change in attitudes, values and behaviours) 
 
The process of Change requires a pedagogical approach to teaching and learning that 
allows for change to occur. What are some of the most appropriate teaching and 
learning strategies for environmental education.  
 
Use the key aspect of the social action model and explore some of the approaches for 
bringing about a change in thinking. - examples of social action, Marine studies ocean 
food web, set nets walls of  death. 
 
 
� Awareness in Environmental Education 
 - Human camera 
 - Sound maps 
 - Video �Race to save the planet� 
   
� Knowledge in Environmental Education 
 - Bat and Moth 
 - Building a Tree  
 - Forest ecosystem (Food web) 
 - Role-play natural features 
� Exploring and experiencing different attitudes and values 
 - Sand model at the beach - possibility for session 7 or 8. 
� Enhancing skill development in problem solving and decision-making 
� Identifying the decision makers. 
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Session 4 and 5 
Recap Key readings and outline the importance and issues with Exp Ed  
 
� Experiential Education in Environmental Education for sustainable practice. 
Complexity - The importance of sequencing and issues and inquiry based teaching for 
EE

�  Hypotheticals: Deepening the understanding of environmental issues through 
ownership of learning (1995) Kentish, B.  

� Tasting the Berries: Deep Ecology and Experiential Education (1991) 
Horwood, B. 

� Experiential Environmental Education (1991) Lynch, P. 

Readings for session 4: 
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Experiential education sequence and processing. 
Building a tree 
Forest ecosystem 
Adaptations 
Birds and ants 
Possum  picnic 
Connections 
  
Readings for session 6: 
�  Schooling and Environmental Education: Contradictions in purpose  and 
place (1992) Stevenson, Bob.   
 
Session 6 
 
Whole School approach - module 
 - Steps in planning for a sustainable school environment 
 - Curriculum planning for EE: A holistic approach 
Video on Learn-scapes - Using the environment (school grounds for learning) 
Associated Schools Projects - Links between local govt, Community EE groups and 
NGO's  
  
Readings 
� The Environmentally Educated Teacher (1993) Fien, J. 
 
Session 7 - 10  (Student directed)  
 
The beach - sand model a critical issue attitudes and values 
Observe/visit an environmental issue 
Exploring the barriers to effective EE in NZ strategies for coping 
Resources for Teaching Environmental Education 
Inquiry Based teaching for EE 
Other options 
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Appendix 7a Post Course Questionnaires examples 
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Sub-group 1 Post-Course Questionnaire 
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Sub-group 2 Post Course Questionnaires 
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Sub-group 3 Post-course Questionnaires 
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Appendix 7b Post-Course Questionnaires summary 

Post-Course Questionnaires 

Sub-group 1  

5 students in this group indicated an increased knowledge of appropriate Teaching and 

Learning strategies for teaching EE. 2 indicated that it had stayed the same. 5 indicated 

on increased knowledge of EE and 2 indicated that it had stayed the same (concern was 

that they hadn't learnt enough about  specific EE issues. Issue of Teacher Education vs 

University content knowledge. 

 

Advantages of using Exp Ed and Env Ed. 

- connects head, heart and spirit together 

- in-depth hands on 

- learning is more enjoyable and helps students problem solve, students have 

control over some of their learning 

- students have the chance to analysis and create solutions to problems through 

reflective feedback 

- fun way to learn, better than teacher talk 

- practical experience is always easier to remember 

- learning is relevant to individuals 

- sense of responsibility for your learning 

- gaining feedback from your peers 

- reflection is critical for successful learning. 

 

Issues and obstacles using Exp Ed in EE 

- students not used to this strategy or style 

- schools not supporting your Exp Ed style 

- important that exp ed in EE meets the assessment requirements 

- time constraints 

- safe learning environment to share ideas - college was safe but some classrooms 

are not 

- College group not too large for Exp Ed in EE. 
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- not having enough credibility to sell this method to the students and colleagues. 

- some students were concerned that not enough information was covered in the 

course on EE issues. They were concerned they need more knowledge about EE. 

 

Sub-group 2 Exp Ed and EE Concurrently 

Pre & Post Survey 

Issues 

- time 

- fitting into the school system 

- fitting in with teaching staff 

- meeting students curriculum needs 

- source subjects don't employ exp ed techniques 

- time 

- traditional school practices - schools not prepared to change 

- facilitation skills need to be further developed 

- students not familiar with the process - not prepared to give it a go 

- time 

- other teachers not been or familiar with this approach 

 

Issues 

- coping with different students learning styles 

- time to organise lessons 

- time to facilitate the reflective process 

NB  Initially thought the course was learning about the environment 

 

- not within the school's approach 

- students not mature enough to take ownership of their learning (Junior classes) 

 

- school not accepting the Exp Ed approach 

- Negative remarks from associate teachers 

- students not responding to feedback process 
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Advantage for Exp Ed  

- effective debriefing allows kids to make a link between experience and learning 

- link between theory and practice 

- learning is accomplished through action rather than being told. 

Pre 

- discovering learning and interacting in the environment 

- Interested and enjoyable 

- more likely to learn 

Post 

- provides good quality education 

- huge learning potential across curriculum 

- Exp Ed meets the requirements of Env Ed - critical independent thought, built on 

experience 

- alive for me as the teacher 

Reflection 

- drawing on experience, making the links, critical thought 

- meaningful learning. 

Pre 

- Exp Ed - student directed learning 

- reflection 3 critical 

- teachers role as a facilitator 

Post 

- Guided discovery 

- reflection 

- facilitation 

- hands-on approach 

To teach EE effectively (change in attitudes and behaviours - connections to 

environment and personal emotions) on exp ed approach is essential 

- students take responsibility for their actions in Exp Ed - this is what we need for 

EE 

- it's fun. 

 

Exp Ed allows for 

- pairs and group work 
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- role plays 

- debates 

- interviews 

- research and field trips 

 

Reflection is critical aspect of Exp Ed 

- learner involvement in the learning experience 

- critical importance of reflection, analysing and testing new ideas 

- new, interesting and effective way to learn 

- Exp Ed a process that can link education (learning) worth (reality) and personal 

development and have fun. 

- using input from students and build on this 

- activity experience/debrief/reflection/analysing 

- emotional, physical and mentally involvement, student can relate to activities and 

learning 

- happier learners - enjoy learning more because they are involved 

- a more humane society as people learn to get on a help each other 

 

Advantage for Exp Ed is the debriefing - reflective process 

Requires everyone's input, good questioning skills, learning from mistakes, flexibility 

and enthusiasm 

Reflective process allows you to build on learning experiences so your next experience 

will be better 

Exp Ed develops/creates personal involvement in local school and community 
environment - motivational action. 
 




