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Abstract
The importance and need for education for sustainability (EfS) are recognised in the New
Zealand Curriculum. Teachers face challenges, however, due to lack of support and
professional learning about how to integrate EfS in school curricula. Social media can be
used for teacher professional learning (TPL), and communication and resources can be
combined to create flexible collaborative learning opportunities. However, there is little
evidence to date of social media being used for TPL in EfS. Based on findings from a wider
study exploring teachers’ perceptions of professional learning through social media in EfS,
this paper focuses on how social media facilitates flexible TPL in EfS.
The study adopted a mixed-methods approach using questionnaires, interviews, and a
combination of document analysis and interviews in three phases. Findings from Phases 1
and 2 suggest that participants see TPL through social media as offering flexibility, and
being useful for collaborative learning and support for teachers. In Phase 3, these findings
are used to design and establish TPL for EfS teachers using Google+ to facilitate
synchronous and asynchronous interactions between teachers, EfS experts, and resources.
Although participants understood the flexibility of social media for enabling collaboration
and providing support opportunities in EfS, the use of social media for professional learning
is particularly attractive for teachers who work in rural and remote areas.
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Introduction and literature review
Our contemporary world is experiencing significant environmental problems that require
immediate action. One course of action that has been advocated is education, particularly
education for sustainability (EfS) (UNESCO, 2014), which provides knowledge, positive
attitudes and behaviour, and develops skills for living sustainably in the world (UNESCO, 2014).
The New Zealand Curriculum has highlighted the importance of EfS in line with international
standards (Ministry of Education, 2007). Sustainability, therefore, is a key theme in the New
Zealand Curriculum and is integrated in its vision, values, and principles (Ministry of Education,
2016). The Curriculum emphasises the interdisciplinary role of EfS across all learning areas and
suggests that EfS enables students to contribute to a sustainable future (Ministry of Education,
2016). It also encourages New Zealanders to take advantage of the opportunities afforded by new
knowledge and technologies to protect a sustainable social, cultural, economic, and
environmental future (Ministry of Education, 2007). A key aim is to raise citizens who are
connected to the environment and can engage effectively in efforts towards sustainability in local
and international communities. Therefore, the integration of EfS in education has been promoted
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as cross-curricular learning across all educational settings in the New Zealand context (Bolstad et
al., 2015). However, its implementation is partial and limited, ranging from little or no EfS in
some schools, to advanced programmes such as Enviroschools in others (Eames et al., 2008).
The Enviroschools programme is a whole-school approach that aims to promote and support
sustainability through learning, commitment, and taking action with respect to the environment
(Eames, 2010).
In the New Zealand context, EfS is a holistic, interdisciplinary approach in which teachers and
schools play a critical role in implementation and success (Bolstad, 2005). However, schools and
teachers face challenges in implementing EfS and promoting involvement to integrate it with the
curriculum. Some teachers see the integration of EfS into other subjects as a burdenand part of
the problem of an “over-crowded curriculum”. This reaction is more evident in secondary than
primary schools (Eames et al., 2008, p. 45). To teach the subject, teachers need to determine
appropriate information and knowledge to enhance students’ learning about sustainability. This
can be challenging for teachers, who might have limited skills in integrating and teaching EfS
(Taylor et al., 2019). Although teachers may be willing to offer effective EfS programmes, their
lack of knowledge and teaching skills limit their practice (Cowie & Eames, 2004). Some teachers
are also unfamiliar with EfS pedagogy (Eames et al., 2008). In addition, teachers are usually
constrained by busy schedules (Timperley et al., 2007), which can limit their practice in EfSrelated topics (Cowie & Eames, 2004; Robertson & Krugly-Smolska, 1997; Taylor et al., 2019).
Thus, to some extent, limited EfS implementation can be due to teachers’ lack of professional
learning (Bolstad et al., 2015).
Taylor et al. (2019) have argued that teachers’ professional learning is one of the main
determinants of successful EfS implementation and the establishment of an effective, productive
EfS programme. The need to provide support for teachers and their professional learning has also
been recognised as a key condition for incorporating EfS in the overall education programme
(UNESCO, 2014). However, a review of the literature has indicated a notable lack of teacher
professional learning (TPL) programmes in EfS since the 1980s (Bolstad et al., 2015; Chalmers,
2011).
To improve the quality of teaching and enhance student learning and educational outcomes,
professional learning has been recognised as a significant need and responsibility for teachers
(Owen, 2014; Timperley et al., 2007; Van Schalkwyk et al., 2015). Effective TPL facilitates
teachers’ ongoing development of their knowledge and skills which, in turn, have a significant
influence on student learning and achievement (Admiraal et al., 2016; Labone & Long, 2016;
Timperley et al., 2007). As highlighted in the literature, TPL is effective when it is ongoing,
timely, collaborative, intensive, focused on student learning, and conjoined with teaching
practice (Beach, 2012; Kuusisaari, 2014; Liu et al., 2016; Opfer & Pedder, 2011; Timperley et
al., 2007).
Two main TPL approaches, formal and informal, have been identified in the literature. Formal
professional learning takes place through courses, seminars, and workshops or events (DarlingHammond et al., 2009). It has been argued that directing teachers to a specific type of formal
professional learning improves their teaching practice (Grigg et al., 2012) because such learning
offers teachers new knowledge, skills, ideas, and teaching approaches (Timperley et al., 2007).
However, it is also claimed that formal methods, such as short courses or one-off sessions, may
not be effective in TPL (Mansfield & Thompson, 2017; Thacker, 2014), because they may be
disconnected from the complexities of the classroom (Opfer & Pedder, 2011). In contrast,
“informal learning is more prevalent in the workplace and potentially more effective than formal
professional learning” to change teaching practice (Thacker, 2014, p. 4).

33

Mostafa, F.

In TPL, collaboration is reported to be valuable and efficient in improving teaching practice and
student outcomes (Darling-Hammond et al., 2009; Mansfield & Thompson, 2017). Collaborative
TPL is described as sharing information (Mansfield & Thompson, 2017), sharing ideas (Cameron
et al., 2013), and “sharing teaching practices and knowledge” (Admiraal et al., 2016, p. 291). The
role of collaboration is significant in TPL because learning can be viewed as a social activity that
occurs in social groups and communities (Lave & Wenger, 1991; Vygotsky, 1978).
Although collaboration is key to successful professional learning, time and distance can limit
face-to-face peer collaboration (Carr & Chambers, 2006; Deluca et al., 2014; Timperley et al.,
2007). For example, attending regular meetings to discuss and exchange ideas is challenging for
teachers who live in different places with different teaching schedules (Mansfield & Thompson,
2017; Opfer & Pedder, 2011). Social media can overcome these challenges by providing teachers
with collaborative learning and fewer limitations (Davis, 2015; Deluca et al., 2014; Trust, 2012).
Social media have been defined as technologies that help social interaction (Bryer & Zavattaro,
2011), online environments for networking and sharing information (Osborne-Gowey, 2014),
and communication websites (Kapoor et al., 2018). Due to their collaborative nature, therefore,
social media can be used for collaborative learning and mutual support (Greenhow et al., 2018;
Meabon Bartow, 2014). If they do take advantage of social media, teachers may be willing to
participate in professional learning because, in contrast with formal learning, there are fewer
limitations on time and place (Anderson, 2006). Also, learning through social media is not
limited to a certain area or group but enables ongoing local and global collaborative and
networking opportunities (Ross et al., 2015). Teachers’ experience of social media is also
associated with their emotional needs, including “meaningful connections to combat isolation”
(Greenhow et al., 2018, p. 2260).
Despite global recognition of the flexibility of social media for learning in general, and TPL in
particular (Bolkan, 2014; Forbes, 2015; Kabilan et al., 2011; Kuusisaari, 2014; Ross et al., 2015;
Rutherford, 2013), a review of the literature suggests that, in New Zealand, there is a dearth of
research addressing TPL in EfS. In responding to this situation, this study aims to understand and
describe the ways in which social media facilitate TPL in EfS. The aim of the study will be
addressed by answering the research question: What possibilities and advantages do EfS teachers
see for TPL through social media?

Methodology and methods
The study was carried out with a mixed-methods approach and volunteer sampling outlined in
three phases. An online questionnaire comprising 21 questions, including four open-ended
questions, was used for the first phase. Open-ended questions were employed in the last section
to enable respondents to write about whatever they regarded as relevant to TPL through social
media.
The questionnaire was sent to 1000 Enviroschools (Enviroschools, 2016), was available online
for 6 weeks, and received 194 responses in that time. Later, of the 194 returned questionnaires,
those that included six or fewer completed questions were deleted from the data pool. As a result,
the number of research participants for the statistical analysis was reduced to 176.
As already mentioned, this paper reports a portion of the findings from a wider study that
captured participants’ views and data concerning their social-media use, teacher professional
learning in general, teacher professional learning in EfS, and teachers’ perspectives on
professional learning through social media in EfS. For this paper, however, only those questions
dealing with participants’ perspectives on professional learning through social media in EfS were
considered and analysed.
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Quantitative data from the closed questions was transferred to the Statistical Package for Social
Sciences (SPSS) for further analysis. Descriptive statistics of means and standard deviations
were used to identify sample features and report the findings in a simple manner (Pallant, 2010).
Qualitative data generated from open-ended questions was analysed through inductive thematic
analysis (Boyatzis, 1998; Burnard et al., 2008). The qualitative data was categorised, reviewed,
and interpreted in relation to the research questions (Cohen et al., 2011; Punch, 2014).
The second phase was a qualitative study based on semi-structured interviews. The types of
question and interview items were constructed based on the research findings in Phase 1. Five
teachers who took part in Phase 1, and agreed to participate in the second phase of the study,
were interviewed to explore and clarify the findings emerging from the questionnaire. Because
the interviewees lived throughout New Zealand, the interviews were carried out online and by
phone, according to the participants’ preferences. With participants’ permission, audio
recordings were made and the interviews were transcribed verbatim (Johnson & Christensen,
2012; Punch, 2014). Later, the interview transcripts were emailed to the participants for them to
check the accuracy of what had been recorded and to enhance the validity of the data (Guba,
1981). Validation was valuable for rewording and clarifying some expressions and technical
terms, as suggested by some of the participants. Analysing data in this phase involved
categorising aspects of TPL through social media to explain findings from Phase 1 and find any
patterns in the participants’ perceptions.
Findings from the first and second phases informed the strategy for the TPL community through
social media to facilitate synchronous and asynchronous connections and communication
between teachers and experts in the third phase. For synchronous collaboration, five webinars
given by EfS experts were run over the study period (November 2017 to July 2018). Topics
varied but centred on EfS achievement standards. Webinars gave teachers the feeling of
engagement in face-to-face interactive meetings and involvement in a community. They also
provided teachers with the opportunity to put questions to the experts, to hold discussions with
other teachers, and to access shared resources. For asynchronous activities, two forums,
Questions and Answers and Discussions, were intended to provide teachers with opportunities to
share and gain information through questions and peer discussion. Under the Links and
Resources tab, teachers could share or find resources.
Participants in the EfS community comprised eight secondary school teachers who had indicated
an interest in being part of the TPL community on Google+. Two of them had taken part in
previous phases and were engaged in the third phase from the planning stage. Later, when the
community was established, six more teachers joined as community members. Four teachers,
however, did not actively contribute to the community’s activities and did not give consent to use
their data in this study. Consequently, there is no data to report in relation to them. To connect
teachers with EfS experts, two experts—a Māori advisor and a moderator from the New Zealand
Qualifications Authority (NZQA)—joined our community.
Data-gathering in Phase 3 mainly entailed semi-structured interviews which were supplemented
with document analysis of participants’ posts and activities on Google+. Analysis of teachers’
posts on the Google+ community, and video capture of the webinars, provided valuable
information and helped in the design of more useful questions before conducting interviews in
the last step of Phase 3.
Participants in Phase 3 were four secondary school teachers who volunteered to take part in the
EfS Google+ community and indicated their willingness to participate in an interview. These
four teachers are identified by their chosen pseudonyms as Helen, Blake, Juno, and Bruce.
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Thematic analysis was used in this phase of the study to find the themes in the data and to
identify implicit and explicit ideas in participant interviews on the topics. Data was categorised
with respect to the participants’ perceptions of their learning through social media.

Findings
As Table 1 indicates, the gender distribution of the questionnaire respondents was not equal;
90% (157) were female and 10% (18) male. This gender distribution is in line with the data
reported on 2017 teaching staff by the Ministry of Education (Ministry of Education, 2018).
Table 1 Demographic characteristics of respondents
Gender (n=175)

Frequency

Percentage

Female

157

90

Male

18

10

To identify how questionnaire participants viewed the value of social media to facilitate their
professional learning in EfS, they were asked to indicate their agreement with six related
statements. Participants’ answers to each statement were defined as an ordinal variable from 1
(strongly disagree) to 5 (strongly agree). Table 2 presents participants’ responses to those
statements by calculating the mean and standard deviation for each statement.
Table 2 Participants’ views regarding the use of social media for TPL in EfS
Statements on participants’ views regarding the use of social media for TPL in EfS

Mean

SD

Social media can be useful for EfS teachers to provide learning support for their
colleagues.

4.08

0.63

Social media can be useful for teachers’ collaborative learning in EfS.

4.06

0.63

Social media can be useful for learning about the environment and sustainability.

4.05

0.65

Social media can help to build a professional learning network of EfS teachers.

4.03

0.67

Social media can help EfS teachers feel less isolated in their work.

3.77

0.73

EfS teachers should be using social media for their learning today.

3.42

0.83

As shown in the table, participants consistently agreed with the statements regarding teacher
professional learning through social media in EfS.
To provide an overview of Phase 1 participants’ perceptions regarding the potential use of social
media for TPL, these individuals were asked to rate the potential of social media for TPL in EfS
on a scale of 1 to 10, with 10 being the most useful. Figure 1 shows participants’ responses,
indicating that most (68%) rated the potential of social media for TPL in EfS to be high by
selecting a number between 5 and 9. This finding is in line with the outcomes of previous studies
that address learning through social media (Bexheti et al., 2014; Carpenter, 2014; Davis, 2015;
Holmes et al., 2013; Ross et al., 2015; Trust et al., 2016).
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Social media's potential for TPL in EfS
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Participants' rating of the potential of social media for TPL in EfS

Figure 1 Participants’ perceptions regarding the potential of social media for TPL in EfS

Furthermore, a large percentage of Phase 1 participants stated that they would probably join a
social-media network for EfS if such a network for teachers were available (80.5% of Phase 1
participants).
Participants’ responses to open-ended questions suggested several advantages and possibilities
for learning through social media. Because responses did not include any quantities or
measurable data, common themes were derived from their comments. Open-ended questions
gave me an opportunity to explore some themes in greater depth. The following section shows
the main themes as they were perceived and described by participants. The participants are
identified by the letter “T,” followed by a number from T1 to T135.
Findings from open-ended questions showed that flexibility was seen to be an important factor in
professional learning through social media. One participant described TPL through social media
as “on-demand and accessible for teachers when they need it” (T113). Through social media,
teachers have “easy access to resources and support based on their priorities and interests at any
time, from anywhere” (T113). Another teacher wrote: “Because I live and work in an isolated
area, I would be able to access learning in EfS without having to travel long distances” (T164).
Phase 2 interviewees shared the same view; one remarked that “professional learning involves
too much travel for me because I’m out in the country” (Interviewee 2, interview Phase 2) and
“learning through social media is just timely and you do not have to go anywhere”. Through
recourse to social media, “if a teacher has any questions whatsoever regarding sustainability, the
answers can be found quickly and easily” (T23). A teacher commented on the questionnaire:
“Learning through social media can be great and useful. You can do it anytime you would like to
do it” (T63). These findings confirm previous findings in the literature (Davis, 2015; Greenhow
et al., 2018; Ross et al., 2015; Trust et al., 2016).
Questionnaire participants believed that collaboration through social media would enable them to
access support, resources, and updates (133/135 times in the open-ended responses).
Collaboration involves direct assistance from colleagues to “provide aids and/or materials for
teaching” (T144), as well as “sharing experiences and knowledge” (T38) in teaching EfS. It also
affords indirect help through “guiding teachers towards the right direction and information”
(T67). To gain more insight into teachers’ perceptions of accessing support through social media,
Phase 2 interviewees were asked to clarify the kind of support they would be looking for. An
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interviewee said: “Through social media, I would be looking for support around teaching . . .
ideas, assessment schedules, and resources that have been used to deliver EfS” (Interviewee 1,
interview Phase 2). Support for another interviewee also involved receiving information and
material which could help in teaching EfS: “Support for me means seeing what other teachers
did, and seeing their lesson plan and the term plan and how they linked to the curriculum”
(Interviewee 2, interview Phase 2).
Participants also demonstrated interest in collaboration through social media to overcome
isolation, due to the potential of social media to provide them with connection and
communication opportunities. For example, one teacher commented on the questionnaire that
“social media has the potential to decrease isolation of teachers, and keep them excited and up to
date in their subject area” (T60). Another teacher commented: “Because I live and work in an
isolated area, I would be able to access learning in EfS through social media” (T164).
This sentiment was also evident from the responses of Phase 2 participants. Four reported that
they felt isolated because they worked in remote areas and did not have access to other teachers
or experts to ask questions (Interviewees1, 2, 3, 4, Phase 2). They acknowledged the value of
social media to facilitate connection and interaction among teachers and provide them with
synchronous and asynchronous collaboration and support. For example, one interviewee
remarked that “I am really frustrated by lack of support as an educator, mainly because I’m
teaching in a rural area”. Accordingly, she thought that “providing more opportunities for teacher
education and resources for teachers through social media would be a good thing to improve
EfS” (Interviewee 1, interview Phase 2). She also praised the potential for social media to
facilitate emotional support for isolated teachers.
To trial these findings and obtain a better understanding of teachers’ perceptions, the study
continued into the third phase. Findings from previous phases were employed to establish a
learning community for teachers who were engaged in EfS Achievement Standards1 through
Google+. Although teachers had shown interest and enthusiasm about joining a social-media
network for TPL in EfS in the first and second phases of the study, the community did not attract
many members. Only four teachers who worked in rural areas, or had no community of likeminded educators in their school, joined the learning community on Google+ and engaged in
community activities. As the following description reveals, all of these teachers—Blake, Bruce,
Juno, and Helen—had limited or no face-to-face support and learning opportunities.
Blake was a secondary-school teacher in a remote area. He described his motivation for joining
the community as “meeting other educators,” including EfS experts and teachers, and he wanted
to collaborate with others who were teaching the EfS standards (Blake, interview Phase 3). For
Blake, the community provided opportunities to meet others and share ideas about teaching EfS
standards.
Bruce was a young teacher, teaching science, biology, and sport in a school with a traditional
education system. He was the only teacher in his school who engaged with the EfS Achievement
Standards. To plan and set up the EfS programme for next year, Bruce needed support and ideas
from others, and this motivated him to join the EfS community. He found it useful to collaborate
with others through this community.
Juno was a science teacher at a small school and joined the EfS community in the hope that this
initiative would produce solutions regarding the “use of social media and to make contact with a
network of EfS teachers involved in EfS” (Juno, Google+). Juno’s motivation for joining the
Education for Sustainability subject resources https://www.nzqa.govt.nz/ncea/subjects/education-forsustainability/levels/
1
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community was to collaborate with EfS experts, share contacts with anyone who needed advice,
look for collaborators, and bring more teachers into the community. Considering the limited
number of teachers engaged with the EfS Standards, he was interested in using social media for
collaboration, as he believed this was a way for teachers to work together.
Helen was also teaching in a remote area, and was motivated to join the community to
collaborate with EfS experts and teachers and develop wider connections. She believed that,
while face-to-face collaboration is limited by time and place, social media can facilitate TPL in
EfS.
Despite the limited number of members, the community was used by participants for
collaborative learning with other teachers and experts. Findings from document analysis
indicated that the Google+ community enabled them to share and gain ideas and information, and
access resources. Participants joined both synchronous and asynchronous activities, such as
webinars, discussion forums and question and answer forums. Participants also shared resources,
such as Achievement Standards levels 2 and 3, samples of student work, and marking rubrics for
Achievement Standards levels 2 and 3.
Findings from Phase 3 interviews were in line with previous findings in Phases 1 and 2.
Interviews showed that interaction with EfS teachers and experts was one of the satisfying
features of the EfS Google+ community. Participants indicated that synchronous interaction with
other members and experts and asynchronous support from other teachers were valuable, and that
interactive activities, such as the webinars, questions and discussions, as well as sharing
resources and feedback, were beneficial for them. This finding was consistent with the study
conducted by Trust et al. (2016) on professional learning networks for teachers—in both contexts
it could be seen that teachers use social media to collaborate as a way to overcome isolation.
These findings are also consistent with a study by Davis (2015), which indicates that social
media can support teachers who do not have access to face-to-face collaboration and other
support opportunities.
In line with the study by Greenhow et al. (2018), participants in the current study were convinced
that social media has significant value for TPL in EfS to provide peer support and collaboration
opportunities. Phase 3 interviewees clearly expressed their appreciation of support as an aspect of
collaboration through the EfS community. For Bruce, support meant “knowing that if I have any
questions or I need help, people [the community’s members] are there who have done it before
and they would help me out” (Bruce, interview Phase 3). Support was mentioned by Helen as
providing the opportunity to ask questions and give access to resources. As she explained, “in the
absence of Ministry [of Education] support, you can easily get to an expert (through the EfS
community) to answer your questions” (Helen, interview Phase 3). For Helen, support also meant
access to resources and material which could help in teaching and assessing EfS. Juno joined the
EfS Google+ community hoping to gain access to resources when needed and found “shared
resources regarding Standards 2.1 and 3.1 quite useful” (Juno, interview Phase 3). Participants
saw the value of synchronous interaction and asynchronous support from other teachers and
experts through social media. The same values were identified in previous studies addressing
social media for learning (Carpenter, 2014; Davis, 2015; Holmes et al., 2013; Ross et al., 2015;
Trust et al., 2016)
In interviews that asked participants about their satisfaction with the community’s activities, all
four interviewees affirmed that, through the webinars, they were satisfied with synchronous
interactions with other members, including EfS experts. For Juno, taking part in the webinars
provided an “opportunity to have a face-to-face discussion with EfS experts.” He opined that
when “teachers have many questions, it makes more sense to ask directly through a webinar
rather than sending emails” (Juno, interview Phase 3). Helen praised webinars for making it
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possible to meet other community members in the absence of the opportunity to meet them in
person. “The webinars were great,” she said, “because you feel that you have met a person.
Meeting somebody (EfS teachers or experts) in person is obviously ideal but webinars were
good, second best if you like” (Helen, interview Phase 3). “We are teaching very much in
isolation,” she continued. She endorsed webinars as a method to collaborate with others,
particularly teachers and experts. Similar findings were reported in a study by McConnell et al.
(2012). As discussed in his study, establishing a sense of community was an important element
to encourage discussion and communication in online communities. In this regard, they
recommended online videoconferencing as a useful way to develop a sense of being part of a
group.
As mentioned earlier, four of the five Phase 2 interviewees and all Phase 3 interviewees were
working in remote areas or small schools. They felt isolated due to limited face-to-face support
and learning opportunities. It was evident from this study, particularly from Phase 3 findings,
that social media can be used to facilitate TPL in EfS by connecting teachers and providing them
with resources and the possibility of interacting with others. Findings from this study confirm
that social media can provide support for teachers who do not have access to face-to-face
collaboration and support opportunities (Davis, 2015).

Conclusion
The main conclusion to be drawn from this study is that EfS teachers understand the potential of
social media to facilitate connection and provide collaborative learning experiences. Social
media were endorsed by teachers as a means of providing them with a sense of being part of a
learning community from which they could receive intellectual and emotional support to
overcome isolation. Building connections between teachers and facilitating synchronous and
asynchronous interaction can help them interact with peers and experts as well as access support
and resources. Flexibility was seen to be an important element of learning through social media.
Participants stated that social media gave them easy access to resources and support, based on
their own priorities and interests at any time and in any place.
Findings from this study showed that while flexibility is an important feature of TPL, using
social media for professional learning is particularly attractive for teachers who work in rural
areas. The results of this research demonstrated that TPL for teachers who work in such areas
requires creating flexible learning environments that allow teachers to connect with colleagues
and experts. This study confirms the view that social media has significant value for TPL in EfS
and provides peer support and collaboration opportunities for teachers in general. The study also
endorses the understanding that social media has significant value in remote areas where EfS
finds less support, because of the potential for facilitating TPL and overcoming teacher isolation.

Limitations of the study
This study focused on how teachers perceive the flexibility of social media. It did not investigate
the possible challenges for participants in using social media in TPL. The study was also limited
by dependence on the participation of volunteers and self-reported data. Consequently, it is
possible that these participants had a greater commitment to, and interest in, professional
learning through social media than other teachers. In addition, the study was limited by the
number of participants who volunteered to participate in Phases 2 and 3.
This research was confined to the context of TPL in EfS and data was gathered from
Enviroschools teachers in New Zealand. Consequently, some of the findings might not reflect the
opinion of teachers in general schools in New Zealand.
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