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1. Aims, objectives and research questions

Drawing from both kaupapa adri and Western perspectives, this stukdgs focused on global
issues of ecological sustainability in a variety of local/natieaaly childhood education contexts.

It has aimed to contribute to an emerging body of research which illuminates, documents and
integrates possibilities for early childhood education pedagogieseftedtrand enact an ethic of
care, both from kaupapaaddri (Ka'ai, Moorfield, Reilly, & Mosley,2004;Mead, 2003; Ritchie,

1992) and Western theoretical perspectii&raidotti, 2002; Dahlberg & Moss, 2005; Foucault,
1997; Gilligan, 1982; Goldstein, 1998; Noddings, 1994, 1995). We considered this emphasis on
ecological sustainability as a teaching and learning i§&ueenewald, 208), philosophically
grounded in an ethic of care with a particular focus on respect for Papatuanukundcetily

timely in light of discussions on climate change and glshtidin (Bosselmann, 1995; Mies,
1999; Plumwood, 1993; Shiva, 1997; Smith, 2001).

For Maori, a sense of ecological responsibility is sourced in a conscious awareness of
PapatuanukyHaywood & Wheen, 2004; KerearRoyal & Ashton, 2000; Marsden, 2003; Te
Puna o te Matauranga, 2003his realsation tha our destiny is intimately/ultimately bound up
with the destiny of the earth reflects a holistic and respectful gfelife (Marsden, 2003) For

this study, tikanga [&bri has reinforced our imperative, in positioning us and otnesearcher
educators akaitiaki of our environment:

It is the task of all things of creation, particularly human beingsetk te ao marama,
enlightenment and fulfilmenfsic]. Nature isforever in the state of te kore, te po, and
seeking te ao marama it suggests a cycle and rhythm of life. And one in which the past,
the present and the future are forever interacidgnare, 1998, p. 3)

This research focus on ecology and sustainability in the context ofchddiiood education was
instigated by a teacheMarina Bachmann, of Collectively Kids Childcare and Education €entr
who felt passionate about the possibility of developing a project that investigatet “take
actior’ against global warming and clate change with children, families and teachers (see
Section 3.3). In a first conversation with the teacher it quickly became eviggnwé shared the
desire to research how teaching and learning with young children can evolve around the notion of
ethics of care for self, others and the environment as constructive action towards @dologi
sustainability. In consultation with other-oesearchers, it became clear that we shared common
understandings across botladfii andWestern constructions of the ethics of care. Throughout our
work on this project we were privileged by the supporkafimdua and kuia for whom this
sentiment of regard for our unity and totality with the environmadtumniverse is intrinsic. T

is expressed, for instance, by the Waikato peegleiphasis on kaitiakitanga of the river. Tainui
kaituhi Carmen Kirkwood states:



It is not our mana that makes the river great. It has its own mana. Bebophixed up about
that. What it should be about, today, is the wellbeing of that taoAgal that's for all
people. We should be addressing our environment right now as a total peopleoide s
be looking at what we can do together, what we can learn from one arr@htenow, to
restore the ¥ier. (cited in Kereamaroyal & Ashton, 2000, p. 35)

Our collective (practitioners and academicresearchers) interest in this project arose from our
awareness that learners and teachers urgently need to have access to knowledges and practices
that enal® understandings of the increasingly complex ethical relationshipsdresed, others

and the environment. Initial researoh the topic of ecological/sustainable practices in early
childhood education, both nationally and internationally, generated réswlts (Flogaitis,
Daskolia, & Agelidou, 2005; Flogaitis, Daskolia, & Liarakou, 2005; Russo, 2001). This has
changed over the course of the research project. There is clear evidence of argdioaigion
ecologi@l issues in early childhood education (Pramling Samuel&s#&aga, 2008), and the
literature is beginning to point out how important research in this area is (Davies,hEngda
Otieno, Pramlingsamuelson, SiraBlatchford & Vallabh, 2009) which positionthis project in a
“cutting edge’category.

The study was planned and developed in close collaboration with a range of teachers who work in
very diverse communities. These teachers hold a wide range of expectatioemséltes as
educators, of aspirations for children and pedagogies that enact global/local cymralugs

and knowledges. At the outset of the study, some of these teachers hadezkpineir sense of
feeling overwhelmed by what they had perceived to be the needagiicdrhange in the light of
environmental degradation, and their sense of a lack of support to begin the process. It is not
surprising that these teachers articulated a sense of disempowerment. TiameRtaty
Commissioner for the Environment, 3r Morgan Williams, puts th task these teachers are
facing into the wider New Zealand context:

Our dominant value systems are at the very heart of unsustainable pradtadésg
progress towards better ways of living therefore needs to be a deepdy, sodiural,
philosophicaland political process-not simply a technical or economic one. Technical and
economic mechanisms will certainly be key parts of the process. Hovthegrwill not
come into play unless we, as a society, are prepared to openly andyhdekate the ways
that our desired qualities of life can be met. That is why there mustvastlg expanded
focus on education for sustainabiliffParliamentary Commissioner for the Environment
(PCE), 2004, p. 5)

Critical and postmodern perspectives are increasingly being applied to pedadugiialt
validating and honouring our human vulnerdpiland situationality within the eesystem,
resulting in reconceptualisation of previously unquestioned assumptions religasibinistic
technological fixes for environmental plundering (Gruenewald, 2003; Simon & Smith,.2001)
Pedagogies of place have been the subject of recentsihgofEdwards & User, 2000;
Gruenewald, 2003; Knapp, 2005)hese theosings reprioritise our interconnected and
interdependent relationship as local and global citizens of the earth; they shggest integrate
these understandings in our educational praxis, grounding them in respect for osedocali
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positionalities, focusing on how we live in order to ensure that our places/planetrespécted
and preserved by current inhabitants for fuigeaerations (se8ection 4, subsection 3 in this
report). It is interegtg that these recent conceptaations are exploring territory congruent with
longstanding and enduring indigenous philosopthasare imbued with attitudes of respect and
care for the environmer(Haig-Brown & Dannenmann, 2002; Hill & Stairs, 2002; Patterson,
2000) (SeeSection 4, subsection 2 in this report.)

The need to foster diversity and multiple perspectives is also strongly esaghiasresearch that
discusses concepts of ecology in the context of social and cultural discourdds&(Rmykke,
2000) By working across a range of different sitieatall have an interest in engaging their local
communities, we have been able to gather evidence for practices that work in wese di
communities (innecity, rural, kaupapa Mori, North and South Island, kindergarten and
childcare) (SeeSection 4, subsection 4 in this report.)

Our overall intention for this project, inspired by a conversation with teachesstowauild a
culture of ecological sustainability practices in early childhood &tut This rationale also
involved expanding the focus of an ethiccare that has already been strongly articulated by
some teachers in the context of kaupagmiViperspectiveéspedagogiegRitchie & Rau, 2006)
Recent research in early childhoeducationn Aotearoa has documented waysvinich teachers
have moved fromteaching abotttikanga Mori, to enacting and modelling adri values such

as manaakitanga within everyday routines and pedagogies (Ritchie & Rau, 2008&Japapa
and manaakitanga are core organising frameworks within tikaiaga Ka'ai et al., 2004; Mead,
2003).

We were particularly excited by the opportunity of researching the possibditiéscultural
pedagogies based on ecology (broadly theorised in this context dscaof eare for self, others
and PapatuanukuT.e Wiariki (Ministry of Education, 1996), the New Zealand early childhood
curriculum, creates a powerful base from which to develop ecological pedadfpdias/s on the
notion of four interconnected dimensions (the physical/tinana; the mental/hinerntaro;
spiritual/wairua; and the emotional/whatumanawa) to produce the idea of the childodistic
learner. These dimensions are further embedded through the four principles
(empowerment/whakamana; holistic development/kotahitanga; family and cotplwhamnau
tangata; relationships/adiononga). In many ways, ecologsas already part of New Zealand’s
early childhood education discoursegsction 4, subsection 1 in this repefthhe question then
became about hothecology is put into practice(s), and whether these existing practices support
sustainability. These are the four broad areas framing this study:

1. What philosophies and policies guide teacherahah in their efforts to integrate issues of
ecological sustainability into their current practices?

2. How are Muori ecological principles informing and enhancing a kaupapa of ecological
sustainability, as articulated by teachers, tamariki arahatf



3. In what ways do teachers/arrau articulate and/or work with pedagogies that emghaise
interrelationshipsbetween an ethic of care for self, others and the environment in local
contexts?

4. How do/can centres work with their local community in the process of producing
ecologically sustainable practices?

These overarching aims were unpacked in the following way:

1. To focus on policies and practices that address the need for change towards more
ecologically sustainable practices in early childhood centres. Each cenitealveady have
practices and policies in place that can either be developed or modified.

Theobjectives of this aim were to:

* examine current practices and policies

* identify areas for developing existing practices and policies.
Questions that guetithe research under this aim were:

* What aspects of current policies and practices can be defiedologically sustainabl@
* Based on current practices, how can learning and teaching become more focused on
ecological sustainability?

2. To consider ways in which Wbri ecological principles can inform and enhance a
kaupapa of ecological sustainability, as articulated by teachers, tamariki and@nah.

The objectives of this aim were to:

* identify those principles and practices reflective of Te AaiMconceptualisgons
* build and strengthen knowledge and understandings around this kaupapa
» further develop and/or modify existing practices and policies.

Questions that guided the research under this aim were:

*  What understandings do we have of Maori ecological principles?
* Based on what is currently understood, how can these kaupapa ddnceptuatiations
inform our learning and teaching in order to enhance a focus on sustainability?



3. To understand how teachers articulate and work with a pedagogy of place thphasises
the interrelationships betweean ethic of care for self, others and the environment. Within this
project, the use of the terrhpedagogies of pla¢erefers to the understanding that practices do
not exist in isolation; they arise according to alatle knowledges and discourses in specific
locations.

The objectives of this aim were to:

* examine the discursive relations between practices, knowleddgsedagogies
* begin the process of critically illuminating, documenting and integrating diversedages
to generatépedagogies of place”.

Questions that guided the research under this aim were:

* What are the existing relationships between self, others and the environment inngi@¢h ce

* What does it mean to prasgi“an ethic of care for selftllers and the environménin the
centre context?

* How can ethics be strengthened and articulated in ways that promote ecologitzlsilista
in the context of pedagogies of place?

e How do wider social and cultural discourses inform teachers’, tamariki wtinau
understandings of a pedagogy of ecological sustainability?

4. To investigate how centres work with the local community in the process ofiyming
sustainable practices, based on an ethic of care for the self, others and thisbament.

Theobjectives of this aim were to:

* co-explore with teachers how their sustainable practices relate to those \eald practed
in their local community

* articulate how these practices, discourses and/or resources are resgmm@sivethic of care
for self, others and the environment.

Questions that guided the research under this aim were:

* How do existing pedagogies relate to practices, discourses and/or resources thathéxist w
the local community?

* In what ways are links to the local community strengthened and/or developed?

* How do ethics held within each centre relate to the local context?






2. Overview and discussion about the
research design/methodologies employed

Collaborative discussions and hui were arranged to ensure that the teactsracohrs were
involved in the final research design, and were able to tailor data collection iestsuand
processes to their own contexts and preferences. The theoretical paradigms dadihigrew

upon qualitative research methodologies (Kincheloe, 180&h as kaupapa adri (Bishop &
Glynn, 1999; Mead, 1996; Smith, 199@y)itical indigenougDenzin, Lincoln, & Smith, 2008)

and ethnographic modésat offer exploratory, naturalistic, holistic, multimodal and interpretative
approaches to the study of people and communities (Aubrey, David, Godfrey, & Thompson,
2000; Barnhardt, 1994; Schensul, 1985Processesof data theogng included dialogical
negotiation of meaningSirajBlatchford & SirajBlatchford, 1997)and collaborative storying
(Bishop, 1996, 1997). Also central to the research process were ongoing reflexive supportive
relationships between each participating centre and the academéches(s) who worked
closely alongside the teacher@searchers and tamariki/@tau of that centre. Our intention was

to build a research community of practice, the foundations of which are trusting andfuéspec
relationships that allow for challengad critique(Wright & Rider, 2006).

Ethical considerations and a range of data gathering strategies were exploréehehidr co
researchers at a preliminary hui. Each centre had an academic researcher working closely
alongside the educators to support the research process aseddatibgathering strategies that
the participants considered appropriate for their particular contexts. Diftenetnes have utged
photographs, audiotaped and videotapetheorising interviews, documentation of tamariki and
whanau narratives. A strength of the study has been thhewsising hui where teacher -co
researchers shared both their data and their methodological strategies wegariedrom other
centres. This ctheorising modetlemonstrates the increased researchpacity that is consistent
with one of the Teaching arigtarning Researchnitiative (TLRI) strategic goals. Teaching teams
who had participated in previous studies that had utilised similar methodolB@igiie & Rau,
2006, 2008), demonstrated leadership in sharing their research skills with teams rehweweo
research at the preliminary collective hui for methodological discusSmme centres preferred
their assigned academic researcher tosatdin ethnographic ppoach, whereby they collaborated
alongside the researcher who took primary responsibility for data collection bglirspdime
participating alongside the educators, tamariki and@nah in that centre’daily activities. Data
gatheringalso included documentary analysis (Fitzgerald, 2007) of centre policies pertaini
manaakitanga and sustainability. Interviews were transcribedakomd) with other written data
were analysed utilising a qualitative software analysis program.






3. Research findings

This findings section is framed around the four research areas:

1.

Philosophies forisstainability:
What philosophies and policies guide teachershah in their efforts to integrate issues of
ecological sustainability into their current practices? (Janita Craw lead)writer

Te AoMaori:
How are Miori ecological principles informing and enhancing a kaupapa of ecological
sustainability, as articulatday teachers, tamariki and atau? (Cheryl Rau lead writer)

Pedagogies oflace:

In what ways do teachers/arau articulate and/or work with pedagogies that empbats:
interrelationships between an ethd€ care for self, others and the environmentideoal
contexts? (Iris Duhn lead writer)

Communities of eologicalendeavour:
How do/can centres work with their local community in the process of producing
ecologically sustainable practices? (Jenny Ritchie lead writer)

Glossary of early childhood centre abbreviations

In this report, each centre has been allocated an abbreviated reference as follows:

Bellmont Kindergarten Te Kupenga, Hamilton [BM]

Collectively Kids Childcare and Education Centre, Auckland [CK]
Galbraith Kindergarten, Nguawahia [GB]

Hawera Kindergarten, Hawera [HW]

Koromiko KindergartenHawera]KM]

Maungatapu Kindergarten, Tauranga [MT]

Meadowbank Kindergarten, Auckland [MB]

Raglan Childcare and Education Centre, Raglan [RC]

Papamoa Kindergarten, Tauranga [PM]

RichardHudson Kindergarten, Dunedin [RH]



1. Developing philosophies and policies that guide ecological
sustainability practices in early childhood education

Introduction

Trees cause more pollution than automobiles do .(Ronald Reagan, 1981

Environmental sciefgts have since confirmed Reagan was partially fedithough we are the

real villains every time we, for example, hop in a car or leave lights on wheg {e&¥he room,

for all the good they do in the world, trees do produce atmospheric ozone: Viredibter, trees
release volatile organic hydrocarbons including terpenes and isopremesnolecules linked to
photochemical smog. In very hot weather, the production of these begins to accelerate ...
(Radford, 2004page ref?). This example emphasis the omplexity of developing a knowledge

and understanding of ecological sustainable issues such as climate warming. Caming abo
ecologically sustainable issues that affemtir world’, our “life and the way we live 'it(Lenz
Taguchi, 2010page ref?, such aglimate warming or local/global peace are (or should be) of
concern to us all within early childhood education (Samuelsson & Kaga, 23eU8;, 2008)
Perhaps an inspiring example of the active commitment that is not unique in, orlyo, ea
childhood eduation is ex Aotearoa &v Zealandkindergarten teacher and tireless inter/national
campaigner for peace and nonviolence, Alyn Watdyn was recently awarded a Right
Livelihood Award in recognition “for ... effective and creative aclwoy and initiatives ovewo

”

decades to further peace education and to rid the world of nuclear weapons” (The Right
Livelihood Award, 2009). This report reveals the kind of active camanit (and advocacy) that

a number of early childhood teachers/teaching teams across the @entonsidering as part of

their endeavour to make a difference in thel/ir worlds; teacliedscommunities are paying
attention, in one way or another, to what beconstigical and responsible meansarworld
committed to ecological sustainability.

This component of the report will indicate how the teachers (re)considered their philogoghy
policies and practices they identified as being essential to suppbatieglture of caring for
education for ecological sustainabilityin the broadest sense, in early childhood education
settings. It will indicate the teachers’ different responses revealed in degateslata to the first
key question that would guide their sedfsiew and action planning processes that would enable
them to develop a directidior ecologically sustainable practices particular to their community
and context. The question ask&What philosophies and policies guide teachers andnatin

their efforts to integrate issues of ecological sustainability into their curremtipes?The main
objective of this question was to encourage the teachers to (re)examine thegit philosophy,
policies and practices and identify the need (or the desire)dbsfarmative change towards
becoming more ecologically sustainable in their philosophies, their policies andsasténrtheir
practicesn early childhood settings.
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1.1 Becoming philosophical and/or theoretical about ecological sustainability in early
childhood education

... Sustainability is the capacity to endure. In ecology the word describes how biological
systems remain diverse and productive over time. For humans it is the pdiemt@ig
term maintenance of wellbeing, which in turn depends on the wellbeing of the natural world
and the responsible use of natural resources.

(Wikipedia, The Free Encyclopedia, 201phge ref?)

When the teachers were brought together in an initial collective hlué aiutset of the research
they shared their different understandings of the research progteixahanged ideas about how
they migh ascertain their centre’s specific direction/s in response to the aimsiisigeaf the
research. It was evident from the beginning that some centres, partidolartyot exclusively,
those actively engaged in Enviroschools projeetad/or those who ldaalready been involved in
previous research projects that focused on developing principles and praofices
whakawhanaungatanga in their centres (Ritchie & Rau, 2006,20@8) already embarked on a
journey towards developing a philosophittedoretical khowledge and understanding of the
potential to develop ecologically sustainable practices in early childhood eduttdiare, it was
anticipated that the centres would already have philosophy statements, policiesactices in
place that would, in one way or anothehrough processes of critical seffview—support the
teachers/teaching teams to ascertaihat education for sustainability would look like in their
particular setting? (Samuelsson & Kaga, 200Bage ref?). Further, these setbview proesses
would enable them to modify or develop current policies and strategic plans to ensuhe that
learning and teaching practices in their particular contexts cou@gemore deeply focused on
ecological sustainability-as teachers indicated:

... we looked at our philosophy and also reflected on how central and vitaiudauku is
to ecological sustainability ... our collective vision compares children d¢estrwith
attentive gardeners (teachers and parents/other adults) to tend and harnture {RH]

... caring for the self, others and the environment are fundamental torttie pailosophy,
policies and projects, drive the centre programme and define our relat®hgyipnd the
centre ... sustaining the quality of the programme requires ongoing inpuafronembers
of the centre community. [CK]

... by being part of the environmental issues in our community highlightshildren the
connection between the community and kindergarten. FamiliesAutare empowered to
make a difference and @afor the environment locally .[PM]

... we are in sustainability and the things that (have) happened in our ereimbhave a
long history ... [GB]

... recycling has been a part of our kindergarten for some towebmit we decided to revisit
the process as we have not talked about it for a whi[&M]
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. everything I've heard, read, seen and experienced leaves me with notliaukte
impact of global wamning is the biggest challenge our children will face. And one that
has already had devastating effects on many children in the world drechiind the
environment are vulnerable ... [CK]

1.2 Drivers for critical engagement—a catylyst for change in early childhood
education

A number of different desires acted drivers that motivated different teachers and teaching
teams to be involved in the research project. For a number ofdnédlvieachers and/or teaching
teams, the journey towards enacting the principles and practices towardslagically
sustainalg curriculum was relatively new. One teacher identified herself when she began th
research as drecoskeptic—she suggested:

... being a part of a team that is committed to the ecological sustainapproach has
been a huge step for me, but havingllisake it onboard has helped to make these changes
worthwhile ... we're all at different levels on the continuum and welrpragressing at our
own pace ... [CK]

Some teachers had entered into the research project because there was a member or several
menbers/whole teams whose drive and commitmegrtein response to a strong desire to enact
the potential for developing deeper philosophical understandings, policies and practale

early childhood settings. They had a vision that early childhood gettiould be places/spaces
where environmental and ecologically sustaiealays of living were centred within the
everyday practices. From this perspecthegjucation for sustainabilitywork is inseparable from

and a participation in the everyday cultural/other politics that abound in the comwrasity
Giroux (2000) suggests, pedagogy “in this discourse is about linking the construction of
knowledge to issues of ethics, politics and power” (p. 25). He suggests: it is in ltheofea
everyday culture thatidentities are forged, citizenship rights are enacted, and possibilities are
developed for translating acts of interpretation into forms of iatéiwn” (p. 25). Teachers were
interesed in developing a knowledge and understanding of how their own amdsbtigency
unfolds in the everyday teaching and learning practices that occur in thel&thood setting

that support ‘tducation for sustainabilityin relation to the children, parents/avtau and the
community. A few examples suggest:

... it's one of the ... ecological principles that we've become more aware ofrgauwney
and manaakitanga: caring for people and our environment. As a teatknewledge the
shift in our practice and our philosophy. We've reflected on our valuesurketiefs and
how this shift in thinking is now evident in the kindergarten environment ... @uning,
evaluation, self review processes always are within the context of edudation
sustainability ... we’ve realised that things take time and we will continusview, discuss
and implement new plans with both a bicultural and environment infludibds about
taking small steps and learning with children and families; emapdag people with many
different skils and ideas to come on the journey with [BM]

... an area that really interests me is developing critical and engaged citizenshildrien
and strengthening the advocacy role of the centre ... [CK]

12



It was evident that the research meant different things to different teachem@idaaims in the
project. Although some teachers were at the early stages of developing a philboémaltzdge

and understanding of how they might engage with ecological sustainability, for others, the
philosophical commitrant to ecological sustainability revealed itself at a much deeypel: The
documentation gathered as an essential component of the research data esniplesisigortance
placed onTe Wlariki (Ministry of Education, 1996) as a major support documenteachers.
However, they articulated a number of other influences that determined how they wer
developing their understandings and ecologically sustainable practices in ddhypathisettings.
Several made visible the idea that the Treaty of Waitangerpithed their approach. For some
teachers, a deep commitment‘tdaori” involved developing a knowledge and understanding of
tikanga Maori and its relationships with the earth, the universe. For these teacheas, abaut
embedding this knowledge into the very fabric, the principles and practices, of life analytbie
living in the early childhood settirgthey articulated how this commitment framed their research
journey:

... The research is aboutabti ecological principles, how they’re informing and enhancing a
kaupapa of ecological sustainability the Maori worldview is holistic and cyclic, one in
which every person is linked to every living thing and to the atua, whittieiGods. Nori
customary concepts are interconnected through our whakapapa, wiyictr igenaogy
that links to te taha wairua, whichysur spiritual element, and te taha kikokiko, which is
your intellect or your body and your whole spirit. [PM]

For other teachers, the catalyst for critical engagethanhappened as a result of designing and
developing the physical environment for teachiegms was on occasion the catalyst for changed
practices that initiated or enabled teachers to develop a deeper commitnieit éxdlogically
sustainable research journey:

.. while planning our new outdoor environment we visited several othdelgart@s to
gain some ideas how we wanted to move forward with our environrfand. of the
kindergartens ... was involved in Enviroschools and we became intenedtesl areas of
their environment set up with ecologically sustainable systemsB]. [M

... Developing new premises has allowed us to begin to address ecologteaiatility in
a more serious and effective manner ... [CK]

For one team, the catalyst for changed practices and a deeper commitment happeneit a a res
changes within the teaching team:

... what happens for a change of team, teams have to look inwardly anddatkndnat they
believe, what they value, talk about their philosophy and recreate a eoomderstanding,
and this was at a time when this particular team started tly reabgnge that they had
common interests around sustainabilifyTlauranga Kindergarten Association Senior
Teachef

Yet this was also perceived as a threat perhaps a catalyst for further challenges that included
defining their understandings of sustainabilityhwitn respect and a connectedness with the past,
the present and the future'the teachers’ reflections indicated:

13



. can it be embedded in the kindergarten, in the kindergarten philjgswpterms of
should the team change. Teams will change. Is it songethat has to come with the people
in the team?

... Sustainability today is drawing on the past ... when the team changesgs ¢t lost,
things that have been built up but ... that accumulated knowledge ... I'ofdoxting that
idea of these accumulated stories so that even if the team does change, bmeanwe
build sustainable practices so that they don’t disappear completely becaksewthey
can ...

.. we've seen the whakatauki as past, present, future anddnge of teams and | just
wanted to ay ... each person here represents a team, and then the team represents a
community and it goes back and back ... like in the ocean that goes right badkn'’t |
know how many people we would actually affect in a. lidi]

On several occasions teachers datevas a particulatevent that created conditions for further
productive thought-and new actions. Lenz Taguchi suggests, “through everything we do we add
something to the world” (2010, p. 52); one event is connected to an&bere teachers’
motivation to pursue the what for, why and how would they manage or engage in everyday
ecological sustainable practices with the children happened as a result of aioaxamua parting
gift:

... But it was the worm farm that first started it off, wasn’t it. A trip to tleerwfarm ... it

was all new | think the recycling story. how it started ... Papatuanuku. The recycling ...
[RC]

... we got underway ... when we received a worm farm ... a leaving presentifr@of our
families ... [MB]

Another teacher made connections with her own personal experiences as a way inotongevel
her knowledge and understanding of what ecological sustainability might mean in trentiere
now—and perhaps, the future:

... (the) lifestyle because | first was there in the 70s and you knast Igvel gardening
and just being in nature with children and just doingRenny, RNl

Although the centres often differed in the things that motivated their intarektin their
approaches to ecologitakustainable policies and practices, they all endeavoured to weave their
developing knowledge and understandings ititeir fabric of life and way of living early
childhood education in ways that made sense in their particular conteytwHrne interested in
establishing the kind of culture that enabled wafyseing and becomingcologically sustainable

to occur*naturally in the daily practices (Lenz Taguchi, 2010; Slattery, 2006). The principles of
practices inherent in this approaateas essential to managing some of the challenges as they are
to makirg a personal/professional commitment to being actively engaged in ethicallyideterm
ecologically sustainable practices; as teaximelicated

... Sustainable practice, it's what we do, all the time. [RC]
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... being sustainable is a way of life. It has tardally ingrained in the programme or else it
won't work. For example, there is a high turnover of children andnah at kindergarten.
We are constantly starting from the beginning again[MB]

. sustainability is meeting the needs of current genematiwithout compromising the
ability of future generations to meet their own needs ... and the€s the basis of what
we’ve gone on with from there ... it's now written into our philosoptiy,written into our
strategic plan ..[KM]

Creating and developing shared professional knéedge and personal/team/centhmunity
philosophy that accepted an active engagement with local/global ecdipgitsthinable policies
and everyday practices was central to this endeavour. Identifyirigi¢led (or the“desirg) for
change towards more ecologically sustainable practices was inevitably deteryintte
teachers’ professional knowledge and understandings of what ecologicaiahikta might be.

This, together with their image of what it meant to be a childhér particular early childhood
context, determined how they interpreted and understood the possibilities for ecglogicall
sustainable practice within an early childhood setting. One team Ugeddaning” metaphor to
articulate their philosophy:

... we lelieve that children are like young and tender plants and that we teachers, parents
whénau and caregivers are the loving and caring gardeners who nurture themthamte

and support them so that they can grow into mighty and fruitful treese‘Nea itakahi te

rata.” The @ta which was trodden on by a moa when young will never grow straight, so
early influences cannot be alter§idH]

Slattery (2006) suggests that policies that promote “holistic and ecological nbddeisiculum
dissolve the artificial boundas between the outside community and the (centre)” (p. 216). He
emphasies the importance of “teaching that celebrates the interconnectedness of knowledge,
learning experiences, international communities, the natural world, aritbdifé (p. 216). This

can be interpreted to indicate a dissolving of the artificial boundaries that prehiiren,
teachers and parents/favtau and the community workirgand learning—collaboratively in the
shared endeavour that ecological sustainability demands. Hence, for many athiegti¢eams,
redeveloping a policy or vision statement at the beginning of the research projesintbated a
shared commitment to ecological sustainability acted“guiging light and encouraged thetm
“orchestrate holistic learning experiences thoughtfully and carefullgitté8y, 2006, p. 216) in
collaboration with the children, with parentsAmau and/or with other people/experts in the
community.

However the teaching teams and the teachers within them often understoothistratant for
early childhood education in different ways; another team articulated in theisqbiily:

... children are oupresent and the future ... we aim to provide children with a curriculum
that will enable them to make the most of diverse challenges ingbentrand the future ...
[CK]

The teachers indicated in the ratian#tiey wrote for being involved in the resealddt they were
intent on developing (and enacting) a deeper knowledge and understanding of ecological
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sustainability—and of the ecological systems theory promotedTén Whariki (Ministry of
Education, 1996)

... Global warming is beginning to impact on chddis lives and will shape their future.
Within the framework of our philosophy, doing our best as teachers médressing this

issue within the centre, as well as moving beyond our immediate emérd to education,

involvement in community projects, advocacy and lobbyifdK, 2007

1.3 Te Whariki and other curriculum initiatives as frameworks for ecological
sustainabiity in early childhood education

Philosophies and policies in early childhood education are driven by a combination of
personal/professional beliefs about values about a ranghimajs about (early childhood)
educatior—about teaching and learning, as well as how we know and understand themiorld a
what it means to be human (or nonhuman) living life on pleaeth—from a range of different
perspectives. These are informed bytipalar carefully selected theoretical understandings that
enable teachers to enact their personal/professional beliefs and values inhatapenefit
children’s learning. Fundamental 7@ Wtariki’'s (Ministry of Education, 1996) philosophy and
framework is an ecological approach derived from Bronfenbrenner’'s ecologitainsytheory
(Cullen, 2004, p. 70). Cullen suggests this approach to curriculum implementation confronts
teachers with philsophical and practical dilemmas as they endeavour to reconstruct their
professional knowledge in ways that enable them to work effectively within itegiiains this
approach as “family focused, emphasising partnership with familighentic assessmeand
learning in natural settings” (Cullen, 2004). ¥0-71). However, this research challenged the
teachers to go further than thidt expected them to engage in a process of collective inquiry that
involved making changes to their philosophies, theiriceed and practices in ways that
emphasied the centrality of ecological sustainability within a holistic socioculturaliaem.

An ecological approach was described by one team in their philosophy statement:

. where children are influenced by valuesdaheliefs of his or her family and
society/community in which they live. [MB]

The teachers revised their philosophy and vision statements to reinforce psrtbigl valued
ecological sustainability practices. They believed that a knowledge and undestat different
worldviews were important for all children, their parents andnal—particularly in relation to
Maori as theindigenous peoples of Aotearod€ely stated

... we endeavour to honour te Tiriti 0 Waitangi in spirit and in practice. Weoangetely
committed to our bicultural journey. [RH]

. our vision ... is for teachers, children, and familydwau to learn and maintain an
ecologicaly sustainable environment at kindergarten that will incorporateriMcological
principles. [MB]

. we am to involve (our)selves, children and families in community and global
environmental issues to advocate for more environmentally fyigmectices (for example,
transition towns network, ties with OxfanjCK]
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Although the philosophical/theoretical framewofle Whariki (Ministry of Education, 1996)
provides is highly valued by many in early childhood education, it has often beesetifar the

lack of explicit expectation or direction that it offers early childhood temcim relation to
specific subject/coni# knowledge and practices. However, the Ministry of Education has a
generic websiteEducation for Sustainabilityhttp://efs.tki.org.n2/ that provides guidelines for

all who work in education. It sends a strongssage:

. Sustainability is a critical issue for New Zealarénvironmentally, economically,
culturally, politically, and socially. We need to learn how to liveager to reduceour
impact on the environment so that our natural resources willatound forfuture
generations(year, p. ?)

Such policy documents can be understootivabicles and instruments” of particular discourses
that prescribe what is important if not essential in an early childhood environmesg @/Petrie,
2002).These documentypaint a picturé of the desirable practices that determine what is best or
wise for children and their learning. Although the research did not set out spectficatigertain
how these documents might guide and support teachers (dnhewhibey do) with wdhwhile
ecologically sustainable practices, it is evident that the teachers religly lieaprinciples and
ecological systems theory that underpim Whariki (Ministry of Education, 1996as a basis for
connecting their knowledge, their ideas and aspirations to implement practicegdnse to the
ecological sustainability issues that abound in the community.

The research anticipated that any changes the teachers would make to theipiphilasd
policies would recogse that“education for sustainali” would offer children “learning
experiencesnd interactions in rich environments in which nature has a central place (@@nd) th
builds (children’s) capabilities ative, engaged young citizens (Davis, 2009, p. 228). However,
for many of the teachermvolved, the learning was as much about seeing themselves and
parents/whnauas learners, as ethical and responsible citizens, leantimgugh a'greeri lens
with/alongside childrer-as it was about the benefits to children’s learning per se. This
“comnunity of learners approaths often transparent in their philosophical statements, in their
policies and in the discourses they use to explain their practices. Although the osolresliin

the research differed in the type of centre they were (chéddadergarten, public/private), the
kind of community (urban/rural) they inhabited, there was an expecthadthe teachers would
incorporate and make visible how they would, in their specific environment, irgedjfgrent

and diverse knowledge/s into their philosophies and policies, and consequently into their
practicesln particular, that they would consider how they valuembiVecological principles and
practices and how these might be (re)enacted with and alongside other perspestbreséam
indicated:

... We thought it's really important to us to share the stories and the legends lotal

place ... even the other stories and legends like Papatuanuku and Rangaimyaditant to

pass on the local legends and knowledge of the land and each place has a significance
because of its locality, and it creates an ownership and pride of place for everyane ...
sense of turangawaewae, a place to belong, within the kindergarten coynamohinot
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working in isolation but also working with the commiyniThe community has a lot to offer
and that's[thg] value, being part of it ... This story is about the orca whales who were
stranded olfithe] beach last year and that was a big thing for our community ... [PM]

However, for many teachers, it was theormalised practices and processes of writing
“philosophy statementsind of“selfreview’ that enabled them to ascertain the implications of
“the big picture” stuff (for example, the community, climate change) and bringvéleis to the
fore or identify their lifestyle aspirations and the learning opportunities tleesems offered in
their everyday practices. These processes and practices strengthened the teaching
commitment and supported the teactierdevelop shared visions together with actitemp that
identified the things the team valued in relation to ecological sustainahbéitywould support
them to implement practices identified as relevant to children, parentgnamhand the
community.

In another instance, the teachers articulated connections betiiaethey were doing in relation
to ecological sustainability practices with the National Heart Foundation of Nealar#tl's
initiative that acknowledges early chilabd education’s commitment to sekire health practices.

Teachers consistently identifiedinks” with Te Wiariki (Ministry of Education, 1996)In
particular they used th&learning outcomésto explain the things that children did and the
learning thatmight have occurredn particular, children’s developing relationships with people,
places and things (for example, celebrating Matariki as part of their annuadgsaxnttheir daily
recycling and reusing paper practice§g Wiariki's (Ministry of Eduwcation, 1996)specific
learning outcomes contributed to teachers’ ways of explaining how they enabled chitdren
contribute positively to the environménfThis also involved teachers writing vision statements
and/or policy and developing their philosophy statements in response togrmesihnections
with family and community as part of their strategy for addressirenvironmental issuésin
several instances, this highlighted how they worked with the commumiityin the programrmie

For one centre, the local community had established a recycling centre that becamertmimp
place of motivation for the teachers and children. For other centres, the (addedjiamspame
from their neighbourlyEnviroschools"—several centres had awasihning Enviroschools next
door whilst some were already “Envirokindergartenshis often had the effect of enabling the
school and the early childhood centre (often a kindergarten rather than a childaaggteditiild
reciprocal, if not collaboratiyevorking relationshipsAs one teacher articulated:

... our local school hosted theaRVhakanghau last year and we were invited to participate
... [we havé a really close relationship with our school, they're our neighbour ... réney’
right on our doorstep ... for us it wakat acknowledgement about being part of the
community ... being engaged ... that was incredibly valuable for us ... iteegsrocal, it
was wonderful ... [PM]

The 10-year strategic plan (Ministry of Education, 2002) describes ehilghood education as
“a muti-disciplinary field that draws on knowledge/s from diverse areas” (Dalli, 2008, g. 173)
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something that is consistent wilte Wlariki (Ministry of Education, 1996)Understandingle
Whariki as “a weaving (wiriki) of experiences that are not subjpouind but arise when ...
teachers are able to draw knowledgeably on insights from others with whom theydenightp
collaborative relaonships” (Dalli, 2008, p. 173) with teachers/parentafvduand others beyond

the centres evident in this TLRI researcis Dalli (2008) reinforces, teachers understand their
professional role as including “being part of the community, making links with schools ... and
making use of valuable community resources’role that actively suppart'the life of the
community” (p. 182). This being part of the community and making links with schools is also
about making connections between the learning that is valued within and across thesg diffe
contexts—and in society generally.

1.4 Resourcing—developing ecological sustainability know-how

Knowledge has the power to produce and change action. Having what is referreddorgsrd”

or “subjectspecifi¢’ knowledge, that is, knowing something about something, being informed or
having a depth of subject knowledge/s has been identified by sewdyatldllhood researchers
and writers as being essential to enabling teachétgrawide children with a curnidum” that
enhances teaching and learning in early childhood educaterfqr example, Cullen & Hedges,
2005). Learning and teaching ecologligasustainable practices is no different; developing a
knowledge about, for example, global warming and/@oiilecological principles and practices
enabled teachers to identify policies and relevant practices innsesgeor some teaching teams,
developing an idepth knowledge was focused explicitly on building their knowledge and
understanding of tikanga adri ecological principles and practices

The teachers sought to resource their professional knowledge and practices in mafivmalys
that included a range oéXtracurricula@’ activities:

» attending workshops: Yoga, Edible Foods or Sustainability asra Tea

* consulting and collaborating with the kautmé or other representatives of the local iwi

* working collaboratively with more expert others in the commurfity example, working
with parents/whnauwho were expert compost makers

» developing working relationships with neighbouring Enviroschools

* participating in wholegeam/Kindergarten Association relationshigilding days that
involved ‘beach cleamup” experiences

* contacting other eco-friendly groups in the local neighbourhood.

Consulting with others wagor some, an integral part of puzzling over the meanings of concepts

in ways that would enable them to develop more depththey indicated

... Papatuanukis another real strengfin our] philosophy. That at the moment is in draft
and we're discussing it because what does the wider conc&apaftuanukidmean; we
could say Mother Earth but there’s a wider concept to it and we need kowitor all
whanauand with our local iwi about what does that mean to them? [GB]
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... the families that are in our community that are going the extrawitpno-dig gardens,
and being selfustainable and environmentally sustainable ... that has become deeper to
me, andmneans a lot ...

However, how teachers in early childhood educatipaliticise’ their approach to curriculum
philosophy and theory (that is, how they take into aceewnd they did-the nature and
evolution of, for example, capitalism’s consumer and exploitative culture (Rey26I@4) is too
often left up to particular teachers/teaching teams. This involves going beytiedhaicist
approachto both policy and practices (Moss, 2007). As Moss (2007) em@sasis

“democratic participation (and in the context of this research, it is impordtbe, a less
consumerist and exploitative democratic participation) is an importantriamiteof
citizenship; it is a means by which children and adults can participatethihs in shaping
decisions affecting theselves, groups of which they are members of and the wider society”

(p.7)

From this perspectivé @reeri as in an ecologically responsiyej)tizenship can be understood as
a matter of developing community spirit as well as about being a responsilesérconsumer
(for example, encouraging and iaig parents/whnau to buy ecefriendly goods Fair Trade
coffee or light bulbg)and other sustainable practices (for example, saving power for theofood
the environmentas well as for personal benefitdreed family/wlnauelectricity bills) As one
teacher stated:

... thereis no question that to live sustainably we have to reduce consumybtiondo you
do this with kids who are bombarded with messages to consume, who regularly confuse
need and want. [CK]

Moss and Petrie (2002) suggeghat children’s “spaces—they use“spaces as a deliberate
strategy to avoid the neoliberal languagés#rvices—can be (or often aréproducts”of public
policy; that is, they are institutions, often “with narrow poliagendas (e.g. learning goals,
readiness for school, childcare)” that result in a narrow curriculum focus witbwn&arning
opportunities for children (p. 110). It is evident from this resednelh many early childhood
teachers are endeavouring to offeore than this, to be innovative in the way that they interpret
curriculum, the way they interprefe Wiariki (Ministry of Education, 1996)and in the
philosophies and theories they drawto ensure that opportunities for dynamic, vadamened
learningand teaching happesfor children, parents/wdmau and teachers. The teachers in this
research are endeavouring to be the kinds of teaelteysare able to (re)enact new kinds of
education for sustainability that, &amuelssomnd Kaga (2008) predict, “...can help prevent
further degradation of our planet, and that foster caring and responsible citizens genuinel
concerned with and capable of contributing to a just and peaceful”w@ld®). A teacher
indicated:

.. we have high expectations of the children, even our very young toneare for our
resources, tidy, take responsibility and this is an area that | weally ffike to continue
working at, looking at alternative pleasures, like the joys of receividgiaing an item with
a history attached to;igiving homemade presents .[CK]

20



15 Identifying principles important to teachers engaging with education for ecological
sustainability in early childhood education

Although the centres developed tses specific to their early childhood setting and lloca
community, there were a number of recurringuesevident across much of the research data
that stood out as being of import&or significance in regards to developing peophiesand
policies pertinent to education for sustainabilityn practice These are:

* establishing anéthic of caré

e connecting with nature

* “reducing, reusing and recyclinggsources
1.5.1 Establishing an “ethic of care”

Often, different members of different teaching teams had different unddmsgs of what it
meant td*caré for the environment (self and otheRpr some, caring meant childrerisharing
with each other or caring for nature (growing vege®higking care of animals). Others who
were aware of thébig picturé stuff sought meaningful ways of making sensdaw an early
childhood setting could be (pro)actively engagetintaking a differenceto the way we care for
either our human selves and others or our other-than human animals, places and things.

Moss andPetrie (2002)use the ternicaré€ to refer to “@ ethic, applicable to all practices and
relationships within a children’s space ... (to) foreground responsibility, competienegrity,

and responsiveness to the Other” (p. 11%}the context of caring for ecological sustainability

the Other is intgpreted as all other humans (people) or that that is -tlheshuman—animals,
places (the local/global environmentas well as all nonliving things in the world. Mosand
Petrie quote Readings (1997) to sugd&gtildren’s spaces have the possibility of being a ‘loci of
ethical practice$’ (p. 155 cited in Moss & Petrie, 2002, p. 115) that foster an ethic of care of all
living/nonliving things, places and spaces. MasdPetrie(2002)suggest this approach implies a
“consciousness that relationships gmdctices that arise from being a collective setting are not
just technical” (p. 115). From this perspective, the traditional practicesraxample, caring for
animals, growing plants in an early childhood setting or integratanigng forPapatuanukucan

be understood agechnical. Hence, perhaps keyuestions of provocatidrbeing asked, if not
revealed, in this research might k&) What makes these practice(s) ethical? @ndin what ways

do they contribute to the principles and practices of education for (local/global) eablogi
sustainabilit As one team articulated:

... we are committed to education for children and parents about and fowtrenenent ...
we want children to see caring for their environment as being a natucalsprand pé of
their lives ... [PM]

The teachers were somewhere on a journey that would challenge tlregtate arf ethic of
car€ that, in some way, recoged the dynamic interplay betweeradfi/Pakeha perspectives as
well as the micro/macro: the interstitial (in)between spaces that exist betweearlhchildhood
setting, the community and the wider (local/global) world (Lenz Taguchi, 2010Yethic of
caré as an everyday practice, irelation to local/global environmental and ecologically
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sustainable concerns (and practices), can be understood as an exploration of the complex
relationships between people, places and things. From this perspective, coming to know the
(non)natural world, “is as much a matter of feeling as of concepts” (Hinman, 2008, p. 319); it
involves a deep connection with, and a coming to know the (non)natural world in ways “that do
not involve domination and mastery but rather harmony, balance, and peace” (H2008, p.

319). As one teacher exclaimed

... it's that wonderful ecological fedBM]

... the turning point waMatariki. We learnt about and celebratddtariki ... This strongly
encapsulated our views and approach ... [MB]

However, integrating environmental education/education for sustainabilityhetpdlicies, the
curriculum and in the practices of early childhood education is not witteoahallenges. Sobel
(1999) caution that expecting young children to engage with ecological isSpesnaturely
cultivatesa culture of fear that results in cutting children off from possible sources of btrelegt
advocates policies and practices that foster what he believes is children’s napatiyewith

nature. However, many of the teachers worked collaborativelyahitdren, parents/wamau in
thoughtful and careful ways that enabled children to engage with complex issues about nature,
about the environment and about ecolodycalistainable ways of living that were meaningful to
them They were motivated by the intent to, for example:

... involve children, families and teachers in advocacy for child, faamtl environmentally
friendly policies and practices [CK]

... we want children to see caring for their environment as being ahatacess and part of
their lives. [PM]

1.5.2 Connecting with nature

An emphasis in the curriculum on young children learningcare and respéctfor the
environment or théwonders of natufeis not new (LewirBenham, 2006; Rosenow, 2008)is

an emphasis that is often driven by a belief an imageof the child—that suggests children
have a natural tendency or affinity to bond with nature or because nature has so muci to tea
them (Sobel, 1999). However, more recently, for many, an emphasis on nature has aaisem bec
of: (a) a concern for enviromental issues that affect all our (local/global) liveshildren’s
included (now and in the future}-and are a result of our (local/global) human activity; the
earthquake in Haiti being the most recent exapatd p) for many writers, a concern that many
children—as well as many others in our communities/soeiedye, for a number of reasons,
disconnected from the natural world and that this disconnection has detrimenttd—efibe
individual health and wellbeing as well as the health and wellbeing of the communty/ sox

the environment (LewiBenham, 2006; Louv, 2005; Nimmo & HalleR007; Rosenow, 2008;
Sobel, 1999). Louv’s (2005) popular awavdhning text,Last Child in the Woodsuggests many
children today experiencaaturedeficit disorder"and calls for:
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... a new ‘wonder land’ where the wild things will be: a new bacthéland movement
another future, in which children and nature are reuntad the natural world is more
deeply valued and protected (Louv, 2005, p. 4)

Although Louv (208) here promotes a somewhat romantic imagdéhefchild of nature”, a focus
on childrer—as well as teachers, and parentafidu—(re)connecting with the values of
“nature”, the natural world, the environment, the world of Papatugnokueaningful ways was
a big focus for many of the teachers/teaching seton a number of different ahdynamic
reasons that included:

... Whakamaa, respect, a mutual respect between tamariki, children and the envitonme
Early experiences with the natural world have been positively linkegdthe development

of imagination and sense of wonder, as Kobb suggests, through theseeprabildren
learn about giving back to the earth. They see the cycle of growth in practioal ter
Whakamana, we aim to create respect, a mutual respect for tamariki, therghaldd the
environment. Children develop a sense of mangeM]

... Kaitiakitanga, is lookig after places, things and people. We have observed our children
gain a sense of pride and respect for our kindergarten environment. We lileliewhen
children have the opportunity to engage and care for the natural enviromeentil gain

the skills knowledge and desire to care for it in the future. The environment thitde
teacher... [PM]

... hature helps children develop powers of observation and creativity aicisshse of
peace and being at one with the world ... The concept of a punararaaugrowing a pool
of knowledge about the worlfPM]

. over time we've made a conscious effort to naturalise both our indoor atdoou
environmentsWe’ve noticed the difference in the children’s play, in this area. Téemdo
be more engaged and it seems to be more of a calming environment. [PM]

... the natural environment stimulates social interactions betweédrerhi Tuakana teina
relationships provide a model for buddy systems and older or more expertausdtp that
guides a less experiina ... [PM]

.. We just believe that wherever there’s harekeke, theiipisna and dpuna need people
around them and they need people laughing and enjoying themselves and being good to
each other because that's what ttiguna do for us and so we just bebeahis place is full
of tupuna who are looking after us and enjoying the children laughing ankchglagd
singing... and actually being near the harekeke, or maybe it somefish@s the harekeke
... (BM)

... hature is not something we can own, we are arrdbove the environment and have a
responsibility to use the resources in a way that doesn't damage/dtem as a whole ...
[CK]

Nimmo andHallett (2007) reinforce the power of the natural world. They note, environmentalists
“dream of spaces that belotoynaturé to emphasise the importance of having opportunities for,
for example, purposeful gardening for children in early childhood settings. Thygest the
garden can be understood as a “unique ptacéamiliar place tamed by humans to serve social
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purposes such as growing food and meaningful cultural relationships between the work of humans
and the complexities and unknowns of the natural world” (p. 32). Developing a love of and
commitment to purposeful gardening as an everyday sustainable practiag of life, of health

and wellbeing, that involves teachers, children and famiat (inside/outside of the early
childhood setting) working togethevas fundamental for many of the teachers:

... kids deciding that, yeah | can do real work, not dramatic plaf atuhe time, | can do
real work ... areal garden ... and then they go out and get the veggies for t§R@pw

... one dad rang me up and he thanked me for making him get outside orenigiaive to
dig over a vegetable garden which they’d never had before but his daughted veaptant
all her vegetable plants and now theyé a regular vegetable gardgBB]

... we always have available pots and ... a range of seeds and children go ang pieds
whenever they want so planting happens individually ... and within @etable garden ...
[GB]

... our vegetable gardefiard alwaysa source of food which the children use and also we
have that free ‘anything extra goes’;amau are welcome to take [GB]

Bates andTregenze (n.d.) emphasise that the shift from environmental educatiards
“sustainability education has a broader context of empowering people to take resporsibili
making informed decisions towards a sustainable future” (p. 1). They suggest that altreough t
lifelong-learning approach that recages birth as the starting point for crucial learning, this has
yet to happen in relation to education for sustainability. Davies et al. (2009) stigdasation

for sustainability in the early years has “the potential to foster secigironmental resilience
based on interdependence and critical thinking ... for livesacherized by self respect, respect
for others and the environment” (p. 113). For one teaching team, an incipgveach that
recognied an image of théinfant or toddler as learrderand the relevance of ecological
sustainable practices to their liveasfundamental. They:

... view infants and toddlers as powerful and enquiring learners andias aembers of
the centre community who have much to contribute ... caring for each ththierlittle acts
of kindness, helping, having high expectations efaaconscience. [CK]

For many teachergevisiting their understandings of nature and the environment involved
increasing their understanding of what it meant to develop deeper arf®ounterstandings of
ecologically sustainable practicegor teachers parents/whnau and the communitythat
fostered both a love of and a care and concern for nature and the natural world:

... we looked at our philosophy and also reflected on how central and vitaiudauku is
to ecological sustainability ... if we look after and resgeapatuanuku, she will look after
us [RH]

. we want them to just think about being in the bush ... we've been able tp tm u
kahikatea trees and hug them. But this is us starting to look at diffdeeets that we can go
to ... I'd like to take them to # ... bush right here in the middle of town and there’s
kahikatea in there .[BM]

24



Several of the teaching teams actively integratingdiMapproaches to environment” into their
practices sought new understandings about Papatuanuku that enablei theerimvolved in
sustaining different knowledges about the world. This involved the teachers finding out about

. our mountain, water and mee ... celebrging] Matariki, locafing] and [using
resources that support tikanga within the curriculum. [CK]

... by learning about Rakinui/Ranginui and Papatuanuku we carrangpi children and
whanau to consider making ecologically sustainable chojEg4]

1.5.3 Reducing, reusing and recycling resources

Recycling is a big area for education for sustainabilttys responsive to both government and
local governing body initiatives to encouraggood citizenship through ‘reduce, reuse and
recyclé prectices as a way of encouraging everyone to consider the impact our humaresctiviti
are having on the environmertind on climate change (Young, 2007). Selby 808 critical of
those who suggest education for ecological sustainability is about ecolagistlinable
development (often referred to as ESD) as it is more appropriate, he suggesssribe deas
“ecological sustainable contractiofrather than development) as a way of acknowledging the
urgency td‘ pull back—be responsible with, take casEand use less of the wortdnatural/non
natural resources. Young (2007) suggests, “it would be irresponsible for us not to share this
information with children, to give them the opportunity to learn how their aciiopact on the
health of the planetThis knowledge enables children to learn how to be part of the climate
change solution, and teaches them that they can make a diffe{pnc®’ However, as one
teacher indicated, it is not without its challenges:

... | continue to find it a struggle toake complex and potentially scary issues accessible to
children in ways that give them the opportunity to engage asmbnel. My main way of
doing that is to complicate their thinkjrwhen the opportunity arises [CK]

Another teacher indicated:

... we're fdlowing the principles of reduce, reuse, recycle and we've also added eoaserv
something we look at as well ... there’s ttiging the practict ... that we put ird place
that are sustainable ... [and therggstting the advocacy out there, talking to thddren
about it, talking to the families about it. Explaining what it is, what iemseand the
importance to the environment, to us, to future generatiofi€M]

. it's not just about recycling and reducing waste, jbou how it impacts on the
envronment ...[KM]

As is evident, engaging in ongoing critical reflection to examine their philosophidsfistend
values added depth to their understandinggoadening their outlook in the processes and
practices that enabled young children to be activ@plved in these complex issues, as the
teachers readed:

.. reducing the amount of rubbish by choosing products for the children’sboxes ...
also, changing the type of packaging. It is one small step towardsommentally
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sustainable practices but one that we can easily see results from. It is plagmtb start
for us to feel we are doing our bit for the environment ... [KM]

... as a team we’re now into the recycling, reusing, wémg sort of mode and the thing is
thatit's recycling with allthe sarts of paper—not just your usual recycle that you put out in
the garden or at the gate for your council to collect but we’re becowrstly conscientious
of just scrap paper. The children are now on board to put that to one gide aecycle that
and wére ... taking it further and further. [GB]

Having a knowledge and understanding that informed teaching and learning practices was a
important for many of these teachers as it was that doing something cowddanthference,

albeit a small step. They sdugthe knowledge and understandings they needed to inform the
decisions they made about changed practidesone team explainethey were keen to reduce

the:

... level of rubbish production at kindergarten and to help ouinatnthink about the
choices they are making for food storage/preservation coming frora fiRhfj

Teachers reiterated their knowledge and understanding to paramiginto ensure that thetpo,
understood the ecological issues at stake:

. packaging make up 50 percentof all the plastics in landfills. As plastic is not
biodegradable, this is creating a massive rubbish problem that willonaivgy, it will
remain a problem for our children and grandchildren ... [KM]

Sharing this kind of information with pents/wlanau rationalised the changed practices they
expected parents to make in support of the practicagduoice, reuse, recytleubbish within the
centre. For examplélitter-less lunchboxésrequired parents to use alternative wrappings/storage
processesiitheir children’s lunchboxes.

As is the tradition of early childhood education’s integrated approach to curriculunegbtal,
2009), the strong emphasis teachers placetireducing, reusing and recyclings an integral
component of the everydayregulum practices resulted in a variety of experiences. These were
integrated within/across the learning environment, within a range of curriculas, éneways

that permeated the culture of the cenfréew examples include:

... this is the recycling rowvhere the children learn which things go into which bins ...
.. the rubbish ... collected was sorted and made artwork out of

.. we did the wearable arts ...

.. we incorporatéyogd into our mat times ...

.. making our own recycling ... our recycled paper ....

.. thechildren helped set up the worm farm ... we collected some juice fromaooor farm

... we keep the worms moist so the worms don'’t dry out ...
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... we made up a chart of daily chores ... planting ... watering the gardenlimggyaper

... they use the shredd&y shred thdused paper ... they put it ithe barrel then its put
into a brick maker and it makes solid bricks ....

... we've ... had this recycled sandpit shed made, and a parent hasstaitgpentry shed
out of recycled wood and corrugated iron ...

. we dn't use plastic bags anymore, we provide cloth nappies, we garden, compost,
recycle, children bring largely rubbidgkee lunch;we buy less, use our local supermarket as
much as possible, switch to estore cleaning products, bulydir Trade’ products ...

... we discussed the elections with the children and they made a bannemanplosters for
display that included their ideas of what was importantcfaldren and families, ra we
displayed that ofthe road so that the cars could see ...

... [we wall to explore the local park ... and the shops and community and library ...
1.6 Conclusion

This chapter has provided an overview of teachesgces gleaned from the research data that
provided them with opportunities to articulate the philosophies and approaches that theydproduce
as they strived to put in place policies and practices in support of environmental
education/education for sustainability. Davis (2009) noted that there has beenediétirch
published that recognises “young children as agents of change around suisyaiwalit can be
called education for the environment” (p. 235). Although children’s voioesraisible here,
what is visible is that the teachers in this research were working towards &ady had a
sense of what this meant in practice) developing an image of themselves, then cnildrthe
parents/whnau as “advocates for sustainabilityand as“agents of change Although their
knowledge and understandings w@fhat SirajBlatchford (2009) refers to as a “radical
engagement” in adtation for sustainability might entail in practice has grown throughout the
duration of the project, its not without a feeling sometimes that this is something tHabas

big”, something that is overwhelmingly difficult to get a handle on, to makiéeaethice. Yet tey
recognie that journeying as a life and way of life centred within a philosophy that fosters
ecological sustainability policies and practieesver time and across spae€is inevitable and an
ongoing collective project with lots of litlsteps along the way. This is best surmised through
teachersvoices:

.. it feels like we have only just begun as we all learijwe arg continuing to internally
review our practices and environment with a green lens ... more netgonkth New
Zealand and worldwide to gain and share ideas that can improve practice(s) iloadacat
sustainability ... we have talked about using our local environmerg foorteaching and
learning based on our research from forest kindergartens in E{iPdjile

.. we were thiking about ... how can we support others and certainly it's only an early
journey for us, but a little about spreading that, and so ..pwtea proposal together ...
about developing an education for sustainability policy, and thaits early stages but it
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just brings that to the fore and also engaging our other kindergartens andayhae can
support[then] in practical terms really ... putting ourselves out there a little more than we
might've felt we were comfortable about doing Sehior Teacher, Tawaadindergarten
Association

... The concept of whakawhanaungatanga, a sense of community; througiutigechild

we have the opportunity to influence change in family and community beinakio
involving, connecting and educating them in an environmentand environmental
awareness and sustainable practices; it is so important to create a $@isagifg, a sense

of turangawaewae, within the kindergarten community, and wokimg in isolation. The
community has a lot to offer that we value being a part of. Whakapagmaj §&nealogy,
links us with the whenua, our land, moana, our sea, and culturalptengerking with
family and whinau And our @peha, the children’s genealogy and where that comes from
increased our connections, relationships and valwimg people are and where they come
from. Children see adultsltdng and connecting with each other which gives them a sense
of mana and pride. [PM]

2. Te Ao Maori

Knowledge that endures is spirit driven. It is a life force connected to all Géhfartes
(Meyer, 2008p. 218)

Ancient Te Ao Miori epistemology is whakapapa layered, the domains of Te Ira Atua (godly
element), Te Ira Tangata (human element) and Te Ira Wairua (spiritual elemémgrammven
multidimensional merging Whakapapa (origingjonceptually embody Bbri perceptions of the
relationship of the individual in connection to all other thirlgs a kaupapa attained and realised
through Miori pedagogical processes, one which acknowledges a whakapapa that coanects M
to all things that existni the world: “We are linked through our whakapapa to insects, fishes,
trees, stones and other life forms” (Med®96,p. 211). Knowledge of whakapapa establishes
one’s turangawaewae, a place of belonging connecting mokopuna to tup@anauyagi, iwi

and whenua, and to the universe. Mokopuna are the imprint of their tupumauyhap and iwi
(Ka'ai & Higgins 2004) Maori knowledge, values and beliefs are bound in thecpzative
purakau/Maori reality. It is a narrative that highlights qualities of integrity and relatedness to
Ranginui and Papatuanuku, to an intertwined spiritual and cultural relaponghinatue. It is
within these embedded energies and aspects that Tead dtological principles reside.

Seers and sages of our Polynesian ancestry from past centuries had al@adyeatisthe new
concepts of the universe being promulgated ki 20ntury physiists. Maori Marsden (2003, p.
65) a Miori tohunga/seer highlights an important difference, that ofarivvorld thatrecognises
“three realms (the three baskets of kfemge) as an integrated whole, the basis for the holistic
approach of Mori to his enwonment”. Within the three realms of the three kete (baskets) of
knowledge (Tudea, Aronui and Tuari) is encompassed addri worldview thatincorporates a

! These were previously discussedi@Ahutang o Toku Whnau(Rau, 2002)
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complex matrix of relationships inclusive of land, rivers, mounidaises and seas d@spuna
(ancestors). Rituals of reciprocity underpin this interwoven interconnectedviassdén, 2003).
An indigenous Mori worldview also aligns sustainability with hauora (holistic wetlgeand
balance with the natural environment) and rahui tapu éwasgon). This evolutionary
framework positions social, cultural and ethical values amongst &ag iwi as potentiality
towards caring for each other and our planet.

Relevant to this in Aotearoa is Te Tiriti o0 Waitangi which acknowledges the urgt@immship
Maori have with the environment. ¥bri are guaranteed the undisturbed possession of their lands,
forests, seaandfisheries and promises that the Crown will uphold thedsetiérmination of tribes
over their lands and taoadtreasures). In the spirit die partnership of Te Tiriti o Waitangi
Maori are integral to managing and developing an appreciation of the natural envirsnment
spiritual significance and its importance in maintaining cultural identityrstiéa (2003, p. Xiii)
articulates the world dseing “rhythmical patterns of pure energy”.

2.1 Kaupapa Rangahau

Our concern, therefore, should be to pay attention to how this fabric is woven, and the
nature of our place within it. (Marsden, 2003, p. Xiii)

The kaupapa of this section reports kairangafteacher coesearchet$, tamariki and whnau
korero in response to a key question which askkxv might Miori ecological principles inform
and impact upon the progression of sustainable outcomes for teachers, children arai’wvh
Navigating through Te Ao Bbri to identify thoseprinciples and mactices, kairangahau
endeavoured to build and strengthen knowledge and understandingsioof édological
principles to further develop and/or modify learning and teaching roteséd on suainability.
The kairangahau focuseslidated andhighlighted indigenous worldviews, potentialising re
narrativising illuminations in facilitating shift towards the visibility and validaid Te Ao Miori
(Rau & Ritchie,2010) Te Tiriti early childhoodbased services in Aoteardiew Zealand exist
within the tensions of colonised boundaries. This research projeetigatiates the spaces as
potentiality for counter colonial narratives (Rau, 2008).

2.2 Theorising Te Ao Maori ecological principles and early childhood education

Some kairangahau in configurating possibilities for enhanced global environmeraaiatikty

in early childhood education initially approached integratiripiilecological knowledge beliefs,
values and ystems with diffieence. Service/centre ¢esearchers articulated themselves as
representative across the continuum in terms of Te AoriMecological domain knowledge and
understanding sustainabilitiNarratives gathered fromakangahau, tamariki andhanau are
reflective of this:

| think there is a natural &bri kaupapa around the sustainability project at CK. We don't
only educate about manaakitarjgare of the landbut also about whakawhanaungatanga
[care for people [CK]
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We still need to do a lot of work to realtyake bicultural approaches a living/breathing part
of the centre. At the moment it takes conscious effort to make progrss area.. [CK]

The focus we have on education for sustainability has naturakiyecrekaitiakitanga and
manaakitanga with failies, children and teachef®M]

If we hadn’t had the challenge of bringing in @dvi component to the project, it just would
never have had the depth, the emotion, the identity and the wholenessdtimigwie Ao
Maori has accordedRH]

Papatuanuku is the Earth Mother, and the things we get from the EartarMothwhat we
call theGifts of PapatuanukykKm]

2.1.3 Mai ra no—ancient futures

Mua Te Whaia, Muri Te Taea
Using the past to describe the present
(Te Taura Whiri i Te Reo &bri)

Durie (1997) uses the above whakatauki to introduce the significancaasf Mcosmological
theories. Reconnecting to the ancient narratives is to traverse time:

The classical narratives take many complex shapes and turns before arriving at t
whakapapa or genealogy of human beings. Buck (1949, p. 433) cites three diatiext
which follow in sequence: the creation of the world (cosmogony), the creation of the gods
(theogony), and the creation of human beings (anthropogeny). (Durie, 1992) p. 14

Te Ao Maori ancestral interconnected relatibips comprise embedded reciprocal
responsibilities, a conscientiousness to uphold the wellbeing of individndlghe collective.
Maori ecological principles are sited within these mutual responsibilities, #&ixmaf
interdependent relatedness and answerabilities. Kairangahau across the courtripltiuk@ast,
searching Te Ao lbri knowledge and understanding. One centre in particular posed themselves
a research questioBy learning about Rakinui/Ranginui andyfatuanuku can we inspire our
children and whnau to consider making ecologically sustainable choicfRR] These
kairangahau shared their praxis:

We consulted with Huata Holmes, our kana, for guidance, expert knowledge and
inspiration. The Southern adri perspective offlavour is impor@ant. Lee Blackie, our
Senior Teacher, accompanied Huata and gave us a practical aspect that could sit side by sid
with Huata’s ideas. In order to add authenticity and depth we arrangedidta t6 come
and narrag his southern mythology/stories/purakau to the children andnawuh
(Communication/Mana Reo Goal 3: hear a wide range of stdre®Vlariki, page 59) as
told to him as a child by his grandmothers and great grandmothers @olisti
Development/Kotahitarig recognition of the significance and cahtrtion of previous
generations to the child’'s concept of sélf Wlariki, page 41). Huata'sdkero was
excellent and by working together we have achieved more of a shared amndiegst He

told of the great wakaf Aoraki coming through the sky down to the South Island. He also
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used the waiata Hoea te Waka to support éiierb. This has become a real favourite. His
korero has supported our teaching of the importance of Papatuanuku in cRKEs

Huata's irtergenerationaldcero is specific to Sahern haj and iwi It is also reflective of Mori

pedagogy, the seer sharing his wisdom in retelling a narrative gast generations. Kaatua
are uniquely positioned in Te Ao adri, they are recognised for ihestewardship of iwi
narratives:

The old people were never put aside. They were the professors, teaobfinvaori
education in all fields. At a very tender age we would be taught about thedsés many
functions. We learnt to be in awe, topest, to honour and to be very gfat. The sea
yields good and healing for the body. We were taken to the sea to studgriliesigns of
nature applying to the very safety of humans going out to do-skfishing, to watch the
seabirds and to listeo their noises, to watch the cloud# the sky is clear, you are quite
safe; if the wind is more vigorous, make for the shore. (Edward§, p992)

The Te Wlariki (Ministry of Education, 1996) Te Tirdbased pdanership approach celebrates a
collaboration in which Te Ao Bbri authenticiy is valued as a source of inspiration in early
childhood teaching and learning. Collaborative negotiated stories asissatagcted have the
power to be transformative, especially in reshapVegstern research cultural spaces intaohi
research cultal spaces with explicit ®ri meanings and constructs (Ka'ai, 2001, p. 220).
Huata's narrative igepresentative of the dettive knowledges of indigenous peoples, oral
traditions ensuring that these knowledges have been sustained over time, and tbes tlasrafe
integrate new knowledge, it is we who give it life that it may sustain life” (WeBliex, 2001,

p. 169).

Kairangahaurom different centres were proactive in finding multiple pathways for t&iriar
engage with the cosmological narration:

We began by telling a simplified version of the story of Rakinui/Rangind Papatuanuku.
This was done at mat time ugia piece of paper folded into three parts horizontally. The
top part was coloured in with blue pastel in front of the childrem, guressed that it was the
sky. The bottom part was coloured in brown and the children guessed thaevgsotind.
The middE part was not initially shown but was described as a dark, wetsiticao light

or warmth and this is where the children of Rakinui/Ranginui and Pay&udved [RH]

Children play with natural materials and hear/tell stories about thiral enironment and
learn about caring for Papatuanuf{RC]

We had been planning an excursion to a local beach, partially to collect masanadces for
creative work back at thkindergarten. The day before, we talked to the children, at mat
time, about thegifts of Papatuanuku and how we should show respect while gathering
resources. This was begun by a brief relating of the creation story abwWRdpatuanuku

and Rangnui were separatefKM]

| think this is evident in attitudes towards care/guardianship of the—eaomposting and
gardening/harvestingCK]

The creation narrative, it's the foundation of everything we’re djRig]
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The classical &ero pertaining tdRanginui and Papatuanuku created significant links to Te Ao
Maori, kairangahau and tamariki from centres forging new relationshigseaperiences with
Ranginui, Papatuanuku andangtua. This validates 8bri connectedness the whenua, stating

its relevare in shaping thinking and actions:

By teaching the children about the importance of looking after Pap&iwathey are
learning, thinking and teaching others about the conservation pastéiction of the
taoka/taong of theland. The whenua is of utmashportance in the production of food,
which affects us all. It is about our wellbeing. This is empowering tidreh to learn to
become the kaitiaki/guardians of the lafiRH]

Like the team at Richard Hudson Kindergarten, many of the kairangahaeddie Ao Mori
inspirations from the past to position themsshin the present whilst looking forward to the
future:

Talking about the Earth as an entity (Papatuanttke Earth Mother) and the Gods who
are guardians of various areas, such as the forest and sea (Tahenginda) gives the
children a concrete focus for caring for the environment and alblithings in it [KM]

Papatuanuku (Earth Mother) and Ranginui (Sky Father) look after adl. athe sun, wind,
rain and air look after the plants that look afts. We are nurturing our tamariki to look
after their environmenfHW]

Photo 2.1 Tamariki at Hawera Kindergarten weeding raised garden beds [HW]
2.3 He arahi tapu—sacred pathways

Journeying within Te Ao Nbri is to experiencéwairud, an upliting of spirit or “hau, (the
breath of the divine spirit). the source of existent being and life. Maurthe elemental essence
imparted by Wairua” (Marsden, 2003, p. 47). Mihipeka Edwards upholds liaikaaro* wairua
emanates from the beginning of time and never changes. Everything and every persoruhas wai
and mauri—your spirituality and your life force—they are something you are bdrh(iv@92, p.
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55). Wairua symbolises thegsificance of intertwined relationships and interconnectedness to all
things. Rangihau (1978ijted in Ka’ai & Higgins, 2004, p. 22) states that:

... throughthe centuries the Bbri has been close to natureedple who live in this way
apply to nature and to things around them this feeling of aura. In theotadaori, they

give everything a mauri and this takes them into the world of conservatiobeagl very

much aware of the environment and how much they owe to their environi@erthey do
not createan imbalance.

Kairangahau shared narratives from their centres that spoke of wairua, of deepeiwtships
and new insights towards conservation:

Papatuanuku (Earth Mother) and Ranginui (Sky Father) look after adl. athe sun, wind,
rain andair look after the plants that look after us. We are nurturing our taintarikok
after their environment. In caring for our natural environment, therikinase developing
respectful relationships with nature whilst nurturing their heaitbllbeing aad wairua
(spirituality/soul) within The children freely interact with our garden to express their inner
thoughts and emotions. Sadly, we lost our pet rabbit, Misty. The childssnonr pet rabbit
and often pick flowers from our garden or theirs andtt®m on the ground by Misty.
[HW]

Again the Mori cultural, spiritual element helps to make the ideas relevaimidren can

understand about rubbish being bad because we need to keep forests, ygadedvehe

seas clean. It also becomes an holistic concept as we are not just talkiigoabo
kindemarten or the immediate environment surrounding it but all forests andiei

Ancient Maori narratives acknowledge the recognition of atua and karakia byisermed hag
(Reilly, 2004). At Hawera Kindergarten (in)tangible wairua resed in karakia to the atua Tane

Mahuta:

Our little pot plants had finished flowering so we recycled them byglamisng succulents

in the pots. First we had karakia to acknowledge Tane Mahuta, then brokecef pif the
succulent plants, sat them in the pots antkrea them. The children carried river stones
from the gravel pit and poured them into the planter boxes. We talked edrolening,
looking after the plants, where the stones came from and experienced thélifedfarice)

in the plants and stones. It sva good team effort. When we had finished, the children
admired their work. When one works with Papatuanuku, one can finglaiting and
peaceful. It teaches patience and nurtures the [$0M]
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Photos 2.2, 2.3 and 2.4 Taariki from Hawera Kindergarten experiencing the wairua of
Papatuanuku

Kairangahau transcendental reflection emerges from within the ritualsl siiangside tamariki,
the mauri of the plants, stones, kaiako and tamariki intertwined.
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2.4 Te Maramataka—Maori calendar

How was the maramataka guiding, helpful?it. brought the ‘past’ to life for us in a
succinct and purposeful wajjudith NowotarskiHW]

The maramataka might be considered as a sacred pathway. Traditional Teadko M
understadings about stronomy werevast. Williams (2004, p. 40) describes it “as an extensive
body of knowledge of the celestial realm, only some of which survivéori grouped stars in
constellations..., understanding the movements of the stars and planBte astronmical
knowledge was important for the division of time and the maramataka (@bd balendar).”
Specific to the maramataka were special names for each night of the astral month. The
maramataka held knowledge of:

The suitability of a particular night fauch things as planting crops, fishing, hunting birds,
gathering wild crops and harvesting resour§@élliams, 2004, p. 40)

Hawera Kindergarten focused on “Niylarama Miori o Te Tauthe Maori months of theyear,
kaupapa Mori and Western pspectives onsustainable ecological practice within our
kindergarten programmeKaiako highlighted their connectedness to the inherent qualities of the
maramataka, describing them as “almost like a whakapapa infiisel$ to follow... you know

this is what happenedh our tipuna’s time”. In reaching to the past Hawera Kindergarten
kairangahau, tamariki and amau experienced Te Ao adri planetary rhythms imbued with
rituals, relationships and wairua. The kupwdWl and descriptions are expressive withhri
imagery:

Hotoke/Takurua
Winter
PIRIPIJUNE

* All things of the earth are contracted owing to the cold, as also the people.
*  For Maori this meant..

— Bird snaring and rat trapping

— All game was preserved

— Moki, warehou and kakahi mussels were collected
— Breaking up new ground for planting of crops began
— Fungi was collected for medicinal purpogésy]

In Hongongoi/luly the kairangahau highlighted the centreufes

We are learning about sustainability through traditionabipractices. We are including a
focus on rongoa (traditional adri medicine) and how important Papatuanuku (Mother
Earth) is in the Mori world. To support this, we havgeen reading a story book called
Koro’s Medicine with the children. It tells of a boy’s holiday with his Koro (Graaitér)
and how Koro passes the knowledge of rongoa down to his mokopuna (grandson).
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Koro’s Medicineby Melane Drewery (Huia Publishers) is richly imbued with Te Aadvl
values and beliefs, a Ity countercolonial narrative. This notion is discussed further in the
following section.

2.5 Te Ao Maori narratives as disruptive

This section of the report focuses on “Using stories to disrupt colonial discoursesnR209,
p. 127). Rowan states that:

Stories ignite the imagination, offer cautions, reveal histories, dethilral knowledge,
clarify family connections, articulate sacred beliefs, complicate undenstgndexpose
scandals, record daily life, suppas in understanding who and why and where we are, and
stimulate us to dream of new challengg®owan, 2009, p. 127)

The tamariki of Hawera Kindergaterwere responsive to the story bodkoro’s Medicine
(Drewery,2004) with the tamariki, which “tells o& boy’s holiday with his Koro (Grandfather)

and how Koro passes the knowledge of rongoa down to his mokopuna (grandson)Kp1ut.
Medicineprivileges Miori pedagogy, in offering an intergenerational model, the wisdom of the
koro renewed with the mokopuna. In this part of the story Tama is gaining access to alyew bo
of knowledge and is beginning to see a differing world through the lens of his koro as he begins
building a new relationship to Papatuanuku. The new learning is emergent, arising wétls Tam
unwellness.

In the holidays, Tama goes to stay with his Koro. When Tama arrives,vhishoes have
given him blisters. Koro has a look, then uses the sap from the Harakekdqpmake it
better. Tama is surprised it works. This is different meditintae doctor’'s at home. While
on holiday, Tama also falls off his bike, gets mosquito bites, a rnogg and a headache.
[HW]

Koro is powerful in the following narrativehe is pracsing an effective indigenous health
system aligned with what Papatuanukaches us:

Koro teaches his mokopuna (grandchild) about rongaa(iMnedicine) ly using the plants

in his garden and from the bush, to heal him. Koro’s rongoa makes €ahimfterKoro’s
knowledge of traditional rongoa has been passed down to him from inis t{pncestors)
and must be used carefully.is important to wash your hands after applying some rongoa.
[HW]

Respect for @ne Méhuta is integral to a Bbri paradigm Koro softly speaking to Tama about the
Maori medicine to be found as treasures froand. Koro isspeaking to Tama from his personal
truths, he Te Ao Miori truths. This krero has potentiality tohallenge colonised consciousness
(Rowan, 2008, p. 130):

Koro takes his mokopuna for a walk in the Bustiere, said Koro in a whispefthese are
the treasures ofdhe! ‘What do you mean?Tama asks.There’s plenty of rongoa hete
said Koro. Mokopuna puts his hand in Koro’s. [HW]
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Te reo Miori is integral to Te Ao Mori whakapapa relationships. “The link of the language to the
land is unmistakable. Indigenous languages are intertwined with néllicb’or, 2005, cited in
Rowan, 2009, p. 136):

As Koro talks with his mokopuna, he is passing on the traditional kdge/lbis tipuna have
given to him. The bush is an integral part ofdvl life and health and well being. Koro is
teaing his mokopuna howo care for Bne Mahuta, the Bush. By remembering the old
ways of the Mori, Tane Mahuta will always look after Koro, his mokopuna and their
families.[HW]

Indigenous narratives validate Te Aoaddi ways of knowing, doing and being. Hawera
Kindergarten hatransgressed dominant cultural constructs by privilegiripilbelief systems.
The tamariki viewed rongoa as healing and were able to discernattradugh there were
different health approaches, both systems worked:

The teachers have continued to r&ao’s Medicineand focused on different aspects of it,
then linked it to different things relating tongoa. When Judith read the book on this
occasion, the children were making links to the story about howftimailies treated their
cuts, sores andlnesses. Some children showed Judith some of their sores. Kordisimee
was very different to Mum’s band aids and medicines from the chephis children could
see that while there are different remediesy tioth worked. [HWY

Photo 2.5 Judith am tamariki, re- centring Te Ao Maori knowledge systems

Joy from Hawera Kindergarten later shared a narrative from a thabdkas collated Taranaki
kauratua rongoa stories:
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One of the things we noticed as we talked albongoa was it always referred lato kai,
the cultivation and gathering of it. So Joy shared a book with the ahilmlveut local
Taranaki people and their healing stories. This book was cMitdrakau. Ng korero n
nga rongoa o Taraaki. Healing stories of TaranakiTito, Pihama, Reinfeld, & Singer,
2007) She focused on one lodalia who grew up at Raatapy our local beach. [HW]

This was a personaéid story, the kairangahau were related to the kuia. Joy became the
intergenerational coonstructor of Te Ao [&ori environmental knowledge to the tariki:

Kui Trish [relates how]‘she grew up at Rangtapu, Ohawe Beach. Life was simple and they
were always well fed. The gathering and growing of kai by her parentwt@méu was her
rongoa. Their wellness as children was dependent on fresh air anth&dd been either
gathered from the sea or collected from the homegrown gardens. Kai vasedaand
preserved. Everything was dried including dried whitebait and mustTlesy made jams
and pickles. She remembered hé&uia walking down the hill witha kete kai moana to
gather kai. They wove their kete with harakeke that grew nearby. &igathered daily.
Karakia was said before gathering kai. They learnt the sounds of the seignthefshe
incoming tide and the swiftness of the sea againgtatties. This was time to leave, even if
their kete were not filled enough. They also gathered driftwoodhf® home firesWhilst
Kui Trish didn’t have native bush around them, she acknowledged sHigledshowledge
about leaves used for rongoa. HoweVieing at the beach provided all their rongoa. [HW]

The koro and the kuia, in naming places, in reciting their whakapapa connections tw specif
areas, to environmental resources and in articulatingatezd<that connects them, reaffirm their
connectedness to whenusyaa marae, maunga, &hau and hap Te Ao Miori is repositioned

to the centre, validateahd visible, an interruptive force.

2.6 Kaitiakitanga—an ethic of stewardship

Kaitiakitanga is a traditional cultural systehatupholds ecological conservation. The tetmas
come to encapsulate an emerging ethic of guardianship or trusteeship, espeeralhataval
resources” (Benton, Frame, & Meredith, 2007, p. 90). e Ao Maori, an important
understanding promulgated by many iwi is that of reciprocity, and the actiagemgnt of
caring for rather than merely caretaking of taonga (Waitangi Tribunal, 2004).

Kairangahau from the centres shared narratives reflective of nurturance, of caspagnsive
relationships with the environment, &tau and each other. Koromiko Kindergarten began
exploring the concept of kaitiakitanga. They asked questions and foechubatprocess.
Kairangahau drew sustenance from their centre whakatauki:

Manaaki whenua. Manaalamngata. Haere whakamua
Care for he land. Care for the people. Go forward.

This is the whakatauaki that informs and guides our research. With the@pfes of
Educationfor Sustainability, we want to prasgi ourselves, and promote the idea for our
tamariki and whnau, about being guasdis/caretakers (kaitiaki) of our land and living
things. It applies directly to caring for théndergarten grounds and pets but also to the
wider environment.. [KM]
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I think this is evident in attitudes towards care/guardianship of thlb—eaomposting ad
gardening/harvesting, how we encourage children to take care of their simgsftays
(although this is challenging at times!), the care children take of eleh(twakana taina)

For Marina Bachmann of Collectively Kids Childcare and Education Centaingeabout M&ori
ecological beliefsupported and added another dimension to her previously held views:

In terms of sustainability | think (from reading | have done) thataproach to care of the
environment is fairly compatible with Manaakitangnd Kaitiakitangd. personally believe
that nature is not something we can own and control. We are a part of (not radtowve )and
have a responsibility to use resources in a way that doesn’'t damage theaystevhole. If
we don't take this resporsiity seriously it is likely to cost us dearlyCK]

At Bellmont Kindergarten Te Kupenga it is the Te Tibéised partnership of Pat and Pera who
respectfully weave respect and reciprocity amongst tamarikinavh a stewardship of honouring
the mauri and mana of tangata:

Working with Pat, she’s just the mentor, a guide, a mother really dpthdpene in every
way of my teachingQOur styles are different but yet we can combine them together as one
and Pat’s right. | come from a perspective and whencgooe from there, it's all about
your marae, the styles that you've lived on your marahink it's all about whakapapa,
history, our own family philosophy that we've been brought up in, grémelfateachings,
and holding on to those treasures that wddeen handed down. Whether it be material or
whether it be words. We kind of combine together and gel as one. It's been fpenial
because I've had a pretty rough road but | can say this, dwedf my place. This is my
turangawaewae. | can be me. | can be, like what Pat ‘Sagsyahine toa PetaBut |
always said to myselfout we're both thdt | can’t be one without the other, it's all about
team work [Pera, BM]

Pera acknowledges the relevance of being accepted for who you are and what ydo éning
early childhood education setting. Her statement highlights implications ricarika in
services/centres who are not able to articulate this and whose cultural canégeatsnismatch
with the centres they attend

Papamoa Kindergarten priogtid Te Ao Maori values and beliefas integral to their ecological
journey, a holistic kaitiakitanga approach:

Kaitiakitanga—looking after places, things and people. Children have shared resptnsibili
to look after our place. This is valued as real work. [PM]

Validating environment as teacher, Papamoa kairangahau instii a sense of caring for the
environment within the centre:

Using the environment as the third teacher as a learning opportunity inpeaeh So in our
environment we have gardens that are sensatiplee native and flowering. We have
composting and recycling systems including water conservation and stemsy Through
these practes children learn about giving back to the earth. They see the cycle ah gnow
practical termslt is very importantto us as a team that people feel our mauri (essence)
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aroha (love) and that the concept of turangawaewae (a place to stand) is nbecaede
we value the connections with the family and our environnjei]

2.7 Manaakitanga ki Te Ao Maori

The kupumanaakitanga is a derivation of mana, a word associated with positive qiaditised

on the nurturance and wellbeing of others. Qualities associated with manaaki are aroha
hospitality, kindness and respect and a responsibility to uphold whakapapa obligations. Durie
explains:

A Te Ao Maori traditional paradigm prioritises the principle ‘dflanaakitangg with an
emphasis on individuals being responsitiethe collaborative upholding of mana for the
benefit of all (Durie, 1997, p. 14p

The team at Collectively Kids viewed manaakitarg a holistic responsibility to the whenua, to
tangata and to Bbri:

| think that there is a natural adri Kaupapa around the sustainability project at G\
don't only eduate children about ..manaakitanga (care of the land) but also
whakawhanaungahga (care for the people), teaching children about other peopledarou
the world, and cause and effect. When educating children abautainaakitanga there a
sense of governorship we are advocating for which also lslpgphold the Nori treaty
principles.[EM, CK]

Meadowbank Kindergarten supported an honouring of the anm Nizhuta at the local marae:

(Teachers and their families/friends) turned up to a tree planting daylai ®farae ... we
hope to make tBian annual event with more families comahgng next yeafMB]

Manaakitanga is reciprocal, Meadowbank Kindergarten making a responsive contriloution t
Orékei Marae thusionouring and upholding the mana of Meadowbank Kindergarten and tangata
whenua. The koha of a waiata is a gift with potdityido generate collective joy

We sang the song we had been prdaiy at kindergarten. We learnt some of the carvings
and that the Gikei Marae is a national marae for everyone. The boys were taimgikiaa
[MB]

At Raglan Childcare and Education Centre Kagrangahau shared a tamariki narrative that
expressed a heartfelt connectedness to nature, a deep caring foetbbus:

We have been learning lots about the life cycle of a butterfly lately. T gkottls a
butterfly on his hand telling us ‘Don’t tah its wings or it will di€ Lots of children gather
round to see and tell us about monarch butterflies they have[R&gn

Kairangahau &rero a&knowledges T's manaakitanga:

Learning outcomes: T shows care and respect for living thinghares his knoledge of
living things with his peers and adults.
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Photo 2.6 T and the butterfly. June 2009. [RC]

The above narratives are reprdstive of the many stories of manaakitanga gathered by kaiako,
tamariki and wlanau

2.7.1 Manaakitanga ki te Kiingitanga

Galbraith Kindergarters located inNgaruawahia andteachers from hereave contributed to the
previous research projectd/hakawhanaungatanga (Ritchie & Rau, 2006) and Te Puawaitanga
(Ritchie & Rau, 2008). Throughout the years kairangahau have pddritiainui as the mana
whenua, supporting the rituals and protocols of the Kiingitanga.

The Kiingitanga movement arose as a response to colonisation:

At the heart of the problem was landaddi did nd see land as a commodity that was
bought and sold. Landad mana, it had a spiritual as well as practical value and ownership
was complex. When the European settlers saw New Zealand's landscasawherests,
farms, mines and citieghttp://www.kingitanga.co.nz/history.a$p

The current monarch, Kiingi Tuheitia, is the seventh. His Koroneihana (coronation) tookmplace
21st August 2006. He is the eldest son of the late Queen Te Arikinui Dame Te Atairdmgikaa
and her husband, Whatumoana Phakip(//www.kingitanga.co.nz/meet_the king.asp

Today, the Kiingitanga continues to uphold enduring ideals,omsst traditions and
principles. Its priority is listening to the voice of the peoplesupport freedom of worship
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and speech, and to work together so thatofil and Pakeha can livin harmony.
(http://www.kingitanga.co.nz/history.asp

Manaakitanga of the Kiingitanga is highighted in Galbraith’'s programme philosophy and
validated in their praxis: “We acknowledge that we are in the heart of ithgitknga” [GB].

These kairangahau seek to uphold a unique whenua-based, place-based relationship, iimgcelebrat
the Kiingitanga and Tainui waka.

2.8 Waiora—life-giving waters

Te Ao Maori values andbeliefs reognise water as healing, as life giving. The team from Richard
Hudson Kindergarten symbolically included water in its metaphor for theirobspecess:

The seed of this research has been planted, is being watered every day awdnig. gr
Right fromthe start we decided that whatever direction we went in and whatevemtgachi
and learning happened with the children, it had to be done gently and ay dhat
encouraged empowerment and positivity. We have focused on this posjtieet &0 our
study toavoid creating guilt and fegiRH]

The concept of water connected to growth, to wellbeing, to gentle fluidic process isfiaasigni
recognition of water’s imbued qualities.

Kairangahau from Papamoa Kindergarten highlighted a Te AariMoncept of Ranginui and
water, a precious gift from the ancestors:

We believe as a team that water is a great teacher. Children learn that watea@s a M
concept ‘taonga tuku iho’ is a precious resource with our water recyglstgm. Water is
collected off the roof in a barrel then children pump the water across theagrads to the
sandpit. They have a gauge that shows them how much water is in the @aitdebn then
can decide how the water will be used. We talk with them about usisglsde catch the
water and we have provided tarpaulins for children to use to hold tlee. @tildren will
teach and learn from each other how the system works, telling eaclwbirto turn taps
off and pump more watefPM]
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Photo 2. Water conservation at Papamoa Kindergarten—earing for Ranginui

Tamariki anchored their respectfulness for water as a taonga aficgbst@s through building a
relationship grounded in caring and conservatibimere were tamariki and whau narratives
from across the centres expressive of experiences with the moaawahed with Ranginui.

2.9 Te Ao Maori counter-narratives

Validation of Te Ao Maori was evident in tamarikidtero across the centres. This counter
storying was expressive of adri ways of knowing, doing and being. Joy from Hawera
Kindergarten opened a window into heramhu life and took us to Papatuanuku, Tangaroa and
Tane Mahuta. Through the lens of a tamaiti, he kabhlis articulated:

My Nanny B and T have a garden they grow toratoes and spuds. they take the weeds

out so they don’t make the spuds die! They also grow mint and silves®&et can mash
them in to our kai. My Koro and my Nanny go to the beach and get kai from thgi€ond

dives in the sea anigtels under the rés to find pauas.. sometimes kinas and mussels.
Koro takes me fishing but we haven’'t caught a fish yet! We go to calategight in the
rivers, with a long knife-I have catched one! When | have a headache my Nanny and Mum
tell me to lay down where it's nice and quiet so it goes awagnd it does! K and his
whanau, HW]

K said this about the drawing he did with his mum ...
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Photo 2.8 K and his picture of kaimoana

That's me fishing and that's my Koro. I'm catching a fish with my rod, and thereis kimd
pauas and eels. My Mum did the fish and | did the rocks. Koro goes in the water and gets them.

At Bellmont Kindergarten Te Kupeng#e kairangahau uphold adri values of rangimarie,
tirangawaewae and whanaungataagtegral to building closeknheartfelt relationships:

Once you've opened up one heart, you'll open up many and the childremithathere, the
parents, everybody and then you extend out to the grandparents and they teelythave
a special place here. They mihi too every rimggrbut that empowerthe kuia to know that,
‘Yeah | feel special here, this is myangawawae and I'm proud to be hereSo they bring
more mokopuna! The word gets out. They keep coming back, coming badkaltpuna of
love. Love, respect, rangimariEverything our philosophy is all about. [Pera, BM]

A Maori concept of collective sharing was encouraged and practised at Papamogdfteder

Tohatoha—sharing excess. We harvested our vege gaftdsmally we cook food but the

enviro group decided toalve a market day to show the community some of what we grow
and make. We had made recycled paper bricks, recycled paper and worm wees. People
brought in excess fruit and vegetables from their garden, local biesnekmated
vegetables which were in abundance. Children harvested, washed aieldbiegetables.

We cut harakeke from the front garden to tie our herbs and vege$Riith.

Matariki became a familiar Te Ao adri korero, MaungatapuKindergarten kairangahau
describing what happened at their centre:

During mat time today we read the storyMétariki (the Maori New Year) which talked
about a celebration to welcome the new growing season withsa fehe chilcen decided
to go fishing to catch fish for our feast. A large number of childgnade fishing rods and
fish using the glue guns. There was a lot of collaborative support asthassias the rods
were made, also some awesome imaginative play with setuiere flodhg past the fishing
people. The children have gained the concept of gathering kai maona assaofnslaaring
with the group to celebrate Matariki. [MT]
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2.10 He Whakaaro

What did | learn? | learnt about why | knew the things | kreviy the were familiar to
me and | wished | had listened bettefJudith Nowatarski, HW]

These educators’ involvement in the studiyitiro Whakamuri, Haere Wiakamua has
reconfigured possibilities for enhanced global environmental sustainability,agsnip was
gained from the educative input and praxis of Te Aaoi knowledge beliefs, values and
systems. With global and local spaces and places in need of protectioresamction
kaitiakitanga (guardianship) has provided optimism with regard to possibilities kingna
difference. Aotearoa early childhood education is a site of potential, a settingiadigenous
ancient wisdoms when valued and nurtured give voice to resonate powerful shifts:

The understanding of Papatuanuku is an abstract concept that the teachers &nhdime
difficult to impart. However the children were able to grasp the notion of ‘the eatsh’
land, rives, mountains and valleys through a concrete reality. Through usingirtg@ach
strategies and concepts such as the ‘treaty’, recycling, and walkingdaMauao we were
able to wave an understanding of Papatuanuku by encouraging the children to become in
awe of nature through these experiences. By focusing on the reasoasyfding through

real examples such as the wormery, recycled clothes day and supplyingdseldxdiish

bins ... the teachers observed that the children responded to the comapa different
viewpoint. The care of Papatuanuku became an individual and group resjitgresitail this
shifted the responsibility from the teachers enforcing rules, tmerning clidren to take
ownership for their actionandthis changed the motivation for the children. We observed
children peemmonitoring each other regularly and rotedelling our agreed options. The
children’s attitude and willingness shifted from an inwardufdo starting to look
outwardly—seeing beyond oneself, empowered by the importance of their contribution an
responsesBy creating a sense of endearment to Papatuanuku the children have &n affini
and nurturing attitude, seeing and understanding thaeevaf care and protection to
Papatuanukul'he team philosophy valuing relationships has been transferred to tirechil

in our responsibly and interconnectedness to the living and nonliving \Wdflg.

Photos 2.9, 2.10 & 2.11Hikoi ki te Maunga o Mauao [MT]

Decolonising New Zealand requiresati, indigenous to Aotearoa “to decolonise our minds, to
recover ourselves, to claim a space in which to develop a sense of authentiityiufBenith,
1999, p. 23). However, equally important as liberatiraptilpsychefrom imposed Eurocentric
construcs is that of mobilising Tauiwidkeha thinking beyond the colonialist mindset. As a
nation, for groups and individuals to truly shift towards a coectonial era we will need to
continue to undertake jousys of intropection (Lang, 2006).
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The beginnig of the research project had an impact in a number of ways: eéganhkio
think about how Mori values, practices and culture tie in with the principles we wanoted
promote. The concept of Kaitiakitanga (being guardians over tbkbeing of the
environnent and the creatures in—Hncluding us) gives a holistic view of what we are
doing... We can see our mountain Mt Taranaki/Egmont from the playground. It is akymb
of our province and very important to the people of Taranaki and, parycuke locé iwi.
When looking at environmental issues, it is an gwesent reminder of what we are
wanting to preservgKM]

Photo 2.12 Tupuna Maunga—Taranaki asseen from Koromiko Kindergarten [KM]

By teaching the children aboubet importance of looking after Papatuanuku, they are
learning, thinking and teaching others about the conservation paotéction of the
taoka/taonga of the land. The whenua is of utmost importance in the tiwadoicfood,
which affects us all. It iskeout our wellbeing. This is empowering the children to learn to
become the kaitiaki/guardians of the land. Mason Durie’'s Te Paetdfgfsuarticulates a
link with young learners and the environment and depicts a balance batexsopment
and environmental protection, one that is intimately connected to the wid®irdo of
Ranginui and Papatuanuku. This fits in well with our research foths. children
understand the story of Rakinui/Ranginui and Papatuanuku, a storyoingnago and can
link it to caing for the earth today, and into the future. Titiro whakamuri, hoki wialka
We are the past, the present and the future. [RH]

Amidst an urgency towards building kaitiakitanga/ecological sustainabditgciousness it may
serve us well to truly listeand hear the narratives of th&itiro Whakamuri, Haere Whakamua

ropd, the kairangahau, tamariki and amlau who live within deeply embedded values and beliefs

of relatedness to the natural environment and the consequences of our ecological
interconnectdness:
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Past practices of ouiptuna are so applicable todaythey are still happening. | think they
were the masters of sustainable practices and that their foresight and @seeetrbnment
is the reason we enjoy what we have today. It isyréalportant to pass this knowledge on,
our youngest children will remind us of our duty to this and they will lxe measure.
[Judith Nowatarski- HK]

3. Pedagogies of place and the global/local discourse: knowledge
and practice in early childhood education

This section of the report focuses on the following two objectives:

* to examine the discursive relations between prestiknowledges and pedagogies
* to begin the process of critically illuminating, documenting and integratiivgrse
knowledges to genate”pedagogies of plate

In order to examine discursive relationships, this section begins with a briefawvesf/ihow
“place and”pedagogies of platere currently theosed. The overview provides a platform for
an analysis of the emerging pedagogies of place in the participating centres and kemergar

3.1 Examining the relationship between global and local

Conceptually, a pedagogy of place draws on the work of reformers such as John Dewey who, at
the beginning of the 28 century, “spoke to the importance of incorporating students’ experience

of particular communities and places into their formal education” (Knapp, 2008, p. 5). For
Slattery (2006) a focus on place means that in holistic and ecological models of edubatit w
learrt inside a chssroom (or early childhood centre) has to be closely interlinked with the
learner’s experiences outside the institutional setting. The focus on holiséidential learning

can lead to a slippage betwegtace and“community”. For instance, David Gruenewald (2008,

p. 146), who has become a spokesperson for jplased education in recent years, states that
“place based educators use the term ‘place’ synonymously with ‘comrumtyhis report we

have separated the sections 6plac€ and “community” to avoid the conflation of
place/community however, there are overlaps between the sections. These overlaps add to the
richness that we identify as a potential strength“médagogy of place perspectives. We
distinguish betweer'placebased education ad “pedagogies of plateto highlight that
pedagogies of place are not simply a subset of place-based education. The notion of pedagogies of
place draws from plaeeased education but also considers the interrelations between place and
the global.

The temency to overlap can make it difficult to define whplac€ actually refers to. Ellsworth
(2005) emphases that considerinfanomalous”places, places outside of institutional settings,
offers possibilities to rethink what learning, and whgtlaces mean in the globalised,
postindustrial 24t century. Placé is as much defined by concepts of mobility and connectivity
as it is by geographical markers (Edwards & Usher, 2008aces refer as much ténternet
sites, malls, texts, images as to traditigglaces such as libraries and community markets. Place
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based pedagogy can thus be understood in two ways: firstly, it can repreSesitesd into

locality, based on romantic notions of place as a haven from the onslaught ofsgladrali
Nespor (2008) identifies a moral agenda in this first set of understanding which paém®logi
mobility and advocates rootedness in place as the solution to global disphacé&econdly,

“placeé can be considered as territory with fluid boundaries or as a netwottkath#te ability to

expand and contract. This second conceptualisation enables an integration of local and global, of a
contingent “rootedness” (Bammer, 1994).

The theoretical framework for this section of the report refers astioigpedagogy of placeto
indicate the second conceptualisation of place as a basis for an@gdigjogy of place refers to

the intention of addressing the complex relationship between the global and the local by
considering how “globalizing forces reconstruct rather than destroy localjkteDowell, 1999,

p. 4). Pedagogy of place perspectives focus closely on the knowledges and prhatices t
constitute, and reconstitute, a particulptace. Place within this framework is neither a static
entity nor a bound geographical location, but a field, network or territory (Deleuze &afjuatt
1988) in which specific ways of being and doing beconibleis

The emphasis on local specificity has been analysed as an aspect ofaglobah education that
offers possibilities for a rethinking of pedagogy and curriculum (Duhn, 2008; Edwards & Usher,
2008; Slattery, 2006; Sykes, 2008; Wright & Sandlin, 2009). Considering place andahal
education in relation to globadition unsettles the notion of glokaliion as“happening
elsewherg, and as inevitable global change which eventually trickles down to the local (Larner &
Walters, 2002). Focusing on the interplay of the global and the local esgshdlsat they
constitute each other (Massey, 1993; McDowell, 1999). Such understanding positionaltire loc
relation to the global and critically examines the relationship dmtwthem. Undercutting the
distinction between the local and the global is significant because an understanding of
globalisation as'happening elsewherereates particular power relations that make a focus on the
global seem impossible. If teachers see global issuestoas bid', the global becomes
overwhelming and irrelevant to practice (&etion 1). Such a discourse carries the danger that
teachers feel disempowered and unable to affect change.

3.1.2 Addressing global issues: the danger of paralysis

In our research, the dismive construct ofthe globdl as“too big' shaped teachers’ sense of
agency, in particular at the beginning of the project. The teachers’ understandifigcied in

wider discourse around global warming, as a rebw Zealand Heraldrticle highlighs. The
Herald reported that a recent Australian/New Zealand survey on climatgehambably one of

the most dominarfglobal” issues, showed that at least 10 percent of New Zealanders believe it is
too late to make a difference to climate change (Gyred@®d08). These 10 percent are the tip of
the iceberg-a large percentage of the remaining 90 percent did not feel too confident about
making a difference either, but overall they had a somewhat less fatalistiokolftr at least
every tenth person ihé survey the global issue of climate change had a paglgffect that
completely absorbed their ability to act. Changing daily practices and habitgjuente makes
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no difference—global change seems uncontrollable, inevitable and coming fadyove”.
According to an even more recent newspaper article, many New Zealandensffeniagsfrom

‘green fatigue through constant warnings of an approaching environmental Armageddon” (NZPA,
2009).

For teachers committed to addressing global issues, this iingdurtisey may feel their efforts are
doing more harm than good, especially if they do not receive encouragement and support from
within their teams and community. Teachers who are left to their own devicastnyimg to find

ways of addressing global iss) such as ecological sustainability, can feel overwhelmed and
disempowered with the task of dealing with complex global issmeshe grountl Vanessaan
Auckland teacher, illustrates how knowledge and practice interlink:

| was a teachewho knew abotiglobal warming and environment issues on a very low scale
and | definitely mean low. | entered the project thinking that | couldchahge anything
being just one person and what | did at home was enough fowimen we first started
talking about envisnmental sustainability | did the very minim and was initially hesitant
toward the changes that we were discussingly awareness was not great and the changes
were quite daunting as | did not really understand what impact we aereactd people
coud have or what we could do. [CK]

Cara, one of ¥nessa colleagues, articulates her understandingtbé global as potentially
paralysing to practice and action:

However, climate change is an issue that is difficult to addressingdally in ECE [ealy
childhood educationfor a number of reasons. There is no immediately visible impact

our lives in New Zealand and thinking about the topic can be an undabiéreven
terrifying experience. In additiothe issues are complex. There are many uaicgig¢s—we

don’t know what will happen, it is not always clear what we shoulddieg. And there is
potential for harm-how can important and urgent issues be addressed in ways that
empower rather than paralyse? [CK]

Within a framework that builds on knowledge of the global ébig issué, place and the local

can become a refuge that offers withdrawal from the world outside. Wiobal gbsues are
excluded from pedagogy and curriculum, a discourse of the local and plaeesniike” can
emerge. The ahger of excluding global issues from local pedagogy and curriculum can hinder
constructive change and undermine teacher agency in a similar manner as thiv@isonssruct

of the global as “too big"Cara highlights that teacher resistance to engadgesitbnglobal issues

can be an obstacle to change:

At the start of the project, teachers did not see the need to participate.Wds resistance
to change practices. It required strong leadership to get teachers on boéard. [CK

Considering the interplay between local and global disrupts the notion of place agea tef
fosters critical engagement by creating spaces for agency and action thabgad ey narrow
confines of‘place and the paralysis dfthe global (Nespor, 2008). This is evident inatshers’
accounts of how they began to consider how local practices and global ecological susgainabili
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are related. One of the strategies used to build first interconnections bébe@lepractice and
global issues was to take stock of existing practices

After we attended the initial hui. we did a review of where we are at with ecological
sustainability in our kindergarten. We were surprised at how mangsthve already had in
place and how greeminded we were as a team. [RH]

For this teaching teanthe global/local interconnection had become more visible through the
research project. They already had practices in place that addressed cédnitactrand began
to articulate their emerging understanding of the global/local relationship.

3.1.3 Addressing global issues through multiple understandings of place

The concept of placé has given rise to interdisciplinary analyses over the pastdecades
(Coombes, 1994; Harvey, 1993; Massey, 1993; Mouffe, 1994; Soja, 1989). In education the
notion of“place has been used tethink culture, identity and belonging (Cooper, 2009; Davies,
Browne, Gannon, Honan, & Somerville, 2005; Grosvenor, 2009; Nespor, 2008; Sykes, 2008). As
outlined earlier, placbased education with its focus bplac€ as a bound geographical entity,

has been critiqued as romantic and politically limiting (Edwards &eds2008; Nespor, 2008),
particularly in relation to identity politics (Callejo Perez, Fain, & $|a2604; Ellsworth, 2005).
Critics argue that a fluid notion of place opens possibilities for a rethinking of idenilture,

the social and politics as relational whepdace€ serves as a point of intersection and articulation

of difference (Smith, 2001YPlacé in this fluid conception calls for theoretical engagainwith
specificity, with those elements that make the site of encounter unique (Br&@oe; Grosz,

1995; Probyn, 1996). In early childhood education, calls for early childhood servicestoebec
sites for“democratic practice (Moss & Petrie, 2002gcho the notion of place as a site of
encounters. These sites are more fluid than fixed and differ in character. Theyitedes and
centres in this project did not share a common definitiohptdc€ and the concept was left
undefined intentionally. Wewere interested in finding out how each kindergarten/centre
articulated a specific understanding pfecé€.

We assumed that diverse knowledges and understandings of what makes profluce diverse
pedagogical approaches to teaching and learningésearch aim three). The following section
provides an overview of specific understandings of place and the pedagogies tHetrartbese
understandings in the project.

3.2 Emerging pedagogies of place
3.2.1 Knowledges and practices: from the local to the global

All kindergartens and centres have developed pedagogies that are specific tcorieit
however, there are some principles that have become visible across the Prmageptinciple is
that “placebased pedagogiesadiate out from the centre. A sense of place starts with paying
attention to théhere and“now”, and has éaripple effect, as one of the teachers pointed out. In
the context of caring for self, other and the environm&sdlf’ stands for more than th#' :
caring for self mans caring for those who are part of the immediate,-talday
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kindergarten/centre community. This includes children, families and teachedsdanimals and
plants, and even things such as furniture and resources. Caring foraftbernsivolves stegpg
outside the boundaries of the kindergarten/centre into the surrountidpers are people,
places, plants, animals and the relationships that connect the kindergartehgeghivath those

who are part of the immediate surroundings, the immedtditeers”. Caring for the environment

is the overarchingglobal” discourse that motivates the more immediate care for self and others.
The next section gives some details of how these general principles take shagie locah
context.

3.2.2 Place making as democratic practice: the cultural and the political

Although all kindergartens and centres were committed to bicultural practicesprhie of the
kindergartens and centres, indigenous knowledges and ways of being were an essentil aspect
their engagement with the global issues of ecological sustainability frerstant. Initially, it was

not “the globdl that seemed particularly challenging to some of the teachersigClari self
generally meant caring for the immediate environment, and étetchers the journey had to
start “at homé&. Thinking about what makes a place included an awareness of indigenous
knowledges because they are specific to Aotearoa. Focusityjan® created an awareness of

the significance of Mori knowledge, and alsof the“otherness’of Maori knowledge. As one of

the teachers points out, the dual emphasis of the projeWestern and Mori knowledge
brought some insecurities to the fof€he scope of the research seemed daunting because of the
Maori aspect, of which we felt quite ignorant. Where to stajiH].

For others, turning to what makes Aotearoa uniquely different proved to be the startirfgrpaint
rethinking of pedagogy:

This is a special day for New Zealand celebrating the partnership betwamn dvid
Pakehd. We talk with the children about how the sewveaka came to New Zealan@his a
gred opportunity to introduce newetreo to the children and the waiata Nga Waka.
Resources were used to show visual representations of the wakaeChidstructa their
own waka that they paddled while singing the waiata. [PM]

Learning to care for what is unique to New Zealand helps to create an awareness of the
preciousness ofplace and culture, and begins to address ecological sustainability within a
framewok that includes historical analysis and contemporary politics (Sykes, 2008).

The engagement with local history and politics took different forms, arisimy fhe existing
practices and knowledges. While for some teachers, the politics and ethics dayadeapcentral

role from the beginning, for others the awareness of local history and politics meapibgt
outside of their“comfort zoné. The following newsletter to parents sums up some of the
kindergarten teachers’ initiatives related to develogirigvider sense of platebut it does not
indicate how new to the kindergarten this engagement with the local marae asasliMaking
contact and organising a visit were first steps towards building relationshipstheitlocal
indigenous community. Amall group of teachers and families attended a tree planting day at the
local marae
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What's been happening at kindergarten during term 2, 2008

K, M and myself, along with M’s niece, K’s fiancee, P and his childrengtliup to a tree
planting day at.. Marae at the end of the month. It rained a lot of the day, however, we had
a great time, planted lots of trees and were treat@dstyumptious hangi feast afterwards.
We hope to make this an annual event with more families coming alongaa3iVB]

Onre of the effects of the encounter was that teachers and children began ttalleabout
Matariki ... this has included reading books and learning about what Matariki means, making
stars, planting vegetables, which many of our families brought for us, weaving with paper,
making tapa prints, making a wonderful scarecrow using children’s own design ideas,eict prot
our growing plants”’[MB].

For others, local politics took centre stage, and teachers took a leadership rotipapag in

local initiatives and networks. This is an aspect of pedagogy of place that arises out of an
understanding that early childhood centres can be placésléonocratic practiCeand active
citizenship (Moss, 2007):

World Environment Day last year was celebrated with walkkuding to our local creek
and a focus leading up to the day where parents were encouraged to look atiadtern
methods of transportation so some of the photos here are of carpooling andits co
bikes and public transport tondy. And we’'ve méde links with the local transition town’s
network and so we are getting information from them and passing thatparents about
topics of interest and talks such as the Western Highway Development@daddyocacy
and things like that. [CK]

One centreexplained that the local politics within the community strongly encouraged sustainabl
practices. For this centre, developing medagogy of placemeant becoming more vocal and
visible within their wider community to further align their existing practiagth local knowledge
and “ways of doing”:

... what's happening in the childcare, this centre is actually really alregolade, it's not
like you have to go out there as crusaders into the community and sayathisvismessage,
because the message is actually so out there already ... [RC]

For the teachers in this centre, a pedagogy of place incorporated making some of their pedagogy
tangible to whnau and children by, literally, entangling them in their practice. Teachers idtende

to focus on recycling within the wider community as a starting point for highlightingsisgue
consumption. They made visible how small items, such as yoghurt cosfdireome big issues

by creating a curtain with the children. Mala, one of the teachers, explains in esetionethat it

was not only the recycling they wanted to emphasise, but also the underlying cause of
consumption and mass production:

You get rid d that particular yoghurt pot. | mean you can, you can just get big pots and
put it into plastic .. But also it was so tangible, it kind of trapped parents and children wh
they walked in the door and when the wind blew it used to tangle it up antitiren kept
talking about, how much noise it used to makéhe children really loved it didn't they.
they really, really enjoyed it.
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Yeah. Well | really enjoyed making it; like we used to go outside and tlined@ots] and it
just grew and grew and now I'm thinking about making another[&g

Pedagogy of place in this context involved thinking about global issuesasuww easy it is to
consume without considering the cost to others (for example, increased landfill, usd ffdlsss
productionand recycling of plastic in places other than New Zealand, for exaBeguhgladesh).

For one of the kindergartens, caring for Papatuanuku, the earth mothetoof ddsmology,
signified a particular meaning dplace as deeply embedded in the politics aeiiture. “We

looked at our philosophy and also reflected on how central and vital Papatuanuku is to ecological
sustainability” [RH]. Caring for Papatuanuku became a cornerstone of their ethics of care for self,
other and the environmenif we look afterand respect Papatuanuku, she will look after us”
[RH]. This can also be read as a hopeful statement about the possibilities for umalrcult
sustainable development.

The knowledges that enabled teachers to develop a pedagogy of place varied greedly betw
centres and kindergartens. As documented in the following narrative, teacheesising
emphasis on making local knowledges visible created opportunities for chitdietedrate and
extend their local knowledge:

A, C and N had captured the intere$ other children with their mountain/volcano making.
After observing the girlsvolcano erupting, a larger group of children decided to remake the
mountain with them. L, T, CA and L each got themselves a spade and set about
constructing a new munga ¢untain) with the girls.

When | askThe name of your mountain is?t doesn’t have a naniel said.Oh, what's
the name of some mountains you kndWwRuapehu, and it has snow on the top of it. The
sun will be melting it todaywas C’s reply.

You wereso right in what you said C and | agreed with you that the sun would biegnelt
the snow. | asked if any of you knew of a munga near Ngaruawahi@nécould think of
one, when | said TaupiriQh yes, | go pdaghere’ C told us.

Then it was time tourn your mountain into a volcano. While the girls had had one
‘eruption’ from their munga, it was asked if you each could have amtien’ on the
mountain. What a great idea, so we set abo@nsure you all could cause an ‘eruption’
with the baking soda and vinegar.

What fun and boy the mountain looked wonderful with all the ‘eruptiagpening around
it. This was an awesome group activity, directed by the childreite Whmade links to our
wider environment. Will continue this when children initiitether mountain making. [GB]

The local mountain was also“grounding forcé for another kindergarten. Here, the sense of
place develops through practices that focus on the mountain:

The children learn the local legend of our maunga through drama and sontsoWtakea a
walk each year around the maungais brings this story to life. We feel it is important to
link children to the whenua and the whakapapa of our place. [PM]
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3.2.3 Growing an awareness of place

For many of th&indergartens and centres, a pedagogy of place began to emerge around growing
plants for food and for pleasure. How to look after plants, when to ataiwhat to plant led to
practices with a specific focus ¢plac€ as a site for food production and consumptidtiacé

referred to the garden where children and teachers grew plantplace also“rippled” out into
children’s homes. Winau wereinvited to get involved, as documentediinewsletter:

Kia ora koutou!

You may be aware of our wall display about our current research projeot, (than let us
show you!)

So, we'd like you to do a bit of homework fordgou can tell us ttough your own words
and stories, your child’s words and pictures even photos from home!

These are the things we are very interestedand would like to share with other children
and whnau if that's ok with you!

Who has a garden? How do you prepare and look after a garden?
Who ‘stores’ kai/food? Do you freeze food, preserve food (fruit, jary efy your food?

Who collects kai/food? Do you go to the beach and gatheffish@liDo you go fishing?
Collect mushrooms? Anything else?

Who has ‘homemade’ needies for aches and pains?

We really do want to know about these thingsNV]

The inclusion of whnau created an emerging sense of the kindergartespecific place within

the community, where local knowledge is valuede Bmergind' pedagogy of placdecreates a
space where this knowledge cancdiee visible, as documented in this response to a
guestionnaire given to vihau:

We have a garden. we water our plants so they can have a drinkve dig out our weeds
and trim our plants. We stew our apples and plums when we have.sosnenetimes we
freeze it so we can have some another dayaf@.her whnau, HW]

There were moments when teachers realised that they had underestimated staluitiy'to
care over prolonged periods of time and in different places. Childremordérated caring
attitudes for plants and animals, not only in the centre/kirdieng but also at home. A teacher
reported:

M one day brought hyacinth bulbs in jars of water thinking it would be antimote
wonder, but the interest from one child in particular was @mse. And the interest was
sustained until the bulbs flowered. This particular child followed tisrést 8 home by
planting and growing his hyacinth. His parents documented his intargstrdening and
nature and many photographic updates were brought into the centre toduk §0K]
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3.2.4 Ethics of place: democratic practice for all

An emerging principle of pedagogies of place in this project is the emphasis on ethssci{smn

on “Community’). A sense of place in many centres/kindergartens developed through a lens that
paid attention to thoseho are easily pshed to the margins, especially in the busy-tdegay
practices of early childhood services. For one of the centres, the question of how tthenake
research project meaningful for those children who are only beginning to develop a selfse of se
and other, the youngest members of the centre community, proved to be a rich focus. A
pedaogogy of place for these children generated careful observations andonsflegt the
teachers. The following comments highlight that caring for self and others can happgrage.

It begins with paying attention to how infants and toddlers use space, and working with the
children to maintain the space:

The main areas we focused on with the infants and toddlers anglipg an environment

for the children that shows &rsse of care for the environment. The area is set up in a way
that children are given opportunities to explore independently withgcegiationships, and
teaching children about the care of the environment, such as tidyirgndoafter the
resourceshelonging, putting rubbish into the bins providgK]

Further into the project, teachers reported that utvdeearolds have no problems with taking
on complex task that show care for their environment. Possibly even more surprisingeto som
adults, tlese very young children demonstrate that agency has no age limit:

The younger children now compost all their food scraps. We're got a bmadin the kai
table and they do this independently. The composting of food scraps has taugiliies

how muchfood is being wasted. And one child, while spending time in thetmu@area,
noticed the large compost bins in the garden and insisted that his gargmse for them.
This was a child who had just turned two years of age, being an adf@catstanability

and having his thoughts and opinions listened to by adults. [CK]

Caring for self, other and the environment with infants and toddigrded” out into the home
through teachers’ communication and agency as well as children’s practices dhtameas not
a one-way street, as parents reported back about their changing practices at home:

The documentation from home also included regular updates in [thetfidljper about what

the family were doing at home. We've now got the Infant and Tododen with about 80

percentrecycled, reused toys and a choice of holistic play itdraschanges and grows
with donations from parents. [CK]

Many of the parents offered their responses to the changed practicesmiments from honie
sheets. The followip comment from parent A is a typical example of the ripple effect of this
“pedagogy of place”

I am admiring and appreciate the effort that is going into rawyclgardening and
environmental awareness. This is important, educational and real. daisogsee and think
what the children are learning, also it is encouragiagd the eco store ordfgne of the
initiatives was bulk ordering and making this available to pareists] time and cost saver.
[CK]
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With the specific focus on agency for all children, teachers paid particulanaitémthow the
youngest children expressed their care for self, other and the environment:

Caring for each other, their little acts of kindness, helping, having highcetions of

social conscience. One of the childrgust over one, for examplgot a tissue for one of
her friends when she was asked by an adult for help. It took her a whileciess and act
on the request and the piece of tissue she got from the box was tittye lBvent was huge.
[CK]

3.2.5 Early childhood curriculum knowledge as a foundation for pedagogy of place

Ecological sustainability is not a specific focusTd Wiariki (Ministry of Education, 1996)
Many of the teachers referred to the curriculum principles with their emphasigdationships,
empowerment, holistic perspectives and community focus as an important @dmiew the
development of pedagogies of place. For instance, one team identified a coreurnnpidntiple
and several strands that were particularly relevant to tesieloping ethics of care when they
began to develop pedagogical approaches:

Empowerment/whakamana: understanding bicultural issues and tamogrithe Treaty of
Waitangi; Belonging/mana whenua: a respect for Papatuanuku should btguip
Exploratiocn/mana aatroa: Maori ways of knowing and making sense of the world and of
respecting and appreciating the natural environment. [RH]

For others, curriculum rewe offered the opportunity to reshape pedagogd: review of the
bicultural curriculum we offe(including practices of individual teachers as part of peer review)
and ways to improve these. E. will research our marae, mountain and i@t€fr”

With increased awareness ‘tthe local, curriclum can take unexpected turns when teachers
emphasise the gprtunity for experiential learning by drawing on the relationship between
“places:

Kaimoana—our emergent curriculum flew in on return from holidays. Donya broirght
puffer fish she had found on our local beach. We all learnt how poisonousvéneyand
children represented their understanding in many forms of art. [PM]

Rethinking curriclum (the content of teaching) enabled some of the teachers to develop a
“pedagogy of placethat challenged core beliefs and habits, and thus extended the boundaries of
“thinking spacé& This was evident in documentation from four different centres/kindergartens
(including urban and rural):

Another theory that has intrigued me is that of ‘thad shark, wolf etc... and we have
been discussing and complicating this idéast looking at our own eating habits can be
interesting... Are we really so different from sharks? A few days ago we were gagdeni
outside and paused to look at the bees on the berry bush. | was interdsieddifferent
my reaction was to that of the children. | celebrate every bee bhugene children were
scared. As we stood, watched and talked their fear dissipated, the dasgmit\wa great as
they thought (we did briefly talk risk managemerstand still if a bee sits on you). And the
work of the bees was so interesting[CK]
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Like we've got the caterpillars, plastic ones, caterpillars and you Krwsome of the
spiders and all that's creepy, creepy, | reckon it's actually getting tiesd to creepy
crawlies. [GB]

Well | think the creepy thing is learned. Kids are actually quite fascinated Kidg are
actually quite fascinated by most typef creepy crawleys; they get frightened by
freaking them out. [RC]

For pedagogical practice, this meant teaching children“tiztire” demands respe in all its
guises. For experiential learning, this may mean taking risks, such as gettidgopetén or hail:

We feel it's also important for the children to have an understandatghéy can't always
control environment or nature. they can't alvays control their environment. Nature isn’t
always nice and can't be controlled by us. For exanthleng the recent hail storm some
children were initially concerned about the noise and were curious aghdb was
happening. We offered the children containers to place outside and these colledtail th
The children then used the hail as an exploratory tool adding sand amihgdkbe hail turn
into water. [CK]

For one of the kindergartens, it took a curriculum review tosealbw much their pedagogy had
changed as an effect of becoming more aware of interrelationships between “pacpke apd
things” (Ministry of Education, 1996, p. 9). In an interview, the teachers pinpoint that
“everything, including their philosophy, changed:

J: That's whee you guys actually shifted your curriculum quite a lot didiwti ypecause
there’s things, like putting your little scraps into the bin to feed thems and to recycle
your paper. These became everyday practices. Changed the shape.of the

I: ... the garderand looking after the animals.

R: Yeah the garden.. | mean that’'s a huge curriculum shift isn’t it in terms of what you do

I: ... on a daily basis..

R: Yeah and someone talked about the shift from seeing those as activities to sesing th
as a way of life, | mean that came up before. [MB]

Letting children havée'real' experiences was also a core element of an emerging pedagogy of
place in another centre. Instead of sheltering children, teachers, families aneinchitgaged in
work, as this interview illustrates:

JR: Instead of that real work thing; kids deciding thiagh | can do real work, not dramatic
play stuff all the time, | can do real work.

Anne: Instead of digging in the sandpit, they’re digging a real gardesh.bArging in the
big containers at the front for the lemon and mandarin teeesb telling them that that is
going to be fruit one day and they were all amazed because the whole rnsoadiventure
shifting the dirt from the trailer to the thing and putting the holes in the bottdhe ssater
can drain out and. real work, and they did it.
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Penelope: Yeah, and they had spades and wheelbarrows RG]
3.2.6 Care of the self

As outlined in the beginning of this section, care for self was often reflected@nfarathe
kindergarteror centre itself, which included teachers and children. It was less ofterréteeras
care for the individual self (as self care). This is an interesting @ndiat may be partly
explained by meanings around care as fesmthiand as such dominated ‘yiving to other%
rather than caring for the self (Woodrow, 2008).

The example of one particular kindergarten highlights Hoare for the s€lf was enacted
through an emerging pedagogy of plaRehard Hudsorembarked on the project of change with
areview of practices to find outhbw greerminded we were as a teaniThey discovered that
many of their existing practices could tie in easily with caring for Papatuase&lsgction 2).

Pedagogy of place for Richard Hudson Kindergarten began with &ling (‘a simplified
version of the story of Rakinui/Ranginui and PapatuanukTiiey consulted with thekaun#tua

“for guidance, knowledge and inspirationThe focus on place became more specific to the
locality: “To add authenticity and depth we arranged for Hudtaujrétua) to come and narrate
his southern mythology/storieshakau ... as told to him as a chilthy his grandmothers and
great-grandmothers.

Focusing on local stories as a starting point for changed practices proved highlyfalccess
Children, teachers and parents deepened their understandiptao® by taking increased care

of the immediate environmerifThe whenua is of utmost importance in the production of food,
which affects us all. It is about our wellbeing. This is empowetiegchildren to become the
kaitiaki/guardians of the lanti Children began to recycle foodscraps and took increased interest
in caring for the kindergarten animatés the children give the hens their scraps, they in turn
supply them with egdsinterconnetedness becomes experiential as children take part in the food
production through gardening, animal care and changed practices around food in general.

We have slowly introduced the concept of litterless lunch boxekrough our newsletter
and via the ciidren with mat time discussions. It is an area where we can seedhzan
make a change both to our level of rubbish productiomnd to help our winau think
about the choices they are making for food storgrjd]

Similarly, caring for self involved an increased awareness of the intesredhips within places
for this urban kindergarten:

| think definitely the children at [this kindergarten] are more awsdirecycling and reusing
rubbish because of the activities they've done for that. They'vamgatnderstanding of
what happens with paper and recycling of papermakingp they saw how much paper had
to go into making one piece of paper, so that's an understardihghat, has to go into
that. That's one thing that they've got very well and with food and food veasteall that

sort of thing. We're trying to do recycling on a weekly, fortnightlyi®as they've got a
wastepaper basket so theppathat was being put in there and then they were shredding it
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with the idea that they were making special paper and so they were tryimakéothat an
integral part of the everyday practiceyou know, just like putting dinner. [MB]

Care for self can nan selfcare as well, as demonstrated below. Looking after oneself becomes
part of daily practice:

We incorporate it into our mat time¥his morning Lindy did beautiful, beautiful, just
simple stretching, rubbing the hands and putting them over youraegedoing the.. you
know just waking your head up, gorgeous stuff. | mean | think when | sagowoga it's
not a prescribed: “This is the pose that we do”...

... yeah, relaxing, and in the circle in the beginning we do the karakia anddteebitof
strething and then we sit down and do a welcome song, it's great doing thehsagnallt
the time.

And eating healthy food, | mean they're always talking abdet iinstead of eating your
muesli bars first have a sandwich first, you know there’s that stetiohing... [RC]

3.2.7 Care for others

As discussed in theethics of placé subsection(Section 3.2.4), emerging pedagogies of place
often centred on developing practices that enable participation and contributionrmmadtithin

the kindergarten/centre communityfCare for otherswas built on the same principles, however,

it meant widening the notion 6placeé and who belongs to it. For instance, teachers extended the
area of focus by emphasig that caring for the environment does not stop at the gate. Caring for
“others” meant stepping out of the front gate into the wider community by, Xample,
“adopting”a local park:

We chose Kew Park because it is close to our kindergarten, and because noamy of
families use it or walk through it. [RH]

Ten families were involved in the initial clean up, and the @ao icontinue this practice once a
term. For another centre, learning to care for others meant:

Walks to local parks and reserves spring to mind for me here, assvlt &ip to the farm
last week. | think this brings children an awareness of the commwaitive in outside of
[the centre] and respect for the environment and keeping ourseleestsati we go out for
walks together. [GB]

Caring for others meant visiting a rest home onderia to“associate with the elderly in our
community, and it is within walking distance of [the adopted] pgR¢1]. Care took the form of
making interconnections with others, such as the park, the animals, the elderly to thelade
what makes this pacular “placé, as part of the lived kindergarten experience.

Children took photos, told stories and documented their changing understanding of
interconnections. Kindergarten documentation illustrates children’s engagemierdawitg for
self and otheras an aspect of caring for Papatuanuku, the:earth

Knowledge of Rakinui/Ranginui and Papatuanuku gives our tamariki a séedwfedge
and concern about the vulnerability of our world. We must all do whatweaclook after
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[her]. By giving the youngdarners of our society ecological strategies in a realistic context,
we are laying the foundations for a generation of earth users who &raaket[RH]

Care for othes at times crossed vast geographical distances. This global aspect of care gave
childrena sense of global citizenshipTHat was lovely, with Margaret, coming in to talk about

the children in Kenya and then everybody sending in all their stuff and sending it over. there
[RC]

Care for others could also mean extending care for the wider environment throughgfasus
local events:

An Orca whale was stranded on Papamoa beach on the 27th Septdenbas refloated
after a massive rescue by locals and marine exjglemy of our children went down to the
beach and saw this. One of our mums helped to put him back out to sea. Vésvepdper
articles and watched news coverage on -fuhe’ of this. Children talked about ihe
impressions of what happened to the whale and how people wanteg tarhajet back to
the sea. Papamoa Kindergarten has a representation of the three whatbasegenosaic
in the entrance and stylised on our letterhead. [PM]

The relationship between past, present and future comes to life thtougklbng and research.
Caring for the whales means caring for those who shidre placé with us but who are
essentially different. A teacher explains how the event generatedirlg about the many
relationships that make“alace:

We told the children the legend of the three whales and they made props se ttould
dramatise it. They did it over and over again. In a short version twiesvbat caught in the
changing tideThey stop to drink at a spring which was magical and they turned intagrolli
hills. The father whale came to find them and also drank frompttiegsand became fixed

in place. Our children were fascinated with the sprifigere is i? What does it look like?
We got maps out of the area and could not find the spot, until a visit@daiShe knew the
legend and helped us find where the spring.Wdey drew, heard and enacted this story of
their local place. Not only did children learn, but many parents had nat tiés before. It
brought our whenua to life. [PM]

Caring for others meant including relationships with those who are nonhimmaetagogy.This
can lead to a reshifting of fundamental beliefs (Haraway, 2008), both for adults aindrchil

The children at CK are very interested in animals. When | first suggested tum afr
children that we are animals too, they laughed at such a ridiculous idea.Hginaget have
talked about animal classification and most of the older children now stader and
celebrate that we too are mammals. | have been working with infantsdatidrss-looking

at our pets and animal pictures, pointing outgithat we share and that are different (body
parts, eating). This often leads to squeals of delight! [CK]

Working with norhuman others could be a harads new experience or it could take the form of
looking anew at animals that exist in“places”:

Oh, yeah | brought my puppy in, and L. brought the guinea pigs in, so we have had quite a
few animal things, and just looking for animals outside, when they'reegamgl, there’s
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heaps of animal hunting and the worms, caring for our worm faramd our turtles and our
... we've got heaps haven't we frogs, fish, turtles. [RC]

Some teachers expressed their concern that although the topic of ecological sustaireabbe
close to their adult hearts, children may not be interested. However, working wittherfyrat
animals proved to be a point of interest for children thatdésdlf to further exploration dfbig
topics', such as care for others:

If it happens, because we have dreams but the children might not pickiupt all, and at
the moment their @ns are social gains, where they fill this whole floor witbcks and
cushions; they'll all wearing ears and tails, and they are mum and degnhtlogs, and
they're looking after each other. And there is this great bignatn thing going on here, or
they’re wearing wings, and they’re wearing wings and they have birdbwtetflies and
bugs because we have the most amazing family of caterpillars out thewe Swan plants
And everybody’s looking at the hundreds of caittars that we've got, and the chrysalises,
and that's our everyday, that's our huge thilgp the bush thing is kind of ... it's
caterpillars... so we’ll see what happeng/e try not to push things, but what we’ll do is
we’ll keep... we’ll do the stories, @Il act out the stories, we’ll do the rata chopping down,
the totara tree and stuff like thade do that with them; we also do that in lots of ways
because we start. | always did, with blocks and puppets and little cardboard acts, and then
they all askfor their acts and they do the story with puppets and bldtksthe most
gorgeous thing, and they bring out all our bugs, and butterflies and they puttband
and they're all hiding awayBM]

Caring for others included collecting food for the SPCA animals and inviting S. fronP®& ®
visit the kindergarten with her dog and cat. A visit to the SPCA followed a wesk Tdie
pedagogical aim wa&o encourage children to care for animals on a daily basis by caring for
our own kindergarten pets” [R].

In Western philosophy and policy, especially since the Enlightenment, the relationsigerioe

humans and our nonhuman others has given rise to critiques of the fundamental anthropocentrism

(human-centred worldview) that continues to dominate these relationships (LeeRROB&pOd,

2000).As indicated in subsection the ethics that shape these encounters as well as evidence of

how these encounters are experienced by children and teachers remain an issrgenkigt
needs further research, preferably in the context of ecological sustainabiitpedagogies of
place.

3.3 Summing up with a case study: an emerging pedagogy of place

To conclude this section, a clesp look at one of the participating cesd illustrates how a
pedagogy of place became essential to learning and teaching how to care for sslénotiiee
environment, both in global and local contexts. The teachers in this centre initiatedetnetre
focus, and it is fitting to include éir story to illuminate how a pedagogy of place is enacted.

Recycling was a topic that many of the teachers engaged with. This centre decdedrt their
concern over global warming by revisiting their existing recycling practicéstiae children aa
starting point for action. Recycling is an issue for ecologigallyded practice, because many
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children in childcare bring elaborately packaged lunches, and packaging is not always easy
dispose of-plastic containers do not lend themselves to composting. The idea was to integrate
recycling into daily pedagogical practices. By doing something on a regular basis and building i
into the daily rhythms of the centre, children had time to get used to newoiveging things.

They began to sort their left-overs into compostable, recyclable and nonrezyilabland began

to take interest in the processes of disposal. The connection between compostingaued left
food was an interesting one, and the children could see how one was connected to the other.

The pedagogy of place that the teachers worked with had a strong emphasis on doing/acting and
on building up intensities around actions. The plastic recycling left everyone festieg flat—it

is all very well to know that someone collects the plastng it's possible to find out where it
goes to be recycled. However, fefter food went into the compost and ended up doing its work
for the centre garden. Plastic just disappeared. Instead of sitting down with thenchildnat
time to talk about pldaiE rubbish and the difficulty of reusing plastic effectively, teachers and
children began to use plastic more consciously. It became a resource, to be used iretbe twentr
be taken home to be reused. Someone came up with the idea to take paratiotiédeJunk to
Green Funkcompetition, orgased by TradeAid. The competition provided the opportunity to
build relationships between the wider community and children, teachers and .pateats
paralysis of the global metaarrative was shaken off byjayful and vigorous engagement with
the project. Children collected plastic containers. Instead of sending plasta aff unknown
destination, plastic was redirected to the centre.

For weeks, the centre was abuzz with plastic curtain making, which involveditiygpunching

holes, sorting plastic, deciding on design, forming and disbanding teams, talking about and
researching where the plastic comes from and where it ends up, and évafifually the curtain

off as a competition entry. Children went home to their parents to talk about plegting and
parents with their children, and other family members, could go on to the TradeAid welssite

the entries. In the process of doing so, they had the opportunity to talk, read and see more of
TradeAid’'s work with communities worldwide. TradeAid became a permanent aspeetkbiy

centre and home routines when a roster for ordering goods wassechand run by parents.
Children, teachers and families are now part of a global network of production and ptoasum

that disrupts the discourse of hyjmemsumption by valuing smadicale production and by
becoming aware of the preciousness of resources that are used to produce, to consartieeand,
case of some of the TradeAid communities involved, to survive.

Adults and children were engaged in conversations that continuously crossetthidrgtaobal to

the local, and in the process created a sense of belondiptate. “ Place involved the early
childcare centre, but also thlink to Green Funcurtain entry, the website, lots of plastic
containers and learning about rubbish. It involved at least a fleeting awarep#ssrdamilies in

far away places whose children had to work hard to ensure survival. The local and the global
adults and children, consumers and producers, the childcare centre and’famities became
entangled in a complex geopolitical encounter. This encounter sits alongside weeklnwghoppi
routines to the mall where differences become entrenched again in opposition to egcbr other
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where they become invisible; hypssnsumerism depends on discourses that create the illusion of
smoothness, both in relation to consumption and production (Harvey, 1998).

The shaping of relationships between people, places and things is alkapheg of*place in
the ontext of discourses of globadison. Collectively Kids becomes the place where
subjectivities and practices reshape and emerge, where pedagogy is rethoegiataljst for
change is'the globadl in its encounter with théthe local. New subijectivities and practices in
turn create new possibilities for understanding learning and teaching as trangst®anabns in
global times. This is what Ellsworth (2005) refers to as pedagogy as knovitetigeemaking,
based on “experiencesof being radically in relation to one’s self, to others, and to the world”
(p. 2). Gruenewald and Smith (2008) argue that learning is about increasing awarémeself+
other-+world relationships. A pedagogy of place emplessibie relatioiaand embodied nature of
learning; with an increasing awareness of global issues, this focus has the putgmialuce
transformative change. With its focus on effects on—se#fierworld relationships, it is a
pedagogy of situated knowledge in the magk It counters the paraipg effects of meta
narratives of globatation through its embodied, material engagement with learning and teaching.
A pedagogy of place creates complexities, and an awareness of the many layersithatherf
one starts paying attention to the self as deeply embedded in relationships méhytsthers in
the world.

What is beginning to emerge from this project is the significance of developéuagogies of
plac€ to ecological sustainability and ethics of care for @min their specific communities.
Further research is needed to address important research questions that emettys §ection,

such asHow does an ethics of care for self and ah{#rcluding nhonhuman others) interrelate
with global citizenship andlemocratic practice as an aspect of a pedagogy of place? How do
children create meaning of ethics of care for self and gtlmeluding the planet? How is a
pedagogy of place maintained and strengthened over time? What are theohmitdtisuch a
pedagogyfor examplein communities where people struggle to have a sense of belonging? How
would a pedagogy of place address issues that arise when people lack accessctsPesiour

can such a pedagogy and an ethics of care support whasmay feel exclded (for example

new migrants, or those who live in poverty, or those who experience violence in their
communities)? These are big questions, but the emphasis on local specificityl as e
emphasis on integratiftig” issues with local concerns tha embedded in concepts such as a
“pedagogy of placeoffer potentially robust engagement with the difficult questions. They hold
the promise of enabling and supporting local responses to global issues.

4, Communities of ecological endeavour

A key focis of the study was to investigate how centres can work with their local corr@aumit
a process of producing ecologically sustainable practices, based on an ethic of deresédi, t
others and the environment. Areas for exploration included the following:
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* How did teachers explore sustainability practices with their tamarikinath and wider
community?

* In what ways were these practices and discourses and resources responsive c@aoagthi
for self, others and the environment?

* How did these pedagogies relate to those within the local communities?

* How did these ethics relate those in the local contexts?

* In what ways were links to the local community developed and/or strengthened?

4.1 Community and sustainability

Early childhood centres serve as part of communities, supporting families and rchitan
those communities, but also have great potential to actively foster a sensenufrdty for those
involved. The New Zealandarly childhood curriculum,Te Wiariki (Ministry of Education,
1996) is grounded in a set of four core principles, one of which is that of Family and
Community—WhanauTangata, which recognises thiag¢ t‘'wider world of family and community

is anintegral part of the early childhood curriculum” and tttz¢ “well-being of children is
interdependent with the webleing and culture of adults in the early childhood educatitting;
whanau/families; [and] local communities and neighbourhoods” (p. 42). To tids ‘Ghe
curriculum builds on what children bring to it and makes links with the everyday astigitid
special eents of families, winau, local communities, and cultures” (p. 42). The curriculum
strand of“belonging” reinforces this emphasis on connection with families and community,
stating that “Children and their families experience an environment whergeding links with

the family and the wider world are affirmed andesxied” (p. 54).

Early childhood centres, through a consciousness focused on building community, can enhance
this sense of belonging. Peter Block envisages a future “in which communitfesther in the
workplace, neighbourhood, rural town or urban centaeate a wider sense of belonging among
their citizens”(2008, p. 5). According to Block, “A community’s wellbeing [has] to do with the
quality of the relationships, the cohesion that exists amongst its citizens” (mhgsi@n in this
sense, does not implysameness but the facility to work collectively, embracing and
encompassing differences. Teachers can be part of enhancirsgtied capitdl of the centre and
conmmunity. “Social capital is about acting on and valuing our interdependence and sense of
belonging. It is the extent to which we extend hospitality and affection to one dn@hoek,

2008, p. 5). This is a credibased approach, wherebgommunity is bult by focusing on
people’s gifts rather than their deficiencies” (p. 12). Transforming our comesunitvolves
relationship building focused around an appreciation of what each person chooses to eontribut
“If we care about transformation, then we vgitay focused on gifts, to such an extent that our
work becomes simply to bring the gifts of those on the margins in to the center” (p. 13). Early
childhood centres are ideal sites for community building, since famikeal@ady encouraged to
participage as part of our curriculum, and early childhood teachers are focused on relationship
building with children and their families.

Sustainable Aotearoa New Zealand (SANZ) is the organisation responsibharaging inputs
required by the UN Decade of Education for Sustainable Development, in partnetshipewi
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New Zealand National Commission for UNESCO. SANZ consitistreng sustainabilityto be
absolutely fundamental to human wellbeing. It involves the preservation of the intfgail
ecological syms in the biospher: A strongly sustainable human society operates as an
integral part of ecosystems within a construct of ecological ifyeghereby the ecosystem has
the ability and resilience to maintain stability and diverE8ystainable Aotearoa New Zealand
Inc, 2009). SANZ believes that in order to commit to strong sustainability, our community
requires a particular sef societal ethics and values. These include:

1. Placing great importance on naraterial sources of happiness.

2. Removing the perceived linkage between economic growth, material possessions, and
success.

3. Affirming the deep interdependence of all people. as®ociated community values include a
robust sense of mutual respect, fairness, cooperation, gratitude, compassion, fagivenes
humility, courage, mutual aid, charity, confidence, trust, courtesy, integrity, ypyaid
respectful use of resources.

4. Affir ming the value of local community, with associated benefits of reduced environmental
footprints and increased cooperation between people.

5. Valuing nature intrinsically through knowing that human society and its political egonom
are integral and interdepesrit components of nature and the biosphere. Humans have
reverence for nature and know that they are responsible forripci on the integrity of all
ecosystems in the biosphere. These ethics and values are the core of the need¢d societ
understandingbout how to live within the Earth’s limits and in harmony with people and all
other species(Sustainale Aotearoa New Zealand Inc, 2009, p. 12)

In this conceptualisation, “Ethics, values and ‘world views’ directly support stustgisability
because people know that they are integral to the ecological systehe biosphere. Therefore,
people desir¢he integrity of those systemgSustainable Aotearoa New Zealand Inc, 2009, p. 1)
Interestingly, the professional association for early childhood educators inalfysiarly
Childhood Australigd ECA), has included the obligation for early childhood educators to “work
with children to help them understand that they are global citizens with sharedsfalifles to

the environment and humanity” within its recently revised Code of Ethicd {niteavis, 2009, p.
230).

Consciously fostering a sense of community is at the heart of building strong sustairnhg
requires of citizens that we as educators focus our efforts on fostering “wayhieVireg
interpersonal cooperation, trust, respect, and a sense of communityatthidesame time being
always ready to challenge and debate assumptions and pra¢fcessdinable Aotearoa New
Zealand Inc, 2009, p. 22). Education in this view &&sts core purpose “to ensure that each
citizen has the wisdom, knowledge, and skills that are required to live, contribdtp)ay in
ways that are in harmony with the whole of our strongly sustainable sod®tgtainable
Aotearoa New Zealand Inc, 2009, p. 38).
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This study, thereforewvas part of a conscious movement described by Alvdg07, p. 158as
focused on “reinventing the meaning of stewardship, environmental consciousness and
community, while trying to rekindle connections to the land, our own and ounsitiddt arose

from our belief that early childhood education, through an enhanced focus on caring for ourselves,
others and the environment, can make a contribution to a wider attitudinal shift at tharnsgmm
level, resulting not only in benefits to community wellbeing, but also contributing to the
wellbeing of our local and wider environments (Gruenewald, 20@8jcial to this process is the
connectedness of work within centres to their local communities, with childresnetsaand
parents serving as the conduit for this connection.

4.1.1 Teachers exploring sustainability practices with tamariki, whanau and community

Generating a sense of connectedness with the natural world, and a sense of predsdtiveards

it, are communitylevel concerns. Wit increased urbanisation, manyegtern children have fewer
oppatunities to experience nature on a regular basis (Blair, 2009; Davis, 2009; Phenice &
Griffore, 2003; Prince, 2008b)Even in Aotearoa, where many people live close to rural,
wilderness or beach settings, the long working hours expectedearitpas prohibitive of time to

be allocated in pursuit of these outdoor experiences, and unfortunately, some edhigochil
centres have limited outdoor areas available. This can resaléénse of disconnection, which
according to Laura Alvarez “has led us to forget (or prevents us frommbering) that we are
embedded within, and are importantly connected, to the world that sustai2003, p. 5)
Alvarez considers this disconnectedness of our children’s communitrasnature to be “one of
the deepest (and largely unnoticed) causes of all the ecological and social advibiatitive see

in the world today” (p. 5). Therefaré\lvarez believes that “The consequences of this vast and
increasing disconnection, loss of direct experience, and loss of enchantment wihonghitrto

be one of the primary concerns for educators, parents and community members” (p. 6).

Our approach within this study was not one of traditional environmentab#olucwhereby
teachers focus on teaching the subject of environmental education (Prince, 2008&], indine
with Te Wiariki's (Ministry of Education, 1996pedagogical framework, teachers found their
own ways to integrate environmental understandings in meaningful vedggant to their own
centre and community contexts (Basile & White, 20085 Judith Plant has written, “Home is
the theatre of our human ecology, and it is where we can effectively think fgelingl
Bioregionalism, essentially, istampting to rebuild human and natural commun{@lant, 1991,

p. 218).

Fundamental to the implementation of pedagogies of sustainability wadithation of ethics
and values underpinning this process. These are discussed furtheolfothiag section.

4.1.2 Informing and involving whanau and community

Early childhood centres in this study were able to build on already establishezhsbigis with
families and within their communities in implementing their commitmertdéaé¢search kaupapa
of caring for ourselves, others and the environment. Involvingnaih meant firstly informing
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whanau about the centre’s focus. Centres prepared various notices and displays, & well a
inviting whanau to meetings:

Hawera Kindergarten, 2008

Panui md te whanau

e Judith prepared a display for the wall to provide information and epdat wtnau
about our project work.

e The display includes documentation of activity so far.

e It was important to briefly remind vihau of what we were doing, how we wouldeet
this work in our programme and some examples collected so far thatttashow this
looked in practice. [Judith, October 2008, HW]

Hawera Kindergarten 2008

Photo 4.1. Hawera Kindergarten noticeboard

Gwyneth, teacher at Koromiko Kindergarten in Hawera, reflected on how their kirtdarpad
embraced the research kaupapa, by indentifying what they were already doingl] as &
pathway forward involving partnership with &rau/community:

Prior to our involvement in the research, we had been introducing Edudation
Sustainability concepts to okindergarten for several years. Our philosophy and strategic
plan now include these principles. We were making our practiceshargtinciples behind
them, more visible to families by putting up noticetsbalisplays about Education for
Sustainability and Litterless Lunbbxes. Some practices were already well imbedded in our
programme.

The beginning of the research project had an impact in a number of ways:
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e  We began to think about how adri values, practices and culture tie in with the
principles we wanted to promote. The concept of Kaitiakitanga (beiagdgns over
the wellbeing of the environment and the creatures -initluding us—gives a
holistic view of what we are doing

«  We began to reflect more on whether the children were understandinghtteptowe
were introducing and to look for ways to gauge.this

e« Asking families to contribute their ideas and their knowledge of thdldren’s
involvement in environmental issues gave a more rounded picture of how much
knowledge about, and commitment to, Education Sustainability there is in the
wider community. The ongoing journey begins to feel like a partnershiner than us
forging our way ahead and trying teducaté otheas on what we are doirgsome of
our families are further ahead on the journeyntiva are and are providing inspiration
for us. [Gwyneth, K]

In response to this invitation, the teachers of Koromiko were invited to vigitien of a family
whose daugletr attended the kindergarten, and who were very committed to sustainabteepracti

We invited whanau C
ad’s family were fully supportive
ggestions about other things we could

es the principles of reduce, reuse, recyc

d reducing litter, they use a cent-o-metre

environmentally friendly cleaning products i

ole and fruit gardens, we were invited to come round
eating and maintaining them.
We had a guided tour with Sinead
and Debbie, Sinead’s mother.
Sinead knew that the no-dig
gardens had chicken poo in them
and, with some prompting,
remembered the straw and “some
bit of little stripey paper”
(shredded paper). Debbie added
that there are layers and layers of
cardboard as well. The straw and
shredded paper has to be
eplaced frequently as bird activity
laces it from around the
As the layers break do

Photo 4.2. Sinead shares her family’s sustainable gardening practices, ianiko
Kindergarten

Here are some written responses from Sindfad’sly:

Life in New Zealand and especially Hawera can be classed as luxury livingueahtp life
in Wales. Many houses have very little and often no garden, peopleotgather in parks
and beaches to be able to enjoy games and freedom. Fruiegaable growing is a dying
art. Composting would be seen as a potential area for attracting unwantéul nitdren
have very little concept of sustainability and what is involved to kisefed, warm and dry.
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Why we would need to be kind to the environinéas very little meaning when the

supermarket sells everything and rubbish is taken away. We are very |Utkyet@ garden

and for the land to provide us with food, heat and shelter, but the joy of beentpaiive

back to the land is a much bigger reward again.

1) We have a worm farm to collect the worm juice which Sinead helps with.

2) We collect rainwater to help water the garden

3) Anything the birds will eat is given to them rather than the bin.

4) Like most we recycle

5) We use a centimetre to keep a check on which appliances are usinglectricity
andas a consequence we are much more religious in the minimal use of electricity.

6) The children are able to pick lots of different fruit from the garden.

7) We compost all fresh produeeaste.

8) Sinead has helped to plant the no dig garden which is layers of cardbdekeénch

manure, straw or shredded paper and compost to encourage worm activity and

eliminates digging as weeds do not grow.

9) Sinead is always aware to turn off tapslesiwashing hands and cleaning teeth.

10) Sinead enjoys playing in our wood pile and she has helped to chop up the wobd whi
has been taken from our land. We are replanting with willow dueetalfity to re
grow after cutting. Our children love to collect the wood and we shom tiewv to
stack a fire and how to respect it too.

11) We take an active part in growing vegetab®isead helps with the cooking of some
things and they love to pick rhubarb and they make the crumble topping.

12) Most of our claning products are now eco friendly.

13) Our main future plan is to get chickens after Christmas so that mors semrajpe fed
to them.

Whatkindy has taught us:

1) Koromiko has encouraged us to think about how we package food. The trend now

continues fo school as well akindy lunches—we are rarely using nonbiodegradable
packaging.

2) Koromiko philosophies hee encouraged us as a family to question how we can
continue to be more setufficient and environmentally friendly.

3) Koromiko has encouragass to talk to the children about why we chop wood, plant
food, recycle and reduce tti@ngs we are putting into the bin. [KM]

The Koromiko teachers were intrigued with treentimetré/“cento-meter”, and subsequently

consideregurchagg several to uswithin the community, and loan to interested families.

At the initial collective hui, teachers across the centres had shared ideas for implementation.
One of these was the notion dftterless lunchboxés Raglan and Childcare and Education
Centre senthe following letter home:

LITTERLESS LUNCH CHALLENGE
Dear Parents,

Would you like to join us in the ‘Litterless Lunchbox’ challenge?
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Here at Raglan Childcare in our recycle corner we have set up boxes fihilthren to put
in plastic, paper and otheecyclables from their lunchboxes. We have a worm farm and
Merren'’s pig for composting fruit and vegetable scraps.

A litterless lunch is one where nothing needs to be thrown away. Diétngum that on
average a schoalge child using disposable lunch generates 67 pounds of waste per school
year (www.wastefreelunches.org)? Things like plastic yoghurtaogmrs and spoons,
plastic clingwrap and plastic bags, individually packaged snacks.

Ideas for a litterless lunch is to choose

. Reusable lunchbox @loth bag

. Reusable plastic containers: divide larger batch of snacfsraisins, crackers or

large container of yoghyiinto single servings

. Reusable drink bottles

e Snacks in minimal wrapping
It's true we are all very busy and it's convenient dast to use prpackaged food but
maybe we could all start by changing one thing and together that would mbkg a
difference to our environmerRC]

Children and parents responded to these challenges, as is evident in the followsng.sect

4.2 Responsiveness of these practices and discourses to an ethic of care for self,
others and the environment

Underpinning relationships within early childhood practice we can idehtfyphilosophy of an

ethic of carg(Noddings, 1994, 1995, 2005). For Nel Noddif§j895) an ethic of care does not
require an elaborate rationale, “to explain why human beings ought to treat one another as
positively as our situation permits. Ethical life is not separate from and talithe physical
world. Because we human beings are in the world, not merely spectators watching &idm out

it, our social instincts and the reflective elaboration of them are also in the' {orit86). She
considers that having been cared for as an infant and young child “is the root of our resgyonsibili
to one another” (p. 187). Ethical caring is distinguished from spontaneous natural caring in that it
is motivated by duty or a sense of idealkthical caring holds great promise, in its potential to
“guide action long enough for natural caring to be restored and for people once againdb intera
with mutual and spontaneous regard” (p. 187). Rather than relying on moral guidance, an ethic of
car approach, “insists instead that ethical discussion must be made in caringtiameraith

those affected by the discussion” (p. 187), although a fundamental principle might beedlestif
“Always act so as to establish, maintain, or enhance cadiagpres”(p. 188). Noddings’ ethic of

care is respectful of alterity, seeking to enhance the other’'s growth, whilsttieg“Otherness

It also rejects the notion of totally autonomous agency, and accefgadrbte reality of our

moral interdependence, recognising that “Our goodness and our growthxariedabs bound to

that of others we encounter” (p. 196). An ethic of care is founded in anstardfing of people

as relational beings, and can be seen as comprising three centpnents: coreptual and
emotive understandingleep respect and intrinsic worth of othensd a willingness to act for the
other (Martin, 2007, p. 57)
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Peter Martin(2007)draws upon the work of Nodding8005)to point out that in order to foster a
genuine relational sense of caring for the natural world, educators can focumecamaging
children to cardor aspects of the environment in an intimate relationship, such as that seen in our
study where children actively cared for local beaches by planting trees (Papardesgiten,
Tauranga) or doing a beach clagm(Meadowbank Kindergarten, Auckland, and Richard Hudson
Kindergarten in Dunedin), rather than the more removed cakingta distant rivefor example.
Martin considers that, “For educators interested in encouraging an ethic of caapdb#ycto
think with the heart as well as the head is vi{pl’61) David Gruenewal@003, p. 8)asks us to
consider, “Where in a community. might students and teachers witness and developsfof
empathetic connection with other human beings?” As early childhood educators weaiaty cer
respond that early childhood services are clearly sites in which this empathiection can be
facilitated. Gruenewald further enquires as to “How mihbse connections lead to exploration,
inquiry, and social action?(2003, p. 8) Again, the data from this study proviédzamples of
these connections leading to such actions within early childhood emlugabgrammes in
Aotearoa.

Nurturing respect has been identifiedesasiajor objective of efironmental education, this sense
of respect emanating towards “both living and 4ieimg elements of the natural world”
according to Basile and Whif@000, p. 203). They consider that “This ground rule for working
with children in the environment will go a long way toward establishing children’s basic
relationships with the world{p. 203). This idea of interrelated respect for others and the
environment resonates withife Whariki's strand of‘Exploration”, which lists the following as
learning outcomes:

* theories about social relationships and social concepts, such as friendshguityg and
social rules and understandings;

* a relationship with the natural environment and a knowledge of their own place in the
environment;

* respect and a developing sense of responsibility for thebsilh of both the living and the
non-living environment;

* working theories about the living world and knowledge of how to care fiitistry of
Education, 1996, [20).

It must be noted thahdigenous peoples, includingalti, do not necessily make adistinction
between “living” and “nonliving” elements. Toadri, the mauri, or life forcas everpresent and
of central inportance(Hohepa, in Moon, 2003) “Maori do not share the Western concept of
animate and inanimate in the natural world. Fao all things have a mauri, or lfierce, and a
wairua, or spirit. This is part of why @dri conceive their world in different ways from
Westerners.The land sea, sky, and waters are seen as indivisii@aitangi Tribunal, 2004,

p. 4).

Teachers in this study were able to articulate values that underpinned theirgiesiada the
following section, data from the studye used to illustrate notions of caringrfourselves and
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others as they were articulated and enacted within the early childhood centres ezbncern
Papamoa Kindergarten near Taurangsdeveloped an Education for Sustainability Policy, the
rationale of which states, in part, that:

We believe tht it is important for children to respect and develop skills and knowledge t
look after their environment and use environmentally friendly mest To achieve this we
believe it is necessary for parents and teachers to contribute and learridelahgjs
children and embrace practices that they can use throughout life. [PM]

This brief excerpt positions respect as central to their collective endeaRapamoa
Kindergarten also integratehe following “Maori ecological principles” into their programme,
which they desde as “informing our kaupapa™:

. Nourish all aspects of the tamariki/aviau and kaiake-healthy food and water,
beautiful places and connection with nature, eg. tafamddel.

e Tereo another way to integrate Te reo armbiViconcepts ito everything we do.

e The long term view that what we do now affects many generations &®.com

*  Whakawhanaungatangawvorking together.

. Puna Mataurangagrowing a pool of knowledge.

«  Whakamana-Respect—mutual respect between tamariki and the environment.

*  Whaikorero—about our place local legends.

e  Tilrangawaewae-creating beautiful special places where people feel at home.

. Creating our own wairua.

*  Conservation of Papatuanuku and Ranginui.

«  Ako—co-constructing learners as teachers, teachers as learners.

. Pepeha— importance of whnau connections.

. Manaakitanga-care for people and our environment.

. Tuakana/Teina-reciprocal learning and sharing of knowleddtM]

4.2.1 Manaakitanga—an ethic of care

Manaakitanga is a term that invokes a range of interpretatidres been defined as “The process
of showing and receiving care, respect, kindness hospitality” and implies “thatvthg gnd
acceptance of kindness and hospitality bestows mana on both host and guest”¢Baint@007,

p. 186). Inherent within the notion of manaakitanga is the conceptinfahrespec{Benton et

al., 2007). Aroha, a component of manaakitanga, is associated with theiatligacare for
others, including not only vd@mau but is also demonstrated through charity towards strangers.
The need to retain and enhance mana dictates that manaakitanga involvgsiag oycle of
reciprocity:

Reciprocity is also involved in the concept or value of manaakitangahwhvolves
nurturing relationships, looking after people, and being very careflioof people are
treated, and expecting the same care in return. This includes relatives buttatsts ex
beyond them to all manuhiri. It is one of the key regulators in theattten of Maori
communities, and of lbri and Rkeha (from a Maori point of view). (Waitangi Tribunal,
2004, p. 11)
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In their first set of data, Richard Hudson Kindergarten from Dunedin identifiedkthdergarten
treaty as an aspect of generating an ethic of caring that they already had in place atttbeir cen
This idea was picked up by Maungatapu Kindergarten in Tauranga:

2/5/08 Ideas and Thoughts for our Treaty

Developing a Treaty

We were keen to explore the concepts of manaakitanga through the kirefergart
environment by using the Treaty concepts to shdeas such as: care for satiflers and the
environment. Through honouring Tériti o Waitangi, Article 2, talks about the care for
lands, forests and fisheries.

As a team, at the beginning of each new term we talk with the ehilalbout a contract
which allows them to think about what isagkand not oky behaviour. The children
understood the notion of a ‘deal’ together to keep yourself/others sdfeggmecting our
environment. Quickly we were able tstablish an agreement.

Signing the Treaty allowed the children to take ownership to this pracessmtention of
the content, empowering the children to self and peer monitor. We talkedhe children
about'What is a Treaty?and ‘Why is it importanto have one?MT]
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Photo 43. Marion Dekker and tamariki of Maungatapu Kindergarten discuss ther kindergarten treaty
These were some of the childretteughts:

What is a Treaty?

It's about, so we do not hurt people, it's about sharing.
Beingnice caring for the kids.

We need to look after the animals

We look after our toys and the animals, we feed them.
So we know all the safe things.

Itis a deal.

TOADAR

Why do we have one?

I:  So that things are fair.

R: So everyone is happy.

R: So that the Mori people are fair. They went to the top of Mau#ley had songs and
spears(part of the Waitangi Day celebration in Tauranga).

K: So we all know what to know.

M: So we d know the rules so it is fair. [MT]

;

Photo 44. Maungatapu Kindergarten—creating our treaty

At Bellmont Kindergarten Te Kupenga Hamilton, teachers Pat and Pera are very much focused
on implementing their centre philosophy whitttey describe as operating under the cloak of

74



whanaungatanga (including families) which embrad&hakapiripiri mai—coming together;
Manaakitanga-caring and sharing, making people feel at ease; and Rangipaése During
this study, Pat articulated ways in which this philosophy is enacted in pratticke are very
much in keeping with Noddings’ ethic care explainegreviously:

It's about what suits these families. How can we make their liveisr@aBecause being a
parent is so hard and if you've got babies and toddlers and kinderggegdrchildren and
children to get to schoplwhy are we going tanake it harder for them being rigjdbout
sessionlimes? And also we want them to be able to spend time here and kmowwddéer

is safe, the baby is safe and the mum who's breastfeeding a baby whioshesnall night
because the baby’s crying deescomes and sits on your sofse take the bahyend we're
around with the baby while the mum Ha& minutes peace. Sometimes it's all the mother
needs for her personal sanity. So yes we carry babies around. Pera'gaedlbt that. And
it's about keing there for people and if we want to be true to our philosophy then wedhave
do those things and it's not about ‘have do'them, we actually ‘want to’ do those things
because it feels so right and the more we do those things, the moet bak inthe love,
the people coming, the support that we get and so it's the basic thingnahHife. You get
back what you give out. [Pd&M]

Pat also explained how the teachers’ commitment to supporting families hastheahey no
longer adhere rigidly todfficial” session times:

So because we have whanaungatanga on the wall and it's our philosopteytotedly gone
loose on time and yes, so there’s no starting time and finish time. Wirdlexible about
this. If someone has to drop their child early, they come early no mdtédr If they want
to stay for lunch because the parents are going to be latestdneyor lunch. We're not
phoning up saying, if you don’t come within an hour we’re going to phdrild,& outh and
Family Service because youlnaven't fetched your child because the policy says stuff like
that. It's unbelievable. So we've just loosened up on all thosesthBwthat's about me the
Pakeha letting go of things and making this more malie so that time is okay, yes it's
important but there’s also time constraints on paréotsll sorts of reasons and people
generally are not early because they want to be early and they wantith @fetheir child,
they've actually got somewhere to go to that's really importaifiPat,BM]

Pat and Pera froBellmont Kindergarten Te Kupengaovided a tangible example of teachers
caring for each other:

Pat: One of the special things about h&®a and | do not leave each other at the end of the
day without a hug. We don't just walk out of here. We give each other a hugeatichnk
each other for the day. And then off we go agaispo.

Pera: They're special to us. If we can teach them or touch in anywe/ag doing okay |
believe. And like Pat says we never go without hugging one another and thamn
another and | think that shows respect. It shows the love and that just showsie
philosophy of whanaungatanga because we're one people and we stanet tagethki te
kaupapa and at the end of the day, who's it for? Our tamariki. Who bhiogs tamariki to
kindergarten? Our parents. Because without our parents whelag wede? So | think this
is where we're really special. It really shows in our appraisalswbnds that we write, the

75



mabhi that we talk about and just the strength that we combine togetteeh, that make
our team sd love it. You know | love it. BM]

Collectively Kids’ teachers wrote of their awareness'©@éring for each otherittle acts of
kindness, helping, having high expectations of social competddeeeis one instance:

After watering the mint plant N picked some mint to sm&llwas clse by so she passed
him some too. N sniffed the mint and held it under A’s nose too, sodwe What to do with
it. They both looked at each other with great thoughtfulné&s<K]
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Caring for ourselves was another aspect of our research kaupapa. | Bahaett(2006, p. 271)
views “alienation from nature and from self” as being “highly interrelated anckayrtability to
knowingly despoil the environment”. He suggests therefore, that “If we love (valissos, we

will love (value) [the environment] whictve believe supports ugp. 271). This means that an
important aspect of “education for sustainability as a frame of mindowitb reconnect people
with their origins and what sustains them and to develop their love of themsgive&r]).
Encouragingselfcare is a routine aspect of early childhood care and education. At Richard
Hudson Kindergarten, this focus was extended more widely in their concern to inchiliksfan
exercise sessions such as aerobics conducted by one of the teachers, Grace:

Caing for Self—Push Play

We have a strong ethic of caring for self. We educate the chitremays to keep safe,
healthy and happy. This term we have celebrated Push Play. We embarkedHbltatly
Challenge for a second time, and Grace gently encouthgeglénau to join in, in her very
persuasive way! We had a Push Play morning where we all went aroundicen and
outside circuit of nine stations to get fiRH, 1

4.2.2 Healing as caring

Often present in our work as early childhood educators is an unspoken spiritual lbeeigof
where emotional and spiritual healing takes place. Jane @&®8) describes how teachers
generate a climate of spiritual interconnectedness which is mgytofi children’s emotional,
physicaland spiritual wellbeing. She considers the practice of what she describe®rysdy
spirituality” to be “protective, restorative and healirfg’ 267). Gardening isneveryday practice

that enabled children, teachers and parents to experience a healing sense of spiritual
interconnectednsswith the natural world

As reported in the Te Ao &bri section (Section 2)Joy and Judith, teachers at Hawera
Kindergarten, used the bo#loro's Medicine(by Melanie Drewery, Huia Publications) with the
tamariki

Joy talked about native plants and how Koro used them. For the childrenwatraHa
Kindergaren, we looked in our playground and found native plants and learnt somer of thei
healing properties. We used an illustrated book callxd Rikau. Essence of the Forest.
Maori Herbal Remedigsabout rongoa from native plantBhe children took photos and
were curious to know what they were for. WHhilgrakeke was used for Tama’s blisters, it
was also used to make ketehariki and kikahu. Plants we found includgubhutukawa,ti
kauka,kowhai, kawakawaharakeke koromiko, puawinaga andahurahu. We also l&ed

at edible plants which includedils, and the vegetables in our gardens, carrots, peas,
lettuce, tomato, parsley, corianddny shared some personal experiencesnhan used,
such as applyinggha sap to warts..

The childrenwere able to identify ih this ... and engaged in discussion to share their
experiences.. Some children and their families go to the beach to play in the sea and rock
pools, gather kai moana, go fishing at the beach or in a boat, plamuhegardens, make
compost and als@ke an interest their grandparérgardens, especialtpeir tomatoes.
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In sharing these stories with the children, rongoa comes in mamyg fos one adapts to the
environment they live inNovember 2008 [HW]

At Maungatapu Kindergarten, a moth&r, had just facilitated a yoga session with the children.
She described how the children had responded:

They had fun, they found it fun. It's all about round the story. It's botathis is this pose

or this pose. It's just about let's have fun. So we're beimgals. We would be off on a trip

in the jungle. So we got in our cars and off we went and then we rode tipethand then

we put up our tent and then we weleisten there’s an elephant’ 8/ hat can you hear?
‘Monkeys in the treesSo we were monkeyand then we were trees and then the lion
‘Oops let's race homehand we raced home. and theriOh back to bed and you feel really
safe in your bed and lie down, close your €y&ne thing | found really interesting that
they respond to in amongst thattrying to teach them to relax and then going round and
testing them;Are you like jelly?, and the kids that just hold themselves and then teaching
them,'No, no, no, let’s just relax and be jelly. Just pretend you're in bedhanig relaxing
andthis is going to help you gt sleep if you find that you need’to | know for a fact
there’s one little boy, the mum was saying, he’s her little waaryat four years old! So it's
like can you teach them techniques to help them eeathmake them awa that their
thoughts, you’re not your thoughts. How you can deal with tifigif]

At Raglan Childcare and Education Centre, eating outside in the winter sunlggheigeryday
spiritual practice that is a source of wellbeing

Sitting in the sun
What dowe do when the sunshine comes out in winter?

We follow it! It was such a beautiful day we decided we wanted to eduocin outside.
The teachers moved the big kai table out and it felt like a party. The sparrawscdceopr
crumbs afterwards and theachers didn’'t have to mop the floor! We wanted to have a
really long lunch outside and eat all our food. Then it was back ifaidelie down on our
beds, then outside for more playing in the sun!

Learning outcomes:

We discuss the weather and heunshine makes you feel. We discuss how living things
need sun to grow. We discuss eating healthy food and resting to help loauedves so
we don't get sick. The children cope with a degree of change in the dailyerouti
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Photo 4.5 Raglan Chldcare and Education children eating lunch in the winter sun

Educators carconsciously seek wellbeirgnhancing opportunities, integrating them as part of
everyday spiritual practices. These can be as simple as moving our lunchuizide on a
winters day! Lourdes diaz Soto and Beth Swadener have envisaged an early childhood pedagogy
in which early childhood educators serve as “cultural workers invested in healiow’ &S
Swadener, 2002, p. 58)

4.2.3 Wairua—early childhood care and education as sanctuary

Wairua, the spiritual dimension, has great significance withiraariMvorldview. In Part B offe
Whariki, the Maori text providesan explanation of the centrality of wairua to caring for our
environment:

E ai ki ta te Mori, ka whanau mai te mokopuna ka tapahia tona pito, ka tanumia ki tona
whenua. Ka huaina ano nga parapardwhenua’ Na enei tikanga ka tuhono te wairua

o te mokopuna ki te whenua, ki tona iwi, me te taiao. Na enei tikangaukatgmana
turangawaewae o te mokopuna mo tona whenua ki tona ngakau. Ka aroha hoki ia ki te
taiao. Ka noho pumau te mokopuna ki te wairua o te whenua, ka hoho pumau te wairua
o te whenua ki te mokopuna ...

This is the development of personal autonomy, identity and belongiAgcording to

the Maori when a child is born its umbilical cord is cut and its placenta is buried. The
placenta is referred to aghenua’ Through this act the spirit of the child isnjed with

the land, with its people and with the environment. Through this custom stia®n

of the child with his land is established within his heart. [He/she] shall cardédor t
environment. The child and the spirit of the land shall be as one. Ministry of Education,
(1996) Te Whriki: Early Childhood Curriculum, Learning Media, Wellington, p. 36.
(In Benton et al., 2007, p. 178) (Translation by Benton et al.)
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Teachers in this stly sometimes referred to wairaa something that they wesvare of within
their practice:

They keep coming back and coming back. The wairua that you feel when outtent
kindergarten is so special for them because they don't feel it anywherbatligetly go into

so it's like this, we always sayve’re a unique little kindergarténit's all about sharing

love. Respecting people and children as well. So they’re likenmkiopuna eh Pat. [Pera,
BM]

| thought, wow there’s our wairua right there, our harak@&erause it's that hutea of te
rito, it spreads out and those are our families. That's oanath And | looked and thought,
we're so fortunate, we're so lucky to have something like that andlse say to the

parents, come and pick some harakeke if you want. [B&fh,

Hawera Kindergarten reported on “Some ways our environment nurtures our Wairua”:

Papatuanuku (Earth Mother) and Ranginui (Sky Father) look after @d. athe sun, wind,
rain and air look after the plantkat look after us. We are nurturing our tamariki to look
after their environment. In caring for our natural environment, therikinase developing
respectful relationships with nature whilst nurtgritheir realth, weltbeing andwairua
(spirituality/soul) within. HK]

They demonstrate this spiritual nurturing by regularly having karakia before kai. And for
Papamoa KindergarteriWairua is what we believe is very special about our kindergarten, a
serse of belonging and aroha.”

4.2.4 Manaakitanga through provision of kai (food)

Provision of kai (food) is an important aspect of manaakitanga. Jane Bone pointsacisthe
cultural and symbolic meanings surrounding the provision of food within early childhood settings,
suggesting that this requires mindfulness on the part of teaclteis:part of teacher decision
making to emphasise one food or another, to introduce ritual or not, and to choose how to give
continuity to children as they move betwemmtexts’(Bone, 2005, p. 308).

Pat explains how their kindergarten, Bellmont Kindergarten Te Kupenga,tepear@und the
provision of kai:

The other thing | think we need to comment orthat ‘kai’ is really important in this
kindergarten anfeeding people and making it simple for people so our kai philosophy here
is, they don't bring lunchboxes, they dohting juice bottles, they bring kai to share. So we
have shared fruit. People donate bread and spreddsrststhose people who canfafd to

do it, those people who can’t. No one’s counting. No one’s looking. The food jussdom
and the children get fed. Simple, healthy food, water in the tap andepgicklup on that
and it's so much simpler than everyone bringing in their own individumahlooxes and ...
Because we're here longer on a Monday and a Friday, we have a picnic togethéewith t
children. We have sandwiches, popcorn and fruit on a Monday and pizzaimah fEriday
afternoon. We sit together as aamhu and have a kai and we’re always either making
sometling with the children or encouraging them to try things and we grow ifoaxur
gardens. Broccoli is our favourite food and it's amazing the children wiliceat the

80



kindergarten broccoli but wontouch it at home because it doesn’t taste the same but
because they've planted it, they've cut it, they’'ve washed it, they cdhisomoking. And

it's just a tiny little sprig sometimes but they eat it and we had some leitudbere and
there was aittle boy who would pick his lettuce and make his lettuce and marmite
sandwiches when he made his marmite sandwich for morning teat brqught some
potatoes in the cartWe're going to plant potatoes and new silverbeet. And so we're
renewing our garderall the time and we’'ve got fruit trees out there that are starting to all
get fruit. A mum gave us a black raspberry plant so we'vaagpberries and the children
can go and pick them and we must encourage them to pick them because they've got
raspbermes on there now. Our feijoa tredast year was our first fruit. This year we’re going

to have heaps of fruit and they go out and pick the food off the ground andHamgrt so

we can share them. The tomatoes are growing. [Rélt, B

Jane Bone considersath‘lt is an equitable practice to make sure that children know that food is
available and that they will not be judged or made to feel a nuisance for eating anagdrinki
(2005, p. 312).

Whaea Pera related situation in whicka motherthad been certaithat Pera had a special recipe

for the pizzadough she makes each week with the children. Pera explained to the mother that in
fact she used a very basic recipe. The secret ingredient was, according to WhatdwaPeha,
kneads the dough with love:

There was a good one the other day, she saidetoPera...” | said,'What..’ She goes,
‘How do you make your pizza?® said,‘Oh, just flour, baking powder and milk..and |
said, ‘Why? She said,'| make pizza. It's not the same as kindergarten’s. It must be
something special Perd.said*No. You kned it with love’ [Pera,BM]

This is similar to the experience reported by Jane Bone, duringbservations of a Steiner
Kindergarten:

A teacher told me that she is often asked for the recipe for bread dtsbaui the parent
follows it faithfully but then reports that the child has said ‘it dogstaste the same’. This
teacher explains that this is because in the kindergarten theéphysical digestion and
spiritual digestion, we sit and acknowledge the source of food, grace is not a religious
expession but a process of inner appreciation to support the presence of that ... it's the way
it's made and the way it's eaten together, not the big&bne, 2005, p. 310)

At Bellmont Kindergarten Te Kupenga, relationships with parents enabled a shausdofoc
preparing a collective enof-year meal amongst their diverse urban community. Pat explained
that Pera had been organisingawau regarding the preparations:

Pat: Pera talk about, you've been proactive about talking to people abdai.th

Pera: | think it's just about empowering people. Giving them a voinéngsthem [a sense
of being] part of our wimau. Making them feel sgial and included and that's what F. said,
‘Oh why don’t we have adhgi? | said,‘Right, let's get cracking!So away we went. You
know we had M.pne of our students here, he’s from the Solomon Islands. Oh wal, | ¢
get him to make coconut bread asassavaolls. And then M. fronthe Congo. You know
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we're going to have ‘fufu’. And then we have all our Indiahanau as well, butter
chicken, naan bread.

Pat: And we have one family who's vegetarian. Very vegetarian. Ang lhag in
vegetarian. Onef our Indian families. One of the main reasons we changed, we've got a lo
of Somali families who come here now and they choose to come here gnmktee come

to our endof-year functions.

Jenny: Because it's Christisassociated?

Pat: But, well we never talk about Christian but Father Christmas is theejust think,
that’'s not part of their culture, so this year, so I'm starting to talk to tlggwving them
panui, telling them about it and one of the mums came up to me quietly and shénsain
religion there’'s prayer days and I'not sure if it's the 9th or the 10th of December is our
prayer day. (Our paty’s the 10th of December), so she sdill let you know. If it's the
10th we’ll all be prayingd. So that’'s another thing for us to learn. We need to get their
calendar and find out when their big festivals or whatever, their speicigétare so we can

fit in with that too so we're not worried but there might be a chanaethey won't be
coming because it might be their prayer day. And thagsdifference between how you
operate a place and how you don't operate a p|Bo4)

4.2.4.1 Growing and preparing kai as manaakitanga: gardening as caring and
sustenance

Gardening has been a feature of children’s experiences in traditional cultbezspyvchildren

are apprenticed from a very young age into culturally valued skills (Rogoff, 1990), and als
historically within the construction of early childhood education contexts as @dmint
Rousseau, Froebel, Gandhi, Montessori and Dewey (Blair, 2009; Davis, 2009; May, 1997)
Gardening also formed a key part of the education agriMchildren withinthe Native Schools
system in Aotearoa (Simon & $tm, 2001) However, as childhood experiences have become
more structured around regulatory convenience and surveillance, the spaces dwaitdtildren

to play in are open, often stark and bland and lacking “the appeal oataetspaces grounded in
the natural environmen{Blair, 2009, p. 17). Blair points out that “Whether urban or rural, the
landscape in which children find themselves is the staging ground forirtteggination, their
story, their sense of the world” (2009, p. 17).

Participation in gardening “can readily improve on the complexity of that experiadgeravide

the repetitive access, meanings, and associations needed to create a bond with (Blaigce”
2009, p.17). The regular experience afjarden with its cycles of seasonal change, and intimacy
with plants and other living creatures, offechildren a grounding in understandings and
experiences of “growth and decay, predgboey relations, pollination, carbon cycles, soil
morphology, and microbial life: the simple and the complex simultaneously. Gandens a
intensely local” (Blair, 2009, p. 17). Gardening, therefore, is a microcosm ofdndatultural
knowledge, and “Seeds and gardening styles arettife of history, culture, ethnobotany, and
literature (Blair, 2009, p. 17). Children are deeply engaged in their gardening activithes act
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of growing food from seeds is exciting, even miraculous; the product istsomepecial to be
taken home tghare”(Blair, 2009, p. 18).

The use by Hawera Kindergarten of the Maramataka, therMseasonal calendar as described in
the Te Ao Miori section (Section 2.4demonstrates aesonance with traditional times in the
sensitivity to the seasonghanges, and also in the continuity of practices such as karakia, a prayer
said in recognition of the sources of foods, which in traditional times were 2bg BMtua, the
departmental Gods of the domains of Tangaroa (the sea), Ratigenfagriculture cultivated

foods such astknara, and also peace) and Haumiatiketike (uncultiviatedls such as fern root)
(Williams, 1997).

As a result of matime discussions, the children at Hawera Kindergarten chose to grow vegetables
for themselves and their amau:

« At mat time | talked to the children about gardening and growing plaas&el ‘Shall
we grow veggies for the rabbit or veggies to share with all the ehildnd their
whanau? The children decided that sharing the veggies was what we shauldottb
them | would need their help someday soon to get the gardens—+readyling etc. |
also explained that we were going use th@oigarcening calendar to help us with
our gardening work. We made a list of veggies we might like to grow.

. Madeline ad hermum krought in an egg tray, seeds (carrot, broad beans and peas)
and a bag of seed raising mix. Madeline explained really well what we needed t
Later in the morning several children helped to plant the seeds in theagggNow
we have to takeare of them and wait!

. The children and Judith got outdoors between showers and began wéedmaged
garden beds. We talkedboutgetting the gardens ready for planting, and about putting
good things back into the soil so our plants will grow well
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Photo 4.6 Soupmaking at Hawera Kindergarten

During this time also, teacher Joy shared with the children a di@yny Mihi's Garden
(Drewery, 2002), to reinforce the cycle of growing and sharing food:

Joy readNanny Mihi’'s Garderto the children. ey planted their kai from seeds and had
enough kai for a year. Nanny Mihi had both fresh kai and preserved $dneevegetables.

Joy shared one of her whakapapa books and showed photos of Kui Milly antaheuw
She talked about Kui Milly growing kai with her moko and some of the tikamgand

gardening such as karakia, planting and growing the kai, and remegtzedive he first

of her crops to Maru. Similarities included growing enough kai to shiahethe wtinau.

The children shared their own stories about gardening at home andkindbegarten, and
sharing their kai with friends and family. [HW]

As children in this study participated in growing and preparing their own food, they were
empowered tdind ways of meeting their needs for nutrition and satisfaction, without recourse to
instant gratification of fadiood takeaways or twminute noodles. “Anonymous prepackaged
food arrives at supermarkets from enenggnsive, polluting, and often obgsjppromoting
industrial foodmanufacturing systemgBlair, 2009, p. 18). Through involvement in growing
their own fruit and vegetables, “Children can develop a powerful (re)connection todaddrfd
community with which they become intimatedcquainted and can thoroughly relate to some of
the essential elements of everyday lif@lvarez, 2007, p. 32) This serves as a tangible contrast
to the disconnectionmith naturewhereby food is seen as constantly available and instantly
sourced from the supermarket or fesid suppliers. Alvarez considers that “It is essential that
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they understand the importance of linking food to a healthy human and ecological environment”
(2007, p. 33). Papamoa Kindergarten explained how this operates at their centre:

Harvesting, cleaning and preparing kai is a great way to show where kai fromefot

the supermarket). We malspringrolls and ‘crabby patties’. Sometimes we just eat the
vegetables raw. We made a decision to bring more vegetables in to owrarem as we
have two separate garden areas. Now we have mandarin, feijoas and a lomy gée
have been talking albib waiting until our strawberries and tomatoes are red before we eat
them as then they are ripe and tasty. A child comes running in fromatiden with a
handful of red berries and shows us they are ready. Unfortunatelyvreyblack berries,
another larning opportunity[PM]

As centres sent excess garden produce home with the children, so also were gradent
community generous in their contributions to the centres. In discussion with Hinemaa@he te
at Raglan Childcare and Education Centrenyesked her about thisciprocity.

Hinemania: So we've had all the tomato plants self seed and they've gome.hThe
strawberries have gone home. Even the sunflowers went home and the
lettuces have gone home.

Jenny: And parents keep sending thingdike more seeds?

Hinemania: Yeah, so we've just received this week corn, tomatoes, beans and | think
someone fpught in a swan plant as well.

Jenny: Wow, all in one week?
Hinemania: Yeah!

Also occurring at this centre wasreciprocalcycle whereby seedlings generated in the centre
were taken home by children and then grown at home, with some of this harvest then being
returned back to the centre, such as lettuces which were shared in samdiict for a lunch:

RaglanChildcare and Education Centre
August T, 2008

L brought her lettuce plants in for news. These were seedlings fitdoark and have now
grown to a goosbized lettuce. L says we can use the leaves to make sandwiches. At
morning tea time Hine helps some children to wash lettuce leavepuartiem in their
sandwiches

Children develop

*  Appreciation and respect of living environment
e Awareness of physical elements and change
* A sense of wonder for nature

Children experience

. Hands on sensory experience textures, colours, smell pgseils and plants
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. Link care of plants by their actions of watering, watchamgl investigating changes
over time, by revisiting develop a sense of belonging

Have opportunities to

. Link care of Papatuanuku, our eartbience/nature, food from plants
e Share experiences from homeevelop links with the home environment

Photo 4.7 Merren and L talk about lettuces

This aspect of manaakitanga, of “an endless cycle of recipro@igitangi Tribunal, 2004, p. 4)
emerged in centrethat established reciprocal sharing schemes, such as Raglan Childcare and
Education centre’s ‘OOOBY’ (out of our own back yards) bowl:

15 March 09

During the week of 16 Feb, | noticed an ad in the Waiheke local newspaper akswt a n
initiative on the island to bring together peopiterested in growing and eating out of our
own back yards (OOOBY Store). We have been harvesting tomatoes andoapkegries
from our own garden here at Raglan Childcare. | introduced an OOOBY bowktd s
parents wanted to join in and contributerfrhome. Over the next month we received some
yummy fruit and vegetables. A memoraiieed watermelon from E’s family was shared
upstairs with under two’s and downstaivgh over two’s. An enormous marrow was carved
into a whale. The OOOBY bowl has spadk off different activities like juicing and
experimenting with taste and colour. Making our own tomato sandwiché&ai atme,
cooking and eating sweetcorn. Tasting and identifying new things like qpefpam
Merryn's garden. At mat time we sat in a orchnd passed different fruit around for
everyone to hold, touch and smell. We cut a marrow open to look at tharss#ddsand we
tasted the yummy plums and apples and peaches from R’s or¢hemdlope, R]
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Photos4.8and 49. RaglanChildcare and Education OQOOBY bowl, and sharing sweetcorn
from the bowl

[Later] Our OOOBY bowl at Raglan Childcare is overflowing! We havevdsied our
tomatoes as they come ripe and parents and teachers are bringing and vegetables
from their own back yards. Today we enjoyed swemtin from E’s garden. C left an
enormous watermelon on the kitchen berchuch too big for the OOOBY bowl, but big
enough to share half upstairs with the under two’s and halinskairs—delicious!
[Penelope, R]

The team at Richard Hudson Kindergarten set up a “free shelf’, which expandadiudei
clothes, toys, books, plants, cuttings and so on:

It was decided to introduce a ‘free shelf’ to encourage reuse. The idea \Waseta
permanent shelf where any softgnods could be exchanged for no cost. At first it was
only the staff putting things on the shelf, but graduallyanetu have begun giving and
taking from the table. Recently someone brought food items. Theofigive and take is
beginning to happen. Kindergarten children and their siblings are notigisg@h the shelf
and enjoying the free aspectt is hoped hat they will bring in their unwanted toys for
someone else to use. Used clothing is a popular free[fHin1]

[Later] The free shelf remains very popular. It has been going for sevehsntiris a great
way of reusing and recycling goods. Recently had three boxes of children’s books
donated. They found homes very quickly. Tino paH[3]

Similarly, at Bellmont Kindergarten Te Kupenghere is a “community basket” which was
instigated by a parent:

The other thing we've got is the basket. The oamity basket out there, a parent sa@hn

we hang up a basket and if we've got any extra produce at home I'll bamgl iput it in

there? Because they grow their own stuff and so people bring things and put them in the
community basket and there’'s a bag and packets and people come and help themselves.
And at the end of the citrus season we just said to pe@phgone got lots of citrus at their

place that's just lying around wastitigand one little girl's grandparentsdught in bags

and bags of @nges, lemons, mandarins, whatever and we just shared it with whahau

so it's just things like that because some of the families here =aliggle. We're in a
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interesting mix of families and so from that point of vipart of our philosophy isyst
sharing kai, growing kai for us all to enjoy. Just saying that actuallyuite gimple to grow
stuff. It's not as hard as you think it is. Yoe just got to spend a little time [P&M]

Many centres experienced families bringing food in to shasen this narrative from Galbraith
Kindergarten in Ngaruawabhia:

Veges from home. 9th February 2009
Galbraith Kindergarten
By Diane

For news this morning, E brought some vegetables that you and youy Feawé grown in

the garden at home. What wonderfielws to hear about an interest you have at home. After
mattime | asked if you would like to cut up your vegetables and it suggested that we
could make coleslaw with a cabbage out of our kindergarten garden. desgnged. Off to

the kitchen we headith a group of interested friends to collect the equipment we needed.
When | asked what we would need to first do with the vegetabless tald we would need

to wash them. Why? Everyone said they (carrots) had dirt on them. ddhegi get dirt on
them? ‘Carrots grow in the ground’ E told us. Wonderful knowledge you have E. Once
washed the group set to work grating up the carrots

Photo 4.1Q Galbraith Kindergarten veges fromhome

You asked if you could grate some apple for the colesiaymmy thatwill be nice in it.

We collected a cabbage from our garden which also needed to be washed and $ssne app
from our tree. While | cut up the cabbage and tomatoes, you diedidhard at grating.
When you decided that there was enough grated carrot and apple for thexg@estsione
added it to the bowl of cabbage, mixing it as they did this. D told us that&ded some
sauce. So off to the kitchen for her to show us what she was suggBstimgt straight to

the dressing in the fridge. Wonderful idéwtt will finish the coleslaw officely D, thank

you.
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Photo 4.11. Galbraith Kindergarten making coleslaw
Ka rawe iu mahi! Awesome work everyone!

Learning:

e The children have knowledge about the growing of food and how it can bearsed f
eating. They are also aware of the process of preparing food and actively taike par
this. They were using prior experiences tbiave this task.

«  We will provide further opportunities for growing and eating a rangfad within
our environment and from home. [GB]

Galbraith Kindergarten is one of mathatcelebrats the seasonal festival of Matariki, theabfi
NewYear. PauMeredith explains the background to this celebration:

Once a year, twinkling in the winter sky just before dawn, Matariki Rlegades)
signals the Nori New Year. Traditionally, it was a time for remembering the dead, and
celebratingnew life. In the 21st century, observing Matariki has become popular again.
Heavenrbound kites, haeair balloons and fireworks help mark the occasion. Matariki is
the Maori name for the small cluster of stars also known as the Pleiades or the Seven
Sistes, in the Taurus constellation. In New Zealand it comes into view low on the
north-eastern horizon, appearing in the tail of the Milky Way in the last days of May or
in early June, just before dawn. This heralds therlvNew Year. Various Nori tribes
cdebrated Matariki adifferent times. Some held festivities when Matariki was first
seen in the dawn sky; others celebrated after the full moon rose or at the beginning of
the next new moon. For all tribes, the importance of Matariki has been captured in
proverbs and songahich link it with the bright star Wanui (Vega):

Ka puta Matariki ka rere \mui.

Ko te tohu &na o te tau e!

Matariki reappears, Winui starts its flight.
Being the sign of the [new] year!
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Matariki is also associated with the winter solstice. It appears when thelrgting
north on tle shortest day in winter, reaches the nedhtern end of the horizon. The
sun then turns around and begins its journey south. (Meredith, 2009

Jane Bone’s work has explored how rites and rituals can punctuate the seasonal/ aetmisil
within early childhood settings. “Early childhood settings have their own rites aatsriRituals
give shape to the year, aritkés shape the day. They make cultural practices vis{Blene, 2008,
p. 272). At Galbraith Kindergarten, Matariki is marked by seasonal recognition of fagiren

of the gardens for replanting:

Galbraith Kindergarten MatarikiWeeding

27 May 2008

As part of our Mateki (M aori New Year, 5 June) celebrations this year, we are focusing on
planting, especially the vegetable garden at kindergarten. This maaniarge group of
children became fully involved in the weeding and tidying up of our velgetmnden ready

for replanting.

Look at all the keen workers we had

Photo 4.22. Matariki weeding at Galbraith Kindergarten

In no time these hardorking gardeners had the weeds removed. Each ‘gardenethéiad
area to tidy up. M ensured the weeds were put into the wheelbarrow andwlirshe took
it over to be emptied into the garden bin with help from others. Thankbadi#l was an
important role you were doing.

Learning: Caring for and being involved in our environment provides thdrehiwith an
understanding of the importance of Papatuanuku (Mother Earth) in our higddheaconcept
of whanaungatanga, relationship with the environment. We willimomtextending this
interest ly planting up the gaen.
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Galbraith 28 May 2008

Matariki—Planting

By Diane, Part 2.

Yesterday we started preparing our vegetable gardens by weeding thenforgaldpting.

This is part of our focus in celebrating Matariki at kindergarten.

Today it was time to plant the vetgbles, lettuces, cauliflower and siN®et plants. The
soil was very dry so we decideduater it first. Everyone set filling buckets or watering
cans at the sandpit hose and emptying them on the garden. Next stepxiwgshe water
in.

All the children worked so hard on this task.

Awesome work everyone.

With the soil all wet it was time for the plants to go in. What wonderful gardeme have

The children skilfully made a hole and in went the plants. Many of them knewe the

soil aroundheir plant to make it firm in the ground. Well done tamariki.

Photo 4.13 Galbraith children prepare the soil for planting

We had lots of discussion around:

. How we will need to care for our plants as they grow.

*  What vegetables are and which types they like to eat. Some said that cairotsran
were their favourite vegetables. We will plant these in the spring.

*  What plants need to grow, sun, water, no weeds.

Learning:

e« Cooperating and working together to achieve the goaplahting the vegetable
garden.

*  The cycle of gardening, weeding and planting, then harvesting the crop.

«  What plants need to help them to gressun and water.

*  The ongoing need to care for the plants.

e The children understood that the plants will giat food for them to eat.

e What plants are vegetables.
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Let's continue this interest in gardening by supporting the childrenate tor their
vegetable garden and have other opportunities to plant and grow variaiss plan

Galbraith Kindergarten, Ebri New Year
Thurs 6 June, 2008

Over the past two weeks, leading up to Matariki the children have beeding and
planting in our gardens (particularly the vegetable garden) and pothefoew year. They
have planted two native trees and flax plants énléinge tyres at the end of the kindergarten
grounds. The children have also been busy tidying up the environment. Thikitduanee
also established our own star cluster around the story of Matariki ansixhéaughters
inside the centre. They have enjoyed hearing and learning the storiesraysdasound
Matariki.

Today we celebrated the showing of the stars Matariki and her daughtersriartting sky
with a pyjama party and breakfast at kindergarten. What fun we had,nghoffiour pjs,
singing, haing a shared breakfast and sharing the story of Matariki.

Photo 4.14 Matariki pyjama party at Galbraith Kindergarten

At Galbraith Kindergarten, children demonstrated their gardening competence ontmsliail

Caring for plants—Plarting and Potting

30" April 2009

By Diane

T, P and D thank you all for helping me plant our gift from T and hignes, two
pohutukawa treesWhat can we plant now?l and | showed you all the various seed
packets we have. You all choose to plant up ssumnélower seeds intoops.

P, T and D, you all knew the steps involved when planting the seeds intoGirs. |
enjoyed listening to your discussion about what you needed to do nexntsaihe pot
using small containers, holes for seeds, put irségels (checking with me that you only put
in two seeds each for your individual pots), cover the seed with soil.
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The next step was to write your own name on an ice block stick sgahatould know
which one was your pot.
A good drink of water and thask was completed.

Photo 4.17. Naming the pots
Ka rawe & mahi! Awesome work, girls!

Learning:

e The children have a real interest in being part of the plant world

e They have an understanding and knowledge of the steps required fortqlgms.

e The children are very confident in planting up seeds in pots and wikténithis
activity themselves.

Ongoing:
Continue this interest with following through on tb&re of their pots to ensure the seeds

grow. Assist the children to plant out their plants once big enough. Extemdrige of pots,
seed trays, plant baskel&B]

The children at Koromiko Kindergarten demonstrated their understandings of the impoftanc
providing plants with water during their gardening time.
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WaTer{ng the garden is a frequent activity
here. The watering cans are available for
the children fo use as they desire.

ecause they need to

ow.” Then, after a
se.. “So they don’t
" Tayla

Photo 4.18 Koromiko Kindergarten children explain watering their garden

Gardening can be seen as a source of meamaigng for children, serving as “a complex
ecology of idea, place and actiofFrancis, 1995, p. &ited in Blair, 2009, p. 19)“[W]hen
children become involved as gardeners or farmers rather than as mdessveers of gardens, a
deeper significance and meaning is established. Gardens that operate on all level
simultaneously-as idea, place and activitycan become sacred plag€sancis, 1995, p.,&ited

in Blair, 2009, p. 19).

At Galbraith as well as in the other centres, it was common fiolreh to take responsibility for
caring for the gardens, such as noticing that the plants needed to kexlveate following up on
this:

18 February 2009

By Diane

C and T, thank you for watering our gardens this afternoon. Youtéutihis task yourself,
asking me if you could give the plants some water. What a wondeefl ¥ou both found
yourselves a watering can and collected water from the hose in thetghadset to giving
each ofthe new flower plants a good watering. Thank you bdtte plants sure needed a
drink in this heat this afternoon.
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Photos 419. and 4.20Watering new flower plants at Galbraith

Ka rawe & mabhi!
Awesome work, T and C

Learning:

e Water assists plants to grow and the need for us to provide this for them.
¢ Understanding and enjoyment of nature.
e Persisting with the task until all plants were watef&dB]

During the course of this study, Richard Hudson Kindergarten in Dunedin obtagredtdrom
the Otago Health Board to establish a vegetable garden “to encourage healthpregtirealthy
action”. In their third set of data they were able to report the following progress:

The vegetable garden is a reality. One of our Dads had it built in a couple of \Weuhad

some soil delivered-unfortunately about five metres short of its final destinatisn the
children and teachers had a morning’s hard work and got it in. We hathgseai wellas
seeds we had sprouted to plant. They are doing very wédl.hibped that it may inspire
some of the winau to have a go at gardening at home. Everyone comments on how well
the garden is growingWe have added compost to it and we water it regularly thie
children. We finally eat the product! Spinach aadish! RH 3]

Richard Hudson Kindergartenawalso working to establish an orchard of fruit trees, and children
welcomed their new fruit trees with waiata:
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Fruit Trees

We have several fruit trees/shrubs planted now. We have a lemon, an orangde aanapp

a feijoa tree, a grape vine and a blueberry bush to date. We have includeddien ¢hil

their planting—wishing the tree well with a waiata. The children love bucketing water
around to the b&cyard where most of the trees are, as we do not have a tap around there.
The lemon tree has small green lemons, and the children watch themkaabaiat them

with anticipation[RH]

At the early childhood centres in this project, the children wergved in a wide range of food
preparation, often using produce from their own centre gardens. Theysmapole fruit and
vegetable juices, pizzas and chutney, whidrenall shared within the centre community. Jane
Bone notes that this shared process défies health and safety restrictions that ensure many
children in early childhood settings receive food from tongs, food that is often dropped
unceremoniously onto plates, ‘untouched’, as it were, by human hand, sterile and rendered
harmless and ‘dead{2005 p. 310.

4.2.5 Caring for Papatuanuku

The team of teachers at Richard Hudson Kindergarten had formulated their owrhrgsesaton

as their focus for participation in this studiBy learning about Rakinui/Ranginui and
Papatuanuku can we inspire our children andandu to consider making ecologically
sustainable choices?’In their third and final set of data they reported on ways in which they had
sustained children’s interest in this kaupapa. In revisiting thg sidRangi and Papa, they now
focused on the perspective of the children of Rangi and Papa, which proved to captivate their
children:

We began this period of data collection by revisiting the creation storgtebfoa. Much of
our shared understanding (the teachers and children) concerning this resegch is
centred around our responsibility to our earth mother, Papatuanuku.

Our older children could easily tell the story of ‘Rangi and Paparelade it to their lives
Some of our younger children had some knowledge of the story and somenafsheecent
children who have begun in our morning session had almost no knowledhis sfory.
This time we told the story more from the perspective of the children o§iRa# and
Papatuanuku, rather than Ranginui and Papatuanuku themselves. This heaskie to
extend the complexity of the story for the children who had some kdge| yet to
introduce the story on an introductory level to the younger children. \&@& aisposter,
books, the teachér&nowledge and a section of the vidde Ao Hurihuri which Huata,
our kauniatua, has shared with us to support our teaching. The children were cdynplete
spellbound by the story. The video, Te Ao Hurihwas totally in te reo Kori—but the
children knew the story well enough to view theestdd four mintes of the dramatisation
with total concentration. Many knew that Tane had pushed his parents abahisrieet,
but they didn't know about the other children. They were most inegtest and intrigued
by, Ruaimoko, the baby under the ground with histher, who is responsible for
earthquakes and volcanoes. This was after one child noticed the firehiomlcano on the
poster. One child even requested we'do earthquake(an earthquake drika monthly
requirement for our kindergarten), relatingstaincient story to his contemporary 4#gvhat
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a great connection. The emotionawhirimatea was also of considerable interest to the
children—they were able to identify with his occasional feelings ofeangnd the strong
winds we soratimes experiencéRH3]

Children at Richard Hudson Kindergarten demonstrated their understandings in vaysusAv
this kindergarten, as a result of children’s critique, the term “sadwrap” was ddopdescribe
plastic lunch wrap

Petrahas used the information givem lher at mat times to add depth and concern to what
she knows of the world. She has spontaneously decided to pick up rubbigh in h
neighbourhood because of her concern for the earth mother. The personificas
allowed her to deduce that the smokenirchimneys would not be beneficial to Rangi’'s
lungs, making it hard for him to breatheetRais thinking further afield too. She wants to
go to the beach and do a clean up with her family. She has thought a lot abehithgs.

She has also talkeabout' Sad Wrap at kindergarten recently, [saying as she considered her
lunch wrapping}! have sadwrap. This is not good for Mother EaftRH, 1]

The children’s interest and fascination with Ranginui and Papatuanukgeshia their artwork,

storywriting and play.
P-C dictated the following story to explain her painting:

Papatuanuku had too much rubbish on her, because someone had dropped todbisich r
on her. | didn’'t know who dropped it on her. Rangi actually saved her, bdwatzew all
therubbish away in the rubbish bin. It was a really naughty person that drtdppeubbish
on Papatuanukathey didn’t have a rubbish bin. The naughty person is in jail fRk, 2]

TFopatuen w had 100 nauch -uu:-r because gomaone dropped %0
Mudh wabbishh o her. | didet K who dicpped + on hay.
[Rong achully saved ber, becavie Ve vt al gl vijoisis aneny in
[dhe ubbish i, B as @ realy noushdy person femd chopped Su |
[ibbishs on Baprtunrniis they didvitrone o Hiop it i, e
person iS5 W J"" row. Fapatuanaty asd Q'J"L‘FM
agthiey and ey qot o cild oated dee Seven Sister Sevann
hed dew opart Wil heaie fest, and mmgw, :
- 9 Seplember

Photo 4.2.. P-C’s picture and story
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Another child Lily, wrote her own story to accompany her artwork, portraying the painrafiRa

and Papa’s separation: “Rangi is at the top. He is really, really close toltdrerthYou can’t see

the baby because he’s in the ground with his mother. They pushed them apart. The earth mother
wasn't close to Rangi anymore. So. So. So. So. fid; 3].

Photo 4.22. lily’s painting of Rangi and Papa
Here is a report from a conversation with a child, Azaria

We had an interesting discussion about caring for Papatuanoliuol me:' Don’t throw
rubbish because Papatuanuku will be sad. Lots of people throw rubbishgarden and |
feel a wee bit sad and it doesn't look prétéyzarig it is obvious that you have developed a
strong connection with Papatuanuku and a feeling of responsibility thétavwe for her
wellbeing. The familiarity you have of the myth has been integral intalthislopment and
understanding that if we do not care for our eaiithwill be sad! RH, 3]

As part of this kaupapa focusing on caring for Ranginui and Papatuandkle, &f Richard
Hudson Kindergartendecided to explore these concepts with aoifather of a child at the
kindergarten. She reported his explanations:

November 2008

S is the father of X at kindergarten. He has chosen ticiparte in both of our Kew Park
Tidies so far. Kia ora S, and X, for this. S has a very strong link to iRapatu. This has
increased as he has gotten older, and as his thinking around, desire foowaletige ofTe

Ao Maori have grown. When S heardetbverview of our kindergarten'$e Ao Maori
research focus on Ranginui, and particularly Papatuanuku, he stated that he sees
Papatuanuku as a living being. She is of utmost importance to him begausome from

our mother, then go back to Papa. Furtherstated that Papatuanuku the most beautiful

person in the worfdand that looking after her is, without a doubt, the right thing to do. S
believes that we not only need to look after Papa, but that carififéioe’s turf was very
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important too... X already articulates richdkero of the stories of this whenua, that he is
learning from his father. Kia orakua.

Adele then reflected on ways in which her own perspective differed from thaisoMiori
parent:

The interview with $anhas really helped the depth of my understandings of the place of
Papatuanuku in our liveSears words and wisdom have helped deepen and fine tune my
appreciation and awareness of her significance in our counggn &ticulates his
understandings of Papa so passionately, so genuinely and ira shwedrtfelt manner. The
difference in 8ars conception, connection and sensitivity to the story is probably that his
has been leatraurally, over a lifetime, taught to him by people who have also learnt it
passionately as a ‘fact of life’, an absolutality, and shared it with their next generation.
My knowledge has been learnt; as an adult, mainly from books, then mgdiits to the
body of knowledge over time. Mine lacks the aroha, empathy, true idetdibnection,
whakawhanaungatanga and scope of the tangata whenua. This provideshsdierege
when, as a #keha teacher in Aotearoa/New Zealand, | share the creation story with the
children | teach.

But challenge is goodAdele RH, 3]

Whaea Pera, oBellmont Kindergarten Te Kupenga, described children’s connection with
Papatuanuku, her own manner of expression also demonstrating reverence for Papatuanuku:

The children love it too. They love being in Papatuanuku. They love toilingrioketending
her and nurturing her and then comes the kai if you know what | mean andtj@abaway
there and they love.i[Pera,BM]

At Raglan Childcare and Education Centre, teacher Penelope supported chilespe® for
Papanuku, as she reports here:

February 3rd 2009
Teacher: Penelope

T, | loved the way you found the enormous tomatoes growing next to thpitsanthese
are the plants you helped to grow when you put the tiny seed in the paivendctit with
soil last October. You also helped Hinemania put the compost into the nvplzshéer box
and you helped Merren build the wooden trellis for the plants todgaimst as they grow.
That was coolYou wanted to pick the big green tomato and when you tasted it yoeianad
face! What did it taste like? I'm glad we had some strawberry plants gl@swdhwe went
to have a look at the different colours to wotl which ones tasted the beghe red one or
the green one. You picked the red ones and then found heaps more. kBngythes red
ones are yummier than the green.
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Photo 4.23. Studying a tomato at Raglan Childcare and Education Centre

We found a place for the green tomato on the windowsill in the sun in thee r@rner.
We can check it in a few days to see if it turns red.

What learning is happening here? T, by his actions of watering, wgtahid investigating
changes over time, is linking dd from our plants and care and respect for Papatuanuku.
[RC]

As discussed in Section 2.6ailtakitanga is a Mori construct meaning guardianship or
protecton. According to the Waitangi Tribunal, kaitiakitanga includes the obligation to
proactivelycare for the environment rather than merely taking a more passive caretaking role.
“K aitiakitanga best explains the mutual nurturing and protection of people and theal natur
world” (Waitangi Tribunal, 2004, p. 8)Teachers, in this view, can be considereoetéaitiaki of

the mauri of their early childhood centre. Carolyn, a teacher at Papamoa Kitetergaplained

how the concept of kaitiakitanga applies in her setting:

Kaitiakitanga is looking after places, things and people. We have obsenvedildren gain
a sense of pride and respect for our kindergarten environment. We belverhin
children have the opportunity to engage and care for the natural enviromeentil gain
the skills, knowledge and desire to care for it in the future. The envénonis the third
teacher. There is a learning opportunity in every space. We have gardens teasarg s
edible, native and flowering. We have composting and recycling systemsljingciwvater
corservation and ecesystems. Children are having a idthresponsibility to look after our
place and this is valued as real work, so everything we do in the kindardpmte is
included with the children. [Carolyn)Mq

The teachers of Koromiko Kindergarten introduced the notion of kaitiakitanga within their
programme, and reported children’s understandings of this concept:
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Teacher: Remember, we've talked about this befdkaitiakitanga]is a Maori concept
about looking after and protecting things. What sort of things do we need to
look after and protect? Have a look around you. What do we need to look
after and protect &indergarten?

Child: Look after stuff.
Teacher:  What sort of things, though?
Child: Litterless lunchbox.

Teacher:  Thelitterless lunchboxes help us to look after the environment, doeye?
But we have certain things teethat we have to look aftand if we don't look
after them, they would die. Can you think what that would be?

Child: Animals.

Teacher:  Yeah, our animals, we have to look after them. So what do we have to do to
look afterthem?

Child 1: Give them food.

Child 2: Feed them.

Teacher Yep, feed them. What else do we have to do for them?

Child 1: Milk .

Child 2: Water.

Looking after animals was a feature in many centres as pamiofalbus on “caring for others”,
as shown in the following section.

4.2.3 Caring for animals

Western thinking has positioned animals as “other”, available for exploitation bynkuima
profit and pleasure. Despite the efforts of organisatibataim to raise our awareness of various
forms of ammal exploitation, this humaoentred approach prevails (Andrzejewski, Pedersen, &
Wicklund, 20®). Indigenous traditions are respectful of animals, aware of leitinr providing
sustenance, but more than that, recognising their unigue models of living within thatlgrartic
place. Indigenous Australians recognise that “The autonomy of country, species, and people is
sustained by intense interdependen¢Bbse, 2000, p. 105). They also view as their
responsibility to care forral protect species that reside in their country. Environmentalist
scientists such as David Suzuki point out that “all species make up one immemss w
interconnections that binds all beings to each other and to the phlg@iopbnents of this planet
(Suzuki, McConnell, & Mason, 2007, p. 186).

An educational kaupapa focused on caring for ourselves, others and the environmengagcogni
our interdependence and interrelatedness with animals. Educators can provide digsoftuni
children to “Explore and appreciate the lives, abilities, intelligences, unicgyem@sonalities,

[and] emotions” of animals, in order to foster an understanding of “the inherent and independent
value of animals and their roles within natural ecosystems”, as well an undergt of
indigenous perspectives which may have particular spiritual connections withalg@nim
(Andrzejewski et al., 2009, p. 148). Children can, through closely observing atiehgeio
animals gain a sense of reverence for our interdependence as shared residents of this\fdanet
found many examples of this occurring during our study:
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Raglan Childcare Turtles 2009

With the hot weather our turtles are needing lots of fresh clean water.

A is watching and helping M, E and Penelope move the turtles into a @mpmol. We
clean out the green coloured water, scrub the concrete and put the fresh diéttertartles
back in.

Photo 4.24 Caring for turtles at Raglan Childcare and Education Centre

‘Look!” says A/ 'tail’. We notice the big one is wagging its tail looking like it's happy to be
in cool clean water. A moves closkeeping very still and watchingMouth' says A.'What

is it doing? asks PenelopeéOpen, shutsays A. The turtle swims towards us and slowly
pulls itself up on the edge of the podt's slippery? says A.'Let’'s go and find some turtle
food says Penelope.

What learning is going on here?

A, | love the way you stop and very quietly observelsing heaps of new words you are
finding ways to describe and make sense of what you see. You aiadesnout how to
take care of our physical world and our animals hechiltcare.
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Raglan Childcare 2009
Watching the turtles

Photo 4.25 Obsening turtles at Raglan Childcare and Education Centre

Today was such a lovely sunny day we decided the turtles would liteetoch their legs
and bask in the sun. We made a tyre enclosure for them to roam so wevatmiidhem
closely. This was a venyopular activity, ‘turtle watching;!dthough they didn’t move a lot
until we all went inside for lunch. It was a great opportunity for us tohtéloe turtleshard
shell and see what they feel like. K and K saw this as a good opportunigaguretiem.
C, E and M spent a long time watching, touching their shells and laughing.

Learning outcomes:

e The children learn through watching, discussing their theories, listeningactung.

e The children discuss how to care for the turtles and their@mvient.

e The children learn they need to wash their hands after touching animals.

e The children strengthen friendships (#hevas lots of laughter) as they watch the
turtles and cope with the change of having them outside their enclosure.

What nex?

Coninue to learn about how to care for the natural environment. Work out howigh
them?![RC]

Richard Hudson Kindergarten in Dunedin reported that:

We encourage the children to care for animals on a daily basis by caring fowiour o
kindergarten pets (hens, rabbit, guinea pigs, fish). The children are teyorising their
food scraps and placing them in the appropriate bin. As thereilgive the hens their
scraps, they in turn supply them with eggs. We often have new pets @dineédrgarten
with our families for a mat time visifRH, 3]

As mentioned irSection 2.7.4, the team at Richard Hudson initiated a collection ofetbf@od
to take to the SPCA, followed by visits from and to the local SPCA.
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Photo 4.26. Richard Hudson Kindergarten children with friends from the SPCA

Later in the study, a parent decided to take responsibility for a follow-up cntidot the SPCA:
SPCA Collection 2

Another collection of food for the SPCA has been suggested and ocyhgisemember of
our committee, after our very successful collection 4ygér. She saw it as an opportunity
for our community to give and not just receive at the end of the year. Halder children
attend a local school, so she has organised a collection bin there-Rifd @hanau and
others to support. It has been advertised in the school newsletter. Kia B, 3]

Respect for animals also involves learning that they are not always tamandueddly:

Engaging with nature in concrete waythis to me is fundamentah children developing
understandings of nature (something we seem to have forgottes).aliout the nice
relationships—caring for pets, engaging with plants and flowers but also about dirmin

that nature is not always nice and can’t be controlledsbythe cute little piglets and lovely
large sows at Mt Albert farm park gave us all a huge fright when they leaptinsiathe

fence and made a lot of noise when they saw the food coming! ¥B,

4.3 Community empathy

In their first set of data providefor this study, Richard Hudson Kindergarten introduced the term
“community empathy” in relation to their kindergarten programme’s consciousnesganising
activities aimed at fostering caring relationships within their wider community:

Our kindergarta is genuinely focused on community empathy. The children had their
termly visit to St Andrews Rest Home, in line with caring for othiris. a good chance to
associate with the elderly in our community, and is within waglldistance through Kew
Park.[Family and Community/\Wdnau Tangafa

We participated inWacky Hair Day, a fundraiser for Otago Children’s Autism Support
Group. We chose to support these supporters when invited to because of avtaandye
highly involved with this groupvho have an autistic child who attended our kindergarten
last year. In addition, we currently have a family with an autistic chile® raised $60 and
had lots of fun.RH, 1]

Staff at Collectively Kids Childcare and Education Centre vg&engly committed to building a
sense of connection with their local community after shifting to their new locatinreighbour,
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“Clarke’ who was confined to a wheelchair due to cerebral palsy, had otieredersee the
property during initial renovations. He was, however, rehicsa first to enter the centre once it
opened, as he had been worried about the children’s reaction to his disability. Staff were
reassuring, and eventually the relationship blossomed:

Clarke pops in to visit regularly now and often brings in fruit to sell. This éomes from
his sister’s place as well as neighbours when they have surphis.accompanied children,
staff and family members recently on a bike ride up the street and popsigveaytto the
shops to see if we need anything (which we gomes do). [Kate, CK]

Kate wrote that that their relationship with Clarke “epitomises wiatsee as one of the
fundamental aspects of this research project: That is: relationshipsy¢hef cdhers and fous
the celebration of diversity and gaining real understanding of difference”. For Marina,
developing this relationship with Clarke, represents

Our biggest, riskiest and most important success in ternssistdinable (ethical, resilient
and inclusive) communities. To me it provides a good examptepping outside comfort
zones which is very important in terms of addressing global warmiathical ways. It is a
local representation of the challenges (including empathy and hard waoulideckfor global
justice. [Marina, CK]

At Raglan Childcare, aense of being part of a global community became possible with the visi
of Margaret OukeMowbray from Kenya

Our Visitor from Kenya 2008

Margaret OukeMowbray came to talk to the children about Kenya. The children made up a
range of questions to ask her

«  Where is Kenya?

. How do you get from Kenya to NZ?
«  What do the people eat?

*  What animals are there?

Margaret told them about all the different wild animals to be fouri€einya, then S asked
‘Are the children scaret®argaret said they are not besatthe wild animals do not live in
the town.

Margaret sang a song to us in Swabhili and we sang back to her. M, S and Kattal farh
her.

We learnt that people in Kenya are just like-ikey eat the same sorts of food, their bodies
are like ours but theiskin is darker. They are poorer than us so we are going to collect our
old shoes, clothes and books to send to the Kenyan children.

Learningoutcomes:

e Children learn about people and cultures that are différemttheir own.
e Children learn about ways that they can help others.
e Children have opportunities to learn about languages.

105



What next?

We will continue to foster children’s understanding of the wider worttivaays in which
they can contribute to the wellbeing of oth¢RC]

Photo 4.27 Children at Raglan Childcare and Education Centre compare feet wiit
Margaret Ouku -Mowbray

Later the children and families donated used books, clothing and toys and Margaret ananged f
these to be transported to her village in keny

4.3.1 How did these pedagogies relate to those within the local communities?

There were many examples of strategies teachers were implentbatidgmonstrated resonance
with philosophies and practices within children’s homes and the community. Ehgatlagred by
teachers at Koromiko Kindergarten offer many examples of this synergy. ifHareeport of a
conversation with a child, Conal:

Conal's Recycling

| had been reading stories to a group of children but all of them hacdetpt Conal.
Conalturned to me and said®o you know what job | doAWhen | told him | didn’t know,
he proceeded to tell me that his job at home wagsling . | wasn't sure what to make of
this so | asked some questions to find out what he meant. He went onthatshg sorted
the rubbishand put thébottles, cans and paper into the bags outside the door for ¢ycling

Conal was proud that this was his job te—ll of his brothers and his sister had their
weekly jobs as well. | went on to talk to Conal about whatihgerstanding of recycling is.

Teacher: Why do you think we should recycle?
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Conal: So we don’t have to put much in the bins.

Teacher: Ok, so that's to keep our rubbish down? Do you know where all the rulpbish i
the bins goes to?

Conal: Oh ... No.

Teacher: | think it goes to the tip, doesn't it? It goes to the big rubbish dumps in the
ground.

Conal: There’s a thing thdillegible] takes it down and ... a forklift.

Teacher: Mm, could well be. | wonder what all the stuff that goes out for reaycloes?
Wha happens to that?

Conal: It goes in rubbish bins.

Teacher: It goes in the rubbish bin to get collected by the Council, doesn't it?
Conal: Yeah.

Teacher: Do you do compost bins too?

Conal: Ah, no.

Teacher: What aboty you know how we do the Bokashi bin lahdergarten, where we
put our food scraps in that? Do you have anywhere where yoyoputfood
scraps?

Conal: At the hedge and chickens.
Teacher: Ok, you feed the chickens with it. That's a good idea.

Conal: Yeah and | také to the hedge sometimes too.

Conal’s parents commented that:

In our family Shanelle, Reon, Todd and Conal all have daily jobs to doofflees rotate

their jobs each day, whereas Conal’s job is to do the recycling eagryEach morning
Conal has to take the recyclable items (drbags, paper, cardboard boxes, milk bottles,
tins, jars et out to the cashed and put them in their appropriate sacks. When the sacks get
full, Bevan (Dad) and the children take them into town to the Egrefugerecycling depot

in Scott St and put them all into the appropriate bins.

We collect our food scraps in a bucket under the kitchen sink. Periodishiyelle, Reon

or Todd takes the bucket and empties it on a pile under a boxthorn hedge audockpor
else takes it to the chickens. Coigblusually keen to accompany whoever is emptying the
scrap bucke{KM]

4.3.2 How did these ethics relate to those in the local contexts?

Each centre developed their own response to their local con(Ertsfurther examplessee
Section 3 of this reporton Pedagogies qflace) Briefly noted in this section are two aspects of
ways in which the ethic of care being fostered in the centre had resonance vdtltenthe
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community. Firstly, there were examples of synergies between a growingahatwarenesef
sustainability being promoted within some communities, and secondly, children detednstra
advocacy in taking messages of caring for Papatuanuku home, and relaying theggesness
adult visitors to their centre.

Raglan Childcare and Education Censran interesting example of a centre in which the ethic of
caring for the environment is very much a part of the wider community of the Nordfi Island

rural coastal town of Raglan. There is a strong movement working towards making Rapédn par
the rational Transition Towmetwork (sedttp://www.transitiontowns.org.nz/raglanThis meant

that for Raglan Childcare and Education staff, there was an enormous swsethgy were
located in a sdtig with such a communitwide focus on sustainability. They began their
involvement in this study with a trip to the local recycling centre, Xtreme Wase (
http://www.xtremewaste.org.rjz/and the children and teachers were delighted to find that they
were greeted on arrival by three parents of children in the centre, who were alswswair
Xtreme.

Photo 428. Raglan Childcare and Education Centre visits Xtreme Waste, 2008

In a very different urban context, some of teachers from Collectively Kéds also involved in
the Transition Towns movement. At this centre also, teachers had noticed the agéildyenf c
in generating a sense of caring for others and for the environment:

| think children are mre aware of issues and are willing to talk about/engage with them.
They are not afraid to discuss these and come up with sugge@ignsabout everyday
things like use/wastage of paper towels, care of toys and books). @dmycenfident and
(dare | sg!) powerful when addressing issues (both in the centre and when digscossie
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global ones). | think activities such as the letter writing to the lega¢érmarket, banner for
election, participation in gardening and harvesting have all helped chihenthey have

the ability to take an active part in important aspects oftol@ay living connected to
themselves and the ‘environment’. | think children are taking this into lioeires as well

and seeing their parents make changes too which helpsJKH,

We have gained a general awareness with teachetsawhchildren and the community by
showing that eco issues are important to us as a community but adsoesto educate our
children about. When educating children about eco issues and what thdg ¢arhelp,
children take this on very seriously bese it's meaningful to theriivhen children are able
to find confidence in the information and ihewn understanding they are amazing
advocates to everyone they know about what is good for the envirafBEdnCK]

Children at Richard Hudson Kindergarterere also observed to be generating an ethic of care
and manakitanga towards Papatuanuku within their homes and community:

And they're also taking that homéike, K's mum was telling me the other day that at
home, they actually have to save her ice crblook sticks and things like that because you
know it makes Papaftuanuku] sad and so now they are in turn trainingo#nents and
visitors who come in and tell about it and the Glad Wrap because it's sadvdr@phants
Papa[tuanukuand they are alwa telling othersvho come into the kindergarten. It's cool!
[RH]

This centre arranged regular trips to do a clgarat the local park, inviting elders from the
nearby reshome, whom they also visit on a regular basis:

Kew Park Tidy and Picnic

We had loked forward to our picnic to celebrate all our learning, and doing, about
Papatuanuku for some time. We had a great time at the park. First we ate frgnostly)
litterless lunchboxes-we had taken the compost and hen food buckets witfThen we

played on the play equipment. Spontaneous running races on Papatuanuku were next,
followed by rolling down the bank. Then it was time to clegnthe park. It looked like

there was no rubbish when we arrived at thepdrlt it was amazing how much we found.

We had invited both St Andrews Rest Home, who pulled out on the day, andfhn
Community Newspaper, who didn’t come. This was a little disapipginbut we celebrated
regardless[RH, 3]

As a result of a parent’s suggestion, Richard Hudson Kindergaa#natto worked to raise
awareness of the kaupapa of caring for Papatuanuku by sending a letter to the dotsl sch

Letter to Schools

The idea to share our journey with our local schools came from an awewith Tiffany in

the second set of data. This letter has been sent to our three nearest scleoetzhddl's
principal visits us regularly and ecological sustainability is a frequent.tbiis school is an
Enviroschool and they have an edible garden, including a recently added potatoTatch.
dat we have not heard from the other two schd&Hl, 3]
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4.3.3 In what ways were links to the local community developed and/or strengthened?

As described in the previous section, the work within the centres had a wider resorihimce wi
their communities. The core philosophy at Bellmont Kindergarten Te Kupergg@nates with
Maori families in their local community:

Once you've opened up one heart, you'll open up many and the chiticecome here, the
parents, everybody and then you extend out to the grandparents and they feelythave

a special place here. The mihi too every morning that empoh&trkudia to know that,
yeah | feel special here, this is miyangawaewaand I'm proud to be here. So they bring
more mokopuna! The word gets out. Thegg coming back, coming back. It's that puna of
love. Love, respect, rangimarie. Everything our philosophy’s all afi@eta, BV]

Meadowbank Kindergarten teachers and families participated in a community ties pfanting

at Oikei Marae, anchow “hopeto make this an annual event with more families coming along
next yeat. They also arranged kindergarten trip to Gkei Marae:*We sang thesong we had
been practising at kindergarten. We learnt some of the carvings and thatdkei Marae is a
national marae for everyone. The boys were taught a hakaachers from Meadowbank also
participated in a professional learnifigeach cleamp’ event inthe community with other
teachers from central areas.

The team at Collectively Kids Childcare and Education Cents wery much focused on
generating stronger links with their centre community, within their particular udraext:

At CK we also have a strong sense of communityth high expectations of care for others
for everyone of all age groups. Of ceerwe do look at individuals but to me a more
communityminded approach (always weighing up individual rights against those of the
community) is essential for us to become more sustainable. A focus orduadévipretty
common now in our competitive sogieand likely to be accentuated over the nifxee
years) makes people selfish and less likely to see the big picture. Livaregsustainably
involves individual and collective sacrifices. [MBKL

Physically we have made efforts to integrate oursehliesthe community, going on walks
all over, havinganopen day and inviting the community, writing letters to busimissthe
community and politicians. | think our centre is unique in the factiovét have any signage
and we look like a house which nesk us look like a part of the communityot an
institution. | think that we could do tidyp walks, letters and awareness of rubbish along
CarringtonRoad, beaches parkseWe could have a notice board fbe community to tell
them what we are doing,hat help people could give, how we could contribute and ideas
for the community. [EM, §]

There was evidence that some parents chose a particular early athitéimgce for their children
because of their appreciation of the philosophy demonstrated atehie. At Maungatapu
Kindergarten in Tauranga, a moth&, was clear that this was the case for her. She valued the
relationships with the teachers, and the sense of community evident in that kindergarte

K: | suppose I'm quite an alternative type afrgon so | was looking at Steiner and we
initially were going to a Steiner playgroup and | felt quite at home wiketlpeople as far
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as being likeminded. | was also looking because my husband’'s motheiiM was
looking at Ichanga andhose as options as well so | really was looking around. | put L's
name down here and came in and really they covered all the bases as far aflSthen
teachers, S does lots of animals, the gardens, there’s all the beautywdrs find all that
sort of thing aroundhe place, so | found thawhich was really nice. M is passionate with
the Maori side of it. J, at the time when we were looking at if | was giving kilde
homeopathic, medically, seemed to be on.pdrresonated with her with that sgeah ...

JR: So you could sort of sense that the things you were being offeredhesreesonizd
with your key core values about how you wanted to care for youwtrehiland how you
wanted your children to be surrounded, the kind of environment?

K: The big thing was how those three [teachers], how they worked togetteeteam too.
And the wholeatmosphere that they create between themselves.

JR: So you sense the teachers have a common empathy of how they gather® A
common philosophgr something?

K: It's a common comment between pareritdren’t we lucky. You know, it's not
uncommon to hegeople—everyonespeaks really highly of everybody here.

JR: So the community of parents really appreciate what the children are rgtwise?
K: Yeah. Absolutely.

JR: Can you give me an example of how you see that common philosapimgoaut for
you?

K: | suppose through the teachers. The relationship with the teaclmersioft watch them
with the kids and they make you feel that you're part of this comsuanid they
acknowledge you. They're busy and yet they will take that moment jushteect withyou
and make you feel like what you've got to ask them is valid. Yeahyleogy feels like that
| think. That's what I'm saying, the parents. Maybe that's becausené ¢deom Australia
and | didn't have a lot of people here with children the same agthandtarted coming to
kindy and all of a sudden it was like, there’s actually people who Héared to help with
different things. There’s a bit of a epooling thing. Is that normal in kifnes?[MT]

K went on to describe how the children at the centre had been inbpiteing taken to visit an
exhibition of recycled art, and then responded with their own exhibition:

The kids really have taken on recycling and then following on from that thiew dill
recycling art and then they took the kids dotenthe art gallery where there was a big
recycled art thing on and then the kids put on an art, they created an ayt igafiere and

the kids in turn were sayin’m doing art, aren’t it?It wasn't just their creative stuff and

just playing at kindyand all of a sudden they resld, | am doing art and this has a meaning,
this is something I've created and this is art! And the parents came thideghad an art
gallery day The kids were so proud of the work they’d done. And it was really spetial
because one of the pieces of art that was up on the wall in the gallery was theHads
would say,'Oh that's actually a chair that's been pulled apart and put together in another
way , then what they’re doing, is art. They’re artists. Head Higf]
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This recycled art exhibition prepared by the Maungatapu children has resonance waffthiba
REMIDA project of the municipality of Reggio Emelia in Italy (AGAC Friends adfgBio
Children Association, 2005)In this project, discarded materials are gathered from 170 different
companies and made available at the REMIDA headquarters to over 300 early childitoesl ce
and schools, sheltered workshops and senior citizens centres. The annual REMIBAada
festival celebrating art utilising recycled materials, and includes a cooéemnenvironmental
issues. The former mayor of the Municipality of Reggio Emilia, Antonio Spaggiatgsvihat

this project has provided a means whereby formerly discarded materials

increasingly abandoned and spurned by the society of opulence became the skihgnd
force of collaborative projects and creativity. They have givek baais the vien of
children, who see creative potentials and unsuspected treasures irdieearg, in every
material, in every object(Spaggiari, A.,cited in AGAC Friends of Reggio Children
Association, 2005, p. 4)

Recycling here is a communibwwned and driven initiative, reframed to be more than just “a
necessity or obligation, but is first and foremost an opportunity for cultural change anskxepre
creativity” (Spaggiari, S.cited in AGAC Friends of Reggio Children Association, 2005, p. 6)
This is a direct challenge to the consumerist culture of planned obsolescence, &ndtigiorof

the latest and newest. According to Sergio Spaggiari, Directo Isituzione Scudlieddrifianzia,
Municipality of Reggio Emilia, the REMIDA project makes it possible to recegthat waste
materials possess a “generative force, this sort of maieutic energy, velsichehextraordinary
ability to produce new resourcesdanew potentials, and to creatively transform even the most
‘bothersome’ materials of everyday liff'Spaggiari, S.cited in AGAC Friends of Reggio
Children Association, 2005, p. .6Yhus, activities such as that undertaken by Maungatapu
Kindergarten, and the REMIDA project, offer a range of transformative possiitiio the
previously discarded objects now re@mibed with dignity and purpose, for the children
empowered as creative and visionary artists and to the community coming togetteamingful
shared purpose and celebration

Papamoa Kindergarten hiasen an “Envirosabols” kindergarten for several years:

The kaupapa of Enviroschools/Kura Taiao is about the-lestig of the whole school,
community and ecgystem. It's about working out how to live so that our society and
economy nourishes the natural systems that ggvlife. Enviroschools givegoung people

an opportunity to explore real life challenges and to apply #imndance of energy and
ideas. The approach is to build a network of schools/kura committed to environmental
learning, action and creating sustible communitiegEnviroschools/Kura Taiao, 2009, p.

1)

Papamoa regularly joinwith Te Akau Ki Papamoa School, which is next door to their
kindergarten, and also an Envrioschaolactivities:

Papamoa

Working with the local community we joined the new entrants class ffemAkau Ki
Papamoa to collect spinifex seeds so they can be propagated and then plantedhe sav
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sand dunes. The kindergarten childw@mo helped with this moved on to school and were
able to take part in the planting process as new entrants.

Ra whakanghau
December 08

Ra Whakanghau is a celebration of Kapa Haka and was hosted by Te Kk&apamoa
School that is located next to our kindergarten. We were invited to participéieupported
by providing a food stall. We reflected on this mvand fel that it was an invaluable
experience to be part of the wider community. It was about sharing, lpeilgdd, feeling
pride, helping out, feeling the ihi and wehi (feeling of excitement atidipation)and the
utmost aroha that came from this eventdé@rgarten families worked together with families
from the school. A collective effort, ka mahi taitou. [PM]

Julie Sullivan,of Papamoa Kindergarten, explains how in keeping with their philosophy of “ako”
and community involvement, the teaching team set up an “Enviro Group” of supportiaespare

Ako is the concept of coonstructing; teachers as learners and learners as teachers. We
continue to explore and gain knowledge to implement new waysdtae waste, conserve
water and involve family and community at different levels. We valueppertunities to
network with colleagues and the wider comntyiniWe’ve also developechanviro group

in our kindergarten which is part of a group that we ask famifi¢lsely’re interested in
coming along to meetings that give them information about things vadoieg in the
kindergarten and also we work on projects and we give them informatithings maybe
that they could be doing at home or things that we need at the kindergaeten.féuind it

a wonderful group because people have become idgpirkelp us. They've also become
really resourceful because lysay,'Oh, we need maybe ta. make a water system in the
sandpit and so we’'ve got fathers coming along, putting their barrels in and ctorme
things... this water systenfPM]

Here are the minutes from one of #mviro group meetings:
Enviro group meéhg 11th February 2009
Everyone welcomed and appreciated for coming in the heat
Present: Parents and childreflist of names); Teachers Donya and Carolyn

We had a brief explanation to new people about our involvementBriiroschoolsand
handed out neuvetters and calendars to everyone.

Seaweek coming up-will will look at having special day for children to dress up with sea
theme, making people awaiteis important for our communitybeing by the sea. We will
reinforce safety and the sea with children.

We talked about enviro group helping around the kindergarten with gardkmrraviro
projects.

J [a father] helped fix the water system so that it worked efficiently

Children in the hot weather are being taught about water conservation.

113



We are looking abptions for reticulation and water collection for the kindergareeg,
bore versus water tank system.

Need to ring council to see if permission needed.
J has a bore pump 40 ft lang/e discussed that Papamoa Coast has a water system there.

To raise funds for this project we discussed having a walk around Maitlachildren
being sponsored.

Concerns about the heat were broughtlagon recommended before lunch.

Carolyn was talking about how sponsorship can be more effectieen®the} suggested
that parents are given a realistic target to achieve to promote sponsorship.

Notice to be sent out about trip.

We need bench outside for hawdshing and paper recycling centw®e are looking for a
bench and plumber to help put it in.

The group was asked smpport bringing in pictures of children in their gardens at home so
that there is a connection between the kindergarten and home.

Sandpit redevelopmentcan we collect sticks and shells for the boxes in the sandpit so
children can have more natural resms to be creative with

We have discontinued the wool sack and will now be using the large recydte digpose
of excess paper.

Anyone keen to help out with our gardens in any isayore than welcome to come in and
spend some time with us.

We would love it if anyone had some seeds to donate for the gardens around our. sandpit
That would be great.

If any parents have any cool ideas regarding our kindy and the environment gymup,
would love to hear them.

Could we all please keep an eye out for resausceh as pots, diggers and ladles.

Last but not leastCarolyn [teacher] talked about our wonderful front gardés easy to
miss but an important part of our kindyut there is a touch and feel garden full of herbs
and other interesting plant¥Ve hare a vegetable garden and beautiful roses and things
These gardens need a bit of tendingt® would love it if someone had a spare 15 minutes
if they could weed and help tend to these gardens. We also talked abouitdteds They

are in barrels othe deck by the imagination roormhese are starting to produce fruit and
we also have a passion fruit vine out the front.

The meeting ende{®M]

ThePapamoa Kindergartéenviro Group planned a market day to share the surplus produce from
the kindergarte garderdescribed in Section 2.9. The teachers reported that:

Just seeing children with big smiles was wonderfbb you want to buy our produce?
Numeracy skills, learning about vegetables, what a great day. At the g¢hd day we
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moved our market on to the front lawn so that school parents could teketage of the
bargains. The money went back into our environmental programme Wieeeént was to
remove plastics from our environment and purchase natural resouradsidoen to work
with. [PM]

The teachers at Papamoa reflected on how their efforts have fostered a sense of ggromuni
whanaungatanga:

A sense of community ‘whakawhanaungatanga’ with our familiesitggmiongside their
children has been achieved. As teachers we have continue@rto dad improve our
practce. We have broadened our outlook. We have a great relationship with our
neighbouring school. We access our community m@fe link with children’s homes and
this has deepened our relationships. We were very pleased thatumatiEnReview Office
review last year that reflected how important relationships withchildren and whanau
are, and that this was evident in the kindergarée’ the warua of our place. We also
realise that things take tim@/e continue to revieydiscuss and implement new plans with
both a bicultural and environmental influence. It is about taking stegls learning with
children and families. Empowering people with many different shitid ideas to come on
the journey with ugPM]

The community links being forged by these centres provide a sense of possibility, demgnstrat
the transformative potential of the collective. This paradigm shift frodividualistic to
collective, critically conscious education is both participatory and demo@atinmis, 2009).
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4. Limitations of the project

In Section 2 we discussed the contextual nature of the research projeSectiod 4 emphasises
the specificity of place and community in detail. A project that investigatastiges and
knowledges with an analytical lens on context does not produce research results ¢hatiyare
transferable to other contexts. Our work is not generalisable in terms of creatiets that work
for early childhood education across New Zealand, or internationally. We, hewever,
identified principles that underpin knowledges and pracaeeisfurther time and funding would
have enabled us to generate detailed evidence of how these principles affect teachénstheork
context of the wider community.
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5. Project team and contributions to building
capability and capacity

Project team

Co-directors:
Jenny Ritchie, Te Whare 8danga o Wairaka-Unitec Institute of Technology
Iris Duhn, The University of Auckland
Cheryl Rau, Te Whare ¥anga o Wairaka-Unitec Institute of Technology
Janita Craw, Auckland University of Technology

Research facilitator (Dunedin): Lee Blackie

Kuia: Rahera Barrebouglas

Kaunmitua: Huata Holmes

Teachers, children and families of the following early childhood centres:
Bellmont Kindergarten Te Kupenga, Hamilton
Collectively Kids Childcare and Education Centre, Auckland
Kate Harris, Julia Smith, Vanessa Brittain, Marina Bachmann, Esther MdiDon
Galbraith Kindergarten, Nguawahia
Hawera Kindergarten, Hawera
Koromiko KindergartenHawera
Maungatapu Kindergarten, Tauranga
Meadowbank Kindergarten, Auckland
Raglan Childcarand Education Centre, Raglan
Papamoa Kindergarten, Tauranga
Richard Hudson Kindergarten, Dunedin
Grace OlingaManins, Adele Ellwood, Miriam Rose, Jan Fairweather, Charlotte Hanley

Teachers in this stly were positioned as kairangahauyesearchers, inveéd from the outset in
designing their own application of research methodology within their specific contexts. A
supportive, collaborative, collective culture was facilitated in which teachéhs previous
research involvement shared ideas about both the research kaupapa and methodictegeed.s
Leadership and a sense of responsibility to share knowledge and support others can be seen in
some recent events. Carolyn O’Connor of Papamoa Kindergarten was resamntigda $5,000

NZEIl “Support Staff” sholarship to develop a network and resource for early childhood
educators involved in ecological sustainability. Along with her Papamoa Kindergalieagae,

Julie Sullivan, Carolyn also presented at the Engage Empower Enact, Sustpiaatiithe Edy

Years Conferenc&2-24 October 2009n Melbourne. Adele Ellwood and Grace Olidganins,
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two of the teachers from Richard Hudson Kindergarten, predest the New Zealand
Kindergarten Inc’'s Winter Wonderland Conference, in Queenst@wd August 2009 Marina
BachmanandKate Harrisfrom Collectively Kids Childcare and Education Centre in Auckland
presented, with Iris Duhn, at the Centre for Equity and Innovation in Early Childhood €arder
“Honoring the child, honouring equity: Children’s rightsrésearch, policy and practicein
Melbourne, Novembe2009. Cheryl Rau and Jenny Ritchie also presented at this conference. All

four codirectors presented a collective symposium at the NZARE Conferencetonu&an
December 2009.

Teachers Adele Ellwad and Gwyneth Barker each had papers published in the jdoanis
Education 47(winter), 2010.
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6. Conclusions

The 10 centres joined the study with a range of background interests and depths of pgEdagogic
experience across the dual spectrums of kaupteai and ecological sustainability. All chose

their own pathways into broadening their commitment to the reseaugapaenhancing and
deepening pedagogiéis specific relationto their own contexs and communities. A range of
principles have become visible across the profecine of these were: the grounding of place
based pedagogies in the home/community nexus of the centre; that indigenous pedagogies ar
central to conceptualisations of these plaased pedagogies for ecological sustainabilityhen t
context of Aotearoa; that engagement in this project stimulated new thinking and ofodes
pedagogical practice; and that this process generated responsiveness andtyearpajst
children, whanau and the wider community of each early childhood centre.

“Placebased pedagogiegadiate out from the centre. A sense of place starts with paying
attention to théheré€ and “now”, and has aripple effect, as one of the teachers pointed out. In
the context of caring for self, otheand the environmentself’ stands for more than tHé :
caring for self means caring for those who are part of the immediatefo-day
kindergarten/centre community, fostering “reciprocal and responsive relagisrigshichildren

with people, places, and things” (Ministry of Education, 1996, p. 9).

Although all kindergartens and centres were committed to implementing theo@séd practices
required byTe Wariki (Ministry of Education, 1996), for some of the kindergartens and centres,
indigenous knowledges and ways of being were an essential aspect of their engagénteat wit
global issues of ecological sustainability from the outsethefr involvement inthis study.
Initially, it was not“the global that seemed particularly challenging to some of the teachers.
Caring for self generally meant caring for the immediate environment, antefdeachers the
journey had to startat homé&. Thinking about whatonstituted their own pedagogy of place
included an awareness of indigenous knowledges because these are specific andounique t
Aotearoa. Focusing oriplac€ created an awareness of the significance of locabriv
knowledges, as well as a sensitivity towards and respect for kaupapa M

The teachers within each early childhood centre community embarked on journeys that
contributed to their reconceptualising thectivities' that happen in these different tsggs in
support of ecological sustainabilityin the everyday lives of children, their familiesamiau. The

drive and commitment to enact different phdphical and theoretical knowledge/s in support of
ecological sustainability was often as a result odirege of different desires. These included, for
example, being actively involved in practices that considered and took actidevtatalclimate
warming, enactingndigenous knowledge/s, performing everyday practices that enabled children,
their familyWwhénau and teachers opportunities to (re)connect with the natural world and/or to
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work with the natural world with processes of sustainable @nsexk) production (e.g.
vegetable/other gardening was a strong focus, paper recycling). At the heart pfaleéses, the
teachers/teaching teams were constantly challenged to consider th@dstyon of provocatioh
that is, what makes these practices ethical, and in what ways"bleeg/becoming ethical
contribute to the principles and practices for dldgiobal) ecological sustainability.

Children and their families demonstrated their reciprocal engagement withséaecte kaupapa,
as evidenced by the widespread participation in collective endeavours such@O@®BY" (out
of our own back yards) fruiand vegetable bowltfree shelf and “communitybasket”, whereby
surpluses were freely shared with others. Participation within the widemwoity included
beach cleamps, tree planting, fundraising for the SPCA and other local and interahti
community causes, visits to elders in a local rest home and aerobics classes oifexbshfiu
participation at the centre. One centre described theseicpmds building “community
empathy”.

Kairangahau (researchers) from across the services configured possidiitenhanced global
environmental sustainability through integratiMgori ecological knowledge beliefs, values and
systemswithin centres. The constructs of kaitiakitanga (guardianship), wairuatanga (spiritual
interconnectedness) and manaakitanga (care) were central overarching construgtedemplo
centres. Mrratives gatheed from ceresearcherstamariki andwhanau are reflective of this
throughout the preceding sections of this report. The project has highlighted ways in which
teachers, tamariki and amau have made effective use of complex knowledges and skills to
address global issues in their local conteXt® have seen the emergence of “pedagogies of
place” that differ for each centre and its specific communities. Te ZamiMnderstandings have
been integral to this process.

This report endeavours to draw out as much as possible of what sometimes seerts tiay

little event” (Olsson, 2009, p. 120) as a way making visible the complexity of pdsshiliat
occur in the encounters between theory and practice (Olsson, 2009); it's thenilitje that
matter. It offers a glimmer of the materialisatiqdhenz Taguchi, 2010) of particular
philosophical/theoretical knowledge/s (indigenous, scientific, folk knowledgedtherwise) that
informed—and often transformedthe practices teachers endeavoured to develop and enact in
support of ecological sustairiity —in early childhood education. It was evident that having
access to (as well as the means of accessing) a diversity of philosophical amdictiieo
knowledge/s (and know-ing how) was important to enabling teachers to develop a (deeper) cultur
of ecdogical sustainability practicesas a way of living (everyday) lifein the particular
settings in which they worked and lived. This access enabled them to develop policersat
practices that highlighted the increasingly complex ethical relationbbipgeen self, others and

the (local/global) community environments.

This study offers an indication of the dynamic ways that teachers/teatdangs accessed
different knowledge/s and how these ways challenged them to (re)thihknake changes in
responseo the everyday policies and practices that occur in their unique setting. Thedeawher
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their teaching teams embarked on journeys that contributed to their reconceptualising the
“activities” that happen in these different settings in support of eicalogustainability—in the
everyday lives of children, their families/whanau. The drive and committoesnact different
philosophical and theoretical knowledge/s in support of ecological sustainability igasasfa
result of a range of different desreThese included, for example, being actively involved in
practices that considered and took action to alleviate climate warming, enantiggnbus
knowledge/s, enacting everyday practices that enabled children, theirfemihau and teachers,
opportwnities to (re)connect with the natural world and/or to work with the natural world with
processes of sustainable (handde) production (e.g., vegetable/other gardening was a strong
focus, paper recycling)At the heart of these practices, the teacherdiieg teams were
constantly challenged to consider the key “question of provocation”; that is, what rhakes t
practices ethical, and in what ways dbbsing/becoming ethicakontribute to the principles and
practices for (local/global) ecological sustainability.

Recommendations

Lenz Taguchi (2010) questions how we might understand an event (that éxafople, this
research project) from an orépistemological perspective. This perspective offers a way of
understanding this research project (andtslactivity) as an intractive pedagogy that opens up
possibilities of trying “to read this event anewslive it and try to imagine the different map
drawings as materialised actualisations of the questiori(e)iz( 2010, p 171)—questions that
were psed to teachers, children, their parentgéfvaln and the researchers themselves in this
research are questions that must be constantly asked of all inside/outsid®®rdlidathoped
that the documentation of this research project opens up differesibipbes of new realities and

of new actors-it operates as an invitation for others to be actively involved in the biggertprojec
the one that does something about caring for ourselves, others (both human and nonhuman) as
well as the environment.

Implications

For many teachers/teaching teams, this research was a beginning point in oneanaiy e
although these beginning points differed considerably. Consequently, further reseatncackisat
the events that unfold as a result of teachetentionsto grow ecologicdy sustainable policies
and practices-at a number of levels that involve the early childhood setting and their
communities. Such research would provide a useful resource for researchees, édachtors,
teachers in the field and otharderested in the potential for young children, theidmdu and
communities to be actively involved in and making sense of alternative ecolpgiasthinable
ways of life and living It continues to challenge the very nature of the way that earlyholoittl
education as a (social cultural) space for children living lifth vand alongside others is
understood (Moss & Petrie, 2002).
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Further research is needed to address important research questitiasehainerged during this
studysuch as

* How does arethic of care for self and ottsefincluding nonhuman others) interrelate with
global citizenship and democratic practice as an aspect of a pedagogy of place?

* How do children create meaning of ethics of care for self and other, including the planet?

* How s a pedagogy of place maintained and strengthened over time? What are therignitat
of such a pedagogyor example in communities where people struggle to have a sense of
belonging?

* How would a pedagogy of place address issues that arise when pedplaccess to
resources?

* How can such a pedagogy and an ethic of care support Wwiasenay feel excluded (for
example new migrants, or those who live in poverty, or those who experience violence in
their communities)?

The emphasis on local specificitytegrated alongsidglobal concernsas embeddedvithin the
notion of“pedagoges of placé offer potentially robust engagement with the promise of enabling
and supporting local responses to global issues.

It is this kind of research that puts AotearoaM\&ealand on the (local/global) magt offers
Aotearoa New Zealand researchers, teachers and their communities oppsrtartie involved
in cutting edge, innovative research that makes a difference to our lives, sheflotbers and the
environment.
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7. Publications

Publications based on this project

Barker, G. (2010). Building sustainable communities Manaaki whenua. Manaaki tanga&. Ha
whakamuaEarly Education, 4{fvinter), 15-18.

Duhn, I.(2010).Mapping globatzation and childhood: Possibilitiésr curriculum and pedagogy
In G. S.Cannella &L. Diaz Soto (Ed3, Childhoods: A handboofpp. 309-319).New York:
Peter Lang.

Duhn, I. (2010. ‘The centre is my businés$\eoliberal politics, privatization and discourses of
professionalisnin New Zealad. Contemporary Issues in Early Childhqdd(1), 49-60.

Duhn, I. {n press). Towards professionaliem In L. Miller & C. Cable (Eds,
Professionaltation leadership and management in the early ydps 133-146) London:
Sage.

Duhn, ., Bachmann, M.& Harris, K. (2010Q. Becoming ecologically sustainable in early

childhood educatiorkarly Childhood Folio, 141), 2-7.

Ellwood, E. (2010). Caring for Papatuanuku. Yesterday, today and tomdtesly. Education,
47(winter), 19-22.

Ritchie, J. (2010). Fostering communities. Ecological sustainability within early childhood
educationEarly Education, 4fvinter), 16-14.

Ritchie, J. (2009)Narratives of relatedness in ecological sustainability in early childhood
education in AotearaaRefereed conference pedings of the annual conference of e
ZealandAssociation foResearch ifEducation, Rotorua, 1-@ecember.

Ritchie, J. (2010May). Notions of welbeing and interdependence embedded within ecologically
sustainable early childhood pedagogies in Aacta. Paper presented at the annual meeting of
the American Educational Research Association, Denver.

Ritchie, J., & Rau, C.2010. Kia mau ki te wairuatanga: Counteslonial narratives ofearly
childhood @ucation in Aotearoa. In GS. Cannella &L. Diaz Soto (Edg, Childhoods: A
handbook(pp. 365-374). New York: Peter Lang.
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8. Glossary

Glossary

Ao world

Aotearoa land of the Long White Cloud/laori name for New Zealand (pre
European arrival)

Aroha expression of love, care

Atua god, dety, spirit, sypernatural being

Awa river

Hapa subiribe, descent group, wider kin thanamau

Harakeke flax

Hau spirit, vitality of human life, essence of land

Hauora wellbeing

Hawaiiki ancestral homeland of tivaori people

Hui gathering, meeting

Iwi tribe, collecion of hapu, people

Kahikatea tree

Kai food to eat

Kaimoana seafood

Kainga home, settlement

Kairangahau researcher

Kaituhi writer

Kaitiaki guardian, trustee, protector, spirit guardians

Kaitiakitanga ethic of guardianship, stewardship, protection

Kanohi ki te kanohi dceto-face
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Karakia

Karanga

Kaumitua
Kaupapa
Kete
Kikokiko
Kina
Kiingitanga
Koha
Korero
Koro

Kuia

Kupu
Mokopuna

Mana

Manaaki

Manaakitanga

Mana Atua

Mana Tangata

Mana Tipuna

Mana Whenua

Maoritanga
Marae
Maramataka
Matariki

Maunga

incantation, chant, prayer, ritual

call, wail to invoke ancestors and to welcome visitargl in
response to hosts during ritual encounters performed by women

elders, male elders
plan theoretical framework, philosophy
basket
the material, physical
sea egg

King movement
gift
discussion, speech, to speak
male elder
older woman
word

grandchild

prestige, power (metaphysical concept), authority, prestige,
influence

hospitality, generosity, compassion, respect, kindness
ethic d hospitality, generosity, care
authority of the gods
authority over people
authority of the ancestors
authority over land
Miori world-view
complex of buildings used for traditional gatherings faokil
Maori calendar
Maori New Year

mountain
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Mauri
Mihimihi
Moana

Nga ra 0 mua
Noa

Papa
Papamoana
Papatuanuku
Paua

Pipi

Pepeha

Pou

Powhiri
Parakau
Rahui tapu
Rangatira

Rongoa

Tangata whenua

Tamaiti
Tamariki
Tane Mahuta

Taniwha

Taonga

Tapu
Tika

Tauiwi

life essence, life principle (metaphysical concept)
oral greeting, oral introduction, a speech

sea, lake

days in front, refers to the past

state of neutrality, common, opposite of Tapu
Mother Earth

seabed

Mother Earth

(Genus haliotis), a common New Zealand shellfish
(Paphies australe), a common New Zealand shellfish
a pEpeha is a waiaori formally introduce themselves
carved wooden post, upright post, support, pole, sustenance
ritual encounter, formal welcome ceremony

stories, oral tgtories

restriction, sacred

Maori chiefs

medicine, remedy

people of the land, locals

child

children

God of the forests, plants

mythical monster in traditionaMaori stories, guardian spirit,
guardian

valued possession, something tangible or intangible that is highly
valued

sacred (metaplsjcal)
correct, proper, fair, just, according to traditional ways

refers to norMaori
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Teina younger sibling, cousin, same gender

Tereo Maori language

Tuakana elder sibling cousin, same gender
Whariki woven mat

Tikanga Miori customary practice
Tipuna ancesta(s)

Tohunga high priest, specialist, expert
Tuku iho from the past

Tupuna ancesta(s)

Tarangawaewae landties, a place to stand
Wai water

Waiora water as life giving

Waiata songs

Waka canoe

Whaikorero formal speaking

Whakamana uphold prestige
Whakanghau entertainment, humour
Whakapapa origins, oral narrative history of genealogy
Whakaaro ideas, thinking

Whakatauki proverb

Whakamua look ahead to the future
Whakamuri look to the past

Whakawhanaungatanga relating toothers as you wouldmember of your family, as kin

Whanau family
Whare house, building
Whenua land, the natural environment, also refetse@lacenta
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